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Chapter 1
Teacher Education at the Crossroads:
Challenges and Prospects in Changing
Times

Myint Swe Khine and Yang Liu

Abstract Educators face formidable challenges in educating the young generation
in escalating technology development, intense economic competitions, and uncertain
world events. It is more challenging to train teachers who can guide students to equip
them with knowledge and skills, survive the future labour market, and prepare them
for the jobs that do not exist today. The spirited discussion on teacher education
has been taking place in recent years. The studies show that the most effective way
to raise the education standards begins with teacher quality. It is undeniable that
teacher education affects teacher quality and, in turn, can affect student achievement
and readiness in society. The design of teacher education varies from one country to
another. Each country faces a unique challenge in dealing with political, economic,
and societal demands in their respective contexts. This chapter synthesizes teacher
education endeavours in 20 Asian countries described in this handbook.

Keywords Teacher education · Professional development · Curriculum ·
Challenges · Teacher quality

Introduction

In the past decades, globalization as a driving force of societal change has motivated
education practitioners to learn about schools’ accomplishments in other nations to
redesign their education systems for competitiveness. Throughout the world, poli-
cymakers constantly rectify the direction of teaching and learning in schools (Push-
panadham, 2020). Education systems in countries are aligned with national aspi-
rations and economic development to provide quality education for their citizens.
Quality education begins with quality teachers. When teachers are designated as the
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2 M. S. Khine and Y. Liu

spearhead of the overwhelming reforms, well-trained and highly qualified teachers
are critical to advancing the educational system achieving the desired goals.

Teacher educators have grappled with perennial issues and formidable challenges
in teacher preparation and meaningful reforms in schools. Many attempts have been
made for sharing the experiences and findings worldwide, with emergent findings
and promising results on teacher education, curriculum, assessment, teaching and
learning approaches, pedagogical innovations and practices, and professional devel-
opment in educating the next generation of globally competent students. However,
solutions to multifaceted educational issues are elusive due to the continually
changing and developing environment. Questions, such as how teachers are trained
and assessed, and what content, curriculum, and instructional strategies are used in
rapidly changing technological society, and demographic shifts, are frequently asked.
It is evident that robust, comprehensive, and translational research in all aspects of
teacher education, innovative approaches, and research-informed practices are essen-
tial in elevating the standard of education and the teaching profession (Fox et al.,
2020).

This handbook invited frontline teacher educators and researchers to address
crucial issues regarding teachers and teacher education to enhance their quality.
By correlating to teacher training practice and teacher education policy implemen-
tation, we sought to create a forum for international and cross-cultural dialogue
with educators and researchers from different parts of the world. We hope to draw
attention to teachers’ accomplishments and derive meaningful interpretation from
the ideas and research findings for a well-balanced approach to teacher education.
The book covers teacher education in 20 countries—Bangladesh, Bhutan, Brunei
Darussalam, Cambodia, China, Hong Kong SAR, India, Indonesia, Japan, Korea,
Lao People’s Democratic Republic, Macau SAR, Malaysia, Myanmar, Pakistan,
Philippines, Singapore, Taiwan, Thailand, and Vietnam.

This volume is organized into five parts to reflect the status of research, inno-
vations, and practices in teacher education in Asia. The chapters in Part I portray
perspectives of teacher education systems in Asia, and Part II covers subject-specific
teacher education in various countries. The chapters in Part III focus on redesigning
teacher education, and teacher education reforms are described in Part IV. Finally,
the chapters in Part V deal with teacher professional development.

Asian Perspectives on Teacher Education

In Part I, teacher educators from Singapore, China, Myanmar, Pakistan, Bhutan,
Malaysia, Bangladesh, Hong Kong SAR, India, Indonesia, Lao People’s Demo-
cratic Republic, and China share their perspectives on teacher education research
and development, teacher education system, structure, problems and opportunities,
and historical account with contemporary implications in their respective countries.
This part begins with Chap. 2 on “Teacher Education in a Developmental State:
Singapore’s Ecosystem Model”. The authors discuss some challenges that need to
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be addressed for teacher education to sustain and fulfil its role in nation-building
in their context. Chapter 3 examines the practices, development, and challenges of
teaching education in Macau. In Chap. 4, a senior analyst from the International
Development Agency analyses the teacher education system in Myanmar. Teacher
education in Bhutan, Malaysia, and Bangladesh is covered in Chaps. 5, 6, and 7,
respectively. The authors in these chapters provide highlights, challenges, and future
directions in their respective countries.

Chapter 8 compares initial teacher education in Singapore and South Korea. The
authors present key features of teacher education in both countries and discuss the
role of Confucian values, the high social status of teachers, and collaborative culture
in their education systems. Chapter 9 examines the teacher education curriculum
in India and national imaginations and actual practices. The authors in Chap. 10
discuss teacher education and development in Indonesia and propose how teacher
training institutions can prepare teachers for the twenty-first century. In Chap. 11,
educators from Lao PDR present a comprehensive account of teacher education in
their context. The chapter covers the historical development of teacher education
from the post-revolutionary period till recent times. The author of Chap. 12 argues
the importance of teachers’ role in the Bangladesh educational system, focussing
on quantitative and qualitative aspects and preparing and orienting the trainees to
the teaching profession. Finally, Chap. 13 offers teacher education development in
China, covering a historical view of the changes of teacher education dated back to
the early 1900s to the modern time.

Subject-Specific Teacher Education

The chapters in Part II discuss subject-specific teacher education in the areas of
English language, science, mathematics, biology, and psychology education. This
part begins with Chap. 14, in which the trend and highlights of mathematics teacher
education research in Korea are discussed. The authors analyse mathematics teacher
education research trends from 595 research articles using topic modelling based
on latent Dirichlet allocation algorithms. The chapter concludes with implications
and issues to expand teacher education research in Korea. Chapter 15 covers a study
on the awareness and attitudes of Filipino English language teachers. Chapter 16
examines science teacher education in Taiwan and explains efforts to equip science
teachers with the necessary competence to meet the new curriculum standards. The
topic of language teacher education in Vietnam is presented in Chap. 17. The chapter
offers a historical background of research into English language teacher education
in Vietnam and highlights several emerging themes that hold potential for future
research. In Chap. 18, the authors present a case study conducted in Macau that
examines how the English language streamed primary teacher education programme
and year-long teaching practicum prepared two-year four pre-service teachers to
teach English in a local primary school in Macau SAR.
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Chapter 19 examines the psychology teacher education in Brunei. The author
reports that psychology continues to attract Brunei secondary school and university
students, and psychology as a subject is expected to contribute to the social and
economic development of the country. Chapter 20 explores the pre-service English
teacher employability and problems associated with the teacher education system in
Indonesia. The author reports a multi-case study in four teacher colleges and four
schools to identify the issues and presents the findings. Chapter 21 provides results
from a case study in Macau to determine the effects of oral feedback on pre-service
teachers’ English language lesson plans. The findings suggest that teacher educa-
tors may consider combining written and oral comments and increase the amount of
feedback on the tasks. In Chap. 22, the authors assess biology teachers’ percep-
tions of their working environment in the context of China’s education reforms
using the Science Teacher Working Environment Survey (STWES). One of the find-
ings includes a modest positive correlation between teachers’ perception of working
contexts and workplace learning. Chapter 23 reviews Indonesia’s education system
and policies and analyses the English language teacher education programme and its
approaches. The author highlights the need for research in language teacher education
to introduce innovative practices and implement research-based strategies.

Redesigning Teacher Education

Chapters in Part III focus on changes, redesigning, and reshaping of teacher educa-
tion in some Asian countries. This part begins with an account of changes for a new
landscape of teacher education in Singapore. Chapter 24 focusses on recent changes
in teacher education programs, particularly structural extension and curriculum revi-
sion of the postgraduate diploma programme and the advent of the premier Teaching
Scholars programme in Singapore. Chapter 25 presents the contemporary challenges
of teacher education in India. The chapter introduces the overview of the main issues
in teacher education in the last two decades and presents the research findings, inno-
vative approaches, and adaptive practices in this context. The author in Chap. 26
describes primary school teachers’ experience in the transition from face-to-face
to remote teaching in Bangladesh. The recent pandemic disrupts the social and
economic well-being of the citizens and educational institutions. At the same time,
this unprecedented situation provides an opportunity to expand the learning oppor-
tunities beyond the walls of the classrooms using a variety of technological tools
and distance learning. The chapter reports the study’s findings that assess the expe-
rience of school teachers on remote learning during the pandemic. The authors in
Chap. 27 stress the need to offer education to culturally and linguistically diverse
students in South Korea. The chapter describes the importance of multiculturalism in
education. It suggests theoretical models for multicultural education for pre-service
and in-service teachers to deal with culturally and linguistically diverse students in
South Korea.
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Chapter 28 reports the case study analysis of the lesson study in Japan. According
to the authors, teachers in Japan have traditionally engaged in lesson study to improve
their teaching and enhance student’s learning. The authors note that lesson study is
based on understanding and expertise rather than on educational theories. Two case
studies are presented in the chapter, and how Japanese teachers gain and improve
their knowledge through a lesson study is discussed. Chapter 29 presents findings
from a study to explore the attributes of successful teacher certification and place-
ment in Taiwan. The study involves 2551 pre-service teacher education students. The
results from the decision trees indicated that student teachers’ pedagogical content
knowledge served as a successful rule for student groups from different academic
schools across two checkpoints. Chapter 30 examines the recent structural changes in
programme requirements of an undergraduate teacher education programme in Thai-
land. The authors evaluate the proposed 2019 policy changes through documentary
analysis and discuss the issues in implementation.

Referring to theFourth IndustrialRevolution and the need to reformgeneral educa-
tion in the country, Chap. 31 addresses the issues related to improving Vietnam’s
teacher education curriculum. The chapter proposes a competence-based approach
and strategies to advance teacher education programs to meet the demand of the
teacher labour market. The author in Chap. 32 points out the discrepancies in the
quality of teacher training institutions in Indonesia—a country with diverse socio-
economic and geographical differences. The chapter reports findings from a study
that involves 26 stakeholders to explore the quality of teacher education frommultiple
perspectives.

Teacher Education Reforms

Part IV, titled “Teacher Education Reforms”, analyses educational reform attempts
in nine countries. This part begins with Chap. 33, in which teacher education reform
in Japan is reported. Japan faces unique problems due to the retirement of the
baby boomer generation and decreased teacher applications. This chapter introduces
the new educational trends to address the issues and reform based on professional
teaching standards and teacher training. The authors in Chap. 34 examine the impli-
cation for teacher education in a time of rapid reform in Myanmar. The chapter
highlights the potential of standards-based educational reform to improve teacher
quality in Myanmar. Recent political turmoil poses great uncertainty for the country
tomove forwardwithmuch-needed reforms.Chapter 35 traces educational reforms in
the Philippines and reports the introduction of action research in teacher education
curriculum. The authors propose a model of teaching action research with three-
pillar approach that identifies action research as systematic and reflective inquiry
and a means of improving instructional practice.

Chapter 36 assesses the perception of trainee teachers towards inclusive education
in Thailand. The study examined how two groups of prospective teachers and staff
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perceived pre-service teacher training for inclusive education. Semi-structured inter-
views were conducted to review the pedagogical approaches used and the instruc-
tors views of inclusive education. The study uses the Sentiments, Attitudes, and
Concerns for Inclusive Education Rating Scale (SACIE-R) questionnaire to collect
quantitative data. Based on the findings, the authors present implications for the
development of teacher education in this context. Chapter 37 examines the tradition,
challenges, and innovation in teacher education in Japan. The chapter provides the
current status of Japanese teacher education and how teacher education has evolved
and reformed to meet the changing needs. The authors identified three major issues
in teacher education—teacher burnout, student diversity, and the use of technology
in the classroom.

In Chap. 38, teacher education at the crossroads and the need for a new direc-
tion in India is portrayed. The author notes that teacher education development in
the country followed an uneven trajectory and stagnation in the contents, processes,
and pedagogies. The author proposes a new perspective on teacher education that
consists of five key elements. The author believes that such an approach encour-
ages critical thinking, social transformation, and inclusive society through equitable
schooling. Chapter 39 offers an account of preparing teachers for a changing world,
development, and challenges in Brunei Darussalam. The authors also present find-
ings from the lesson and learning study and outline the challenges in improving
teaching and learning in their context. Chapter 40 provides a review and analysis
of pedagogical education in Laos. The authors note that Laos is one of the fastest-
growing economies, and the government stresses enhancing teachers performance
by improving pedagogical education. The chapter provides background informa-
tion on teacher training institutions, curriculum, and teaching standards in Laos and
discusses future directions to meet the challenges in the digital era.

As a transition country in Asia, Vietnam is experiencing the changes and reforms
in all aspects of society, and education is not an exception. In Chap. 41, the authors
trace the teacher training system and curriculum from 1945 to recent and highlight
the significant system and programme changes associated with general education
reforms in Vietnam. Chapter 42 examines special education teacher training in China
and introduces concept of Learning in Regular Class (LRC). The author notes that
LRC practices are prevalent in the schools for the past three decades in China, and
children with special needs have been paid more attention. The chapter discusses
teacher education reforms that emphasize special and inclusive teacher education in
China. In Chap. 43, the authors further explore the education reforms in Myanmar
with the implementation of the National Education Strategic Plan (NESP) 2016–
2021. The pandemic and recent military coup in the country implicates the attempt
to reform the education system in Myanmar. The authors discuss the role of teachers
and teacher education in responding to the challenges.
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Teacher Professional Development

Chapters in Part V critically examine teacher professional development in seven
Asian countries. This part beginswith a chapter on the professionalization of teaching
in Thailand. Chapter 44 explores university academics in Thailand and percep-
tions of their profession as teachers and fellows of the Advance Higher Education.
The chapter also identifies the implications of professionalizing teaching on their
career, students, and their institutions. The authors in Chap. 45 evaluate teachers
professional development in Bangladesh. The chapter identifies a lack of guid-
ance on curriculum development, collaboration among teachers, and peer support
as significant hindrances. It suggests a holistic teacher education framework based
on andragogy and the use of digital learning strategies.

Teacher leadership in teacher development for school improvement and student
achievement is described in Chap. 46. The author discusses the need to explore
dynamic andragogical methods to develop savvy teacher leaders and provide profes-
sional development opportunities. Chapter 47 examines perspectives and insight into
professional development practice by listening to the voices of teachers in Cambodia.
The author conducted in-depth interviews with Cambodian primary teachers. Find-
ings suggest that although the teachers clearly understood and articulated their profes-
sional development needs, these were not fully met with the current arrangements.
The author proposes a sustainable and grassroots approach for professional develop-
ment in this context. Chapter 48 explores ways to enhance the identity construction
of teachers through narrative inquiry. The study in Hong Kong finds that teacher
candidates favoured narrative methods and exhibited strong initiatives to reflect their
identity development.

Chapter 49 presents findings from a study on the influence of leadership training
on English teachers instructional leadership in Taiwan. The study uses different
graphic organizers and guiding questions in the training sessions to reflect their
roles as teacher leaders. The chapter reports the practical implications of designing
professional development in teacher leadership. Finally, Chap. 50 discusses teacher
education in Pakistan with a specific focus on the professional development of
teacher educators. The authors examine the structure of teacher education and
issues and problems and suggest providing induction and professional development
opportunities for teacher educators.

Conclusion

The chapters in this handbook best reflect current trends and highlight contempo-
rary teacher education programs in Asian countries. It is our hope that readers will
benefit from the insightful accounts of teacher education endeavours described in this
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volume. We also hope this handbook adds to our understanding of the complexity of
teacher education that had confronted the educators in the past and will continue to
challenge in future.
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Chapter 2
Teacher Education in a Developmental
State: Singapore’s Ecosystem Model

Rita Z. Nazeer-Ikeda and S. Gopinathan

Abstract In Singapore, teacher education and the nation state have a longstanding,
strong, and co-dependent relationship. Teacher education is central to Singapore’s
human capital development strategies while simultaneously enabling the develop-
mental state’s engagement of education for social and political development. This
chapter examines the roles, characteristics, and relevance of Singapore’s teacher
education over time.With this examination, we argue that teacher education in Singa-
pore has accomplished beyond its reach because it thrives within an ecosystem char-
acterized by attuned stewardship with nimble policies, high levels of resourcing, and
supportive communities of practice at the institutional, national, and international
levels. This robust ecosystem has served Singapore well but needs to be re-examined
alongside the uncertainties that are looming over the developmental state. The chapter
ends with a discussion of some challenges that need to be adequately addressed in
order for Singapore’s teacher education to sustainably fulfil its role in nation-building.

Keywords Singapore’s teacher education · Developmental state · Ecosystem
model · Human capital · Nation building

Introduction

Singapore continues to be in headlines highlighting best performing school systems
in the world. Singapore students rank very high in international assessments partic-
ularly the Organisation for Economic Cooperation and Development’s (OECD)
Programme for International Student Assessment (PISA), as well as the Interna-
tional Association for the Evaluation of Educational Achievement’s (IEA) Trends
in International Mathematics and Science Study (TIMSS) and Progress in Interna-
tional Reading Literacy Study (PIRLS). The nation state’s prominence in education
has been growing since 2003 when Singapore’s students topped TIMMS with 90%
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of its participants surpassing the international median score (Goodwin et al., 2017).
In 2015, Singapore made international headlines not only for topping TIMSS again
but also for PISA which assessed about 540,000 15-year-olds across 72 partici-
pating countries and economies (OECD, 2018). Even though Singapore slipped to
the second spot in PISA 2018, it “continued to have high proportions of students who
did well—with the second-highest percentage of all-rounders—and low proportions
of low performers” (Teng, 2019a).

Singapore’s accomplishments could be perceived as a miracle by some, but in
reality, this is far from a tale of chances. Strategic policy initiatives characterize
Singapore’s educational achievements. These are anchored in its firm commitment
to provide quality education provision for all by investing in a public education system
aswell as the government’s recognition of the economic value of theEnglish language
and thus the primacy given to the language as a common medium of instruction at
all levels. Furthermore, Singapore focusses on primary and secondary education as
foundation to the varied pathways thereafter, and relatedly, the building of a pipeline
for skills acquisition via vocational, in the early post-independent years, then tech-
nical schools and polytechnics instead of merely expanding higher education. Most
significantly, Singapore recognizes the importance of quality teachers and prioritizes
pre- and in-service teacher development.

Aligned with the theme of this book, this chapter examines the roles, character-
istics, and relevance of Singapore’s teacher education over time. It asks the ques-
tions—“what is the role of teacher education in Singapore’s development?”, “what
could explain the achievements of Singapore’s teacher education?”, and “how could
these achievements be sustained over time?”. In doing so, we will deconstruct the
notion of Singapore as an education wonder and argue that its success is a result
of attuned stewardship with nimble policies,1 high levels of resourcing, as well
as supportive communities of practice which synergize as a conducive education
ecosystem. Furthermore, teacher education in Singapore does not exist in a vacuum
but is strategically placed at the core of this ecosystem and nurtured to serve the nation
state’s development policies. Teacher education for us then, particularly in the case
of Singapore, includes both pre-service teacher preparation and in-service profes-
sional development, reflecting the essence of interdependence and continuity as in
an ecosystem. This robust ecosystem has served Singapore well and if continually
cultivated can continue to respond to the challenges and opportunities of the future.
We will close the chapter discussing the implications of this ecosystem for teacher
education that is being reshaped by post-COVID realities and evolving megatrends.

Teacher Education in the Developmental State

Singapore is a small nation state. At a size of 728.3 km2 (Department of Statistics
Singapore, 2021a), it is smaller than many metropolises. The city-state is ranked
as one of the most liveable cities... [and] among the world’s most competitive
economies” (World Bank, 2019). Data just before COVID-19 showed that it had
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a 91% home ownership rate, an unemployment rate of 2.1%, and a crime rate of 587
per 100,000 general population (Department of Statistics Singapore, 2019).

Scholars attribute Singapore’s achievements to the strategic involvement of its
government, characterizing it as a developmental state (Castells, 1988;Gopinathan&
Sharpe, 2004; Gopinathan, 2007). A developmental state is run by a government that
prioritizes economic growth, formed in the absence of stability. This was seen in
several Asian countries including South Korea, Taiwan, and Singapore. The Singa-
pore developmental state “came to power during a period of political and economic
uncertainty in 1965, when the island city-state was excluded from the Federation
of Malaysia, and ‘forced into independence’” (Pereira, 2008, p. 1191). Singapore
became the “quintessential Developmental State” when “strong development poli-
cies, guided by governments [its government], become a necessity to compete
successfully in an open economy structured at the world level” (Castells, 1988,
pp. 3–4). Since then, the Singapore government has retained its legitimacy through
sustained development, particularly in the economy.

Its fiscal measures in response to COVID-19 are an example. In 2020, amidst
the global economic downturn, the government proactively introduced five budgets,
committing approximatelySGD100billion (20%of itsGDP) to economic, social, and
public health support. As a result, Singapore’s economic contraction was reduced,
and resident unemployment rate was protected from escalation. Furthermore, even
though the Gini coefficient before taxes and transfers was consistent in 2019 and
2020 at 0.452, there was a significant reduction in the coefficient after taxes and
transfers. The reduction from 0.398 to 0.375 “can be attributed to the COVID-19
measures which were tilted to provide more help to those with lower incomes and
whomay lack other forms of support” (Ministry of Finance Singapore, 2021a, p. 27).

Through strategic measures, Singapore has sustained development, overcoming
various economic crises even though it is starved of natural resources. In fact, this
hunger leaves the nation state with little choice but to rely on its most available
resource, its people. Singapore is known for its human capital strategies, putting
in place systems that are attentive to its people’s knowledge, skills, and health.
According to findings of The World Bank’s Human Capital Project, which was
launched in 2018 and measures the Human Capital Index (HCI) of 174 economies,
Singapore’s HCI of 0.88 in 2020 is the world’s highest. This figure means that a
“child born in Singapore today will be 88% as productive when she grows up [by
age 18] as she could be if she enjoyed complete education and full health” (World
Bank, 2020). The average worldwide percentage before COVID-19 as at 2020 is
56% (World Bank, 2021).

The relationship between investment in human capital and the legitimization
of the developmental state is a longstanding one. Historically and contemporarily,
in developing its human capital, education is central to the nation state’s path to
economic, social, and political development. These may take different forms and
degrees depending on the megatrends of the period, but essentially, the hand of the
state is evident.

Singapore attained internal self-governance from the British in 19592 even though
the nation state became fully independent in 1965.The fifties and sixties were periods
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of political survival. The government inherited a multi-ethnic immigrant population
which was facing the aftermath of World War II, British post-colonialism and after
1965, expulsion from Malaysia. It had to gain power and authority through public
approval by showing that it was able to offer a better life to its healing people.
Alongside its fixation on economic growth, the government leveraged on education
politics as an integrative mechanism as well as a means that promises social mobility.

“[T]he newly elected local government embarked on an ambitious programme
of universal free primary education in the Five-Year Plan (1961–1965)… [resulting
in] the mass building of schools to ensure that every child had a place in school…”
(Chang & Kho, 2010, pp. 15–16). At independence, even with increased student
enrolment, Singapore’s approximately twomillion population remained largely “illit-
erate and unskilled” (OECD, 2014, p. 135), driving its motivation to improve the
quality of education and prepare a workforce that was relevant for the industrial
economy.

At the same time, the then new nation state was faced with the challenge of
creating a national identity for its ethnically and linguistically diverse population.
The school system during the colonial period was largely vernacular-based, with
Chinese-, Malay-, and Tamil-medium schools. There were also religious-based
schools including Islamicmadrasahs and church-funded schools. In addition to such
segregation, Singapore inherited the aftertaste of discontent with the colonial govern-
ment’s disproportionate support for English-medium schools over vernacular ones
(Doraisamy, 1969; Kho, 2010). In the mid-1950s, “Chinese, Malay and Tamil educa-
tion found no real support from the government… resulting [in] student unrest in
1955 [which] led to the appointment of the All-Party Committee on Chinese Educa-
tion in Singapore in May 1955” (Kho, 2010, p. 13). Among others, this resulted in
the equal treatment of the four language streams and the introduction of bilingual
education. The bilingual school policy, gradually made compulsory and examinable
from 1966 (Goh & Gopinathan, 2008), was thus a strategic step that enabled profi-
ciency in both the English language as a socially unifying lingua franca as well as a
mother tongue language as a heritage acknowledgement.

Aside from social integration, Singapore’s education system also advocates social
mobility with meritocracy. Promising opportunities for all based on merit, meri-
tocracy suggests that movement across social stratification is possible if one were
to work hard. Even though it downplays the deep-rooted influences of students’
socio-economic backgrounds and assumes that schools are able to level the playing
field, the promise itself is appealing. The idea that “everyone [has] equal access to
wealth [through education] and this, in terms of trust building, was as important
as wealth generation itself…” (Gopinathan & Sharpe, 2004, p. 123). This was, and
still is, reaffirmed when Singapore’s economy indeed grew alongside its educational
development.

The return of investment on educationwas such that the states could justify the expansion and
diversification of education as high priority; wealth generated by economic growth justified
further investment in education. Thus a virtuous circle of investment in high skills creation,
which justified high wages and thus higher standards of living all around, was created in
these developmental states [including Singapore]. (Gopinathan, 2007, p. 40)
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With such access to human capital development, the government is further able
to use education to facilitate sociopolitical alignment and participation. It is used as
a medium to propagate political ideals often through citizenship education which
teaches “concepts, processes and values of education for democratic citizenship”
(Sim, 2005, p. 58). Citizenship education is a “hidden curriculum... that transmits
implicit social norms and political expectations in an implicit way as part of school
life” (Lee, 2013, p. 241). In order to continually serve its purpose, citizenship
education in Singapore has taken many forms over the years (see Sim, 2005). At
present, Character and Citizenship Education (CCE) has a few components “such
as the teaching of values, National Education,3 Social and Emotional Learning, and
Education and Career Guidance” (MOE Singapore, 2020a).

The role of education in Singapore for economic transformation, social cohesion,
and political participation, facilitated within the framework of a developmental state,
is thus historically entrenched and remains largely relevant. Teachers are placed at
the core of these human capital and education development policies. Even though
it is now widely recognized that the quality of teachers has a direct impact on the
quality of education in schools, Singapore learned this much earlier.

Since the post-war period and even before its independence, teachers in Singapore
have been playing a central role in maintaining peace and uniting a diverse popu-
lation through education. With the establishment of Singapore’s Teachers’ Training
College (TTC) in 1950, formal teacher preparation began its journey as an indispens-
able contributor to the nation state’s transformation. Reforms in Singapore “were
inevitably linked to an increasing emphasis on the strategic role of teachers, and
thus teacher education as a means of upgrading the workforce and through them
developing the economy and building the nation” (Chen et al., 2003, p. 900). This
journey of preparing quality teachers in Singapore, however, was only possible as it
thrivedwithin a symbiotic ecosystem that encompasses attuned stewardship, substan-
tial resources, and communities of practice (Fig. 2.1). The nation state’s small size,
singular teacher education institution, and dominant public systemof schooling result
in strong alignment of theory, policy, and practice.

Attuned Stewardship with Nimble Policies

We have established that as a developmental state, Singapore continually engages
education to perpetuate its vision as a modern state. Its sustained economic strength
legitimizes the state’s involvement in human capital development, allowing it to prop-
agate its social and political ideals. “Education is a key element for the reproduction
and legitimation of the modern state... [and so] educational systems and practices,
including teacher education, are still mandated, organized, certified, and financed
mainly by the state” (Sieber & Mantel, 2012). Given the critical role of teachers in
educational development, the hand of the state is undoubtedly also visible in their
preparation and professional development.
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Fig. 2.1 Singapore teacher education ecosystem. Source Developed by authors

State control in Singapore’s teacher education has evolved over the years. Even
with the establishment of TTC in 1950 as an attempt to control how teachers were
formally trained, teacher preparation lacked human and physical resources. Teacher
trainers were insufficiently qualified, and the Cairnhill campus, where TTC was
based, could not provide adequate physical space (Kho, 2010). The events in themid-
1950s mentioned earlier taught policymakers two important lessons on education—
firstly, education has the ability to rile or unite the population, and thus secondly,
education and relatedly teacher education are too important to be left unregulated.
The four-streamed (i.e. English, Chinese, Malay, and Tamil) colonial model led to
language-based segregation, and a strong local-led model was necessary.

Yet, “[g]reater emphasis on teacher training and progression to teacher educa-
tion took place only when Singapore obtained complete internal self-government in
1959, with the urgency of building a nation” (Kho, 2010, p. 14). The local govern-
ment took back as much control within its limited capacity then, culminating in a
centralized education system after the nation state gained full independence. For
the three decades that followed, “strong political leadership… [with] centralisa-
tion of authority over formal education and curriculum development” (Sim, 2005,
p. 61) characterized Singapore’s education system. Fewmatters were left to chances,
reflecting how important education was to the nation state’s development goals.
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Over time, however, having established a robust education framework and recog-
nizing that stakeholders no longer appreciate overt state control, Singapore’sMinistry
of Education (MOE) now sets ideological directions and boundaries but exercises
flexibility in policy implementation (hence the term “stewardship”). Supporting this
bounded autonomy is the creation of school zones and clusters according to geograph-
ical location. Schools in Singapore are divided into the North, South, East, and West
zones. Within each zone, schools are further grouped into six or seven clusters. Each
cluster is headed by a Cluster Superintendent whose role is to ensure that schools are
not only run effectively, but also collaboratively, in order to attain the nationally set
Desired Outcomes of Education (see MOE Singapore, 2021b). Singapore’s cluster
system is a model of centralized decentralization that provides balance between
alignment to national priorities and autonomy in policy implementation.

This change took place gradually, as seen in the shifts from a single-minded
“survival-driven” education (circa 1959 at self-governance or 1965 at independence
to 1978) to an “efficiency-driven” education (1979–1996), before moving to an
“ability-driven” education (1997–2011) and from 2012, a “values-driven” educa-
tion (OECD, 2016). The most significant of these was in 1997 alongside the launch
of Thinking Schools, Learning Nation (TSLN)—a visionary redirection to “move
away from an industrialmodel of schooling to the creation of schooling environments
where an individual’s talents and abilities can be developed to contribute to building
the knowledge workers within the society” (Chong & Gopinathan, 2008, p. 122).
TSLN had a profound effect on teaching and teacher preparation as it shaped the
Teach Less Learn More (TLLM) philosophy (Goodwin et al., 2017) and the current
core values for the twenty-first century skills framework (OECD, 2016), both of
which emphasize student-centred holistic learning rather than an over-emphasis on
academic teaching.

The close relationship between the nation state and teacher preparation is not
unique to Singapore and can be observed in many international contexts. What is
less common, however, is the fact that pre-service teacher preparation in Singapore is
centralized in a singular institution, the National Institute of Education (NIE). MOE,
NIE, and Singapore schools work very closely to align theory, policy, and practice
within an “Enhanced Partnership Model”. Each partner within this organizational
framework has “clearly defined accountabilities… weighted at different points in
the teacher education continuum, starting from ITP [initial teacher preparation] to
the early stages of a teacher’s career and further in their professional development”
(NIE, 2009, p. 41). This established relationship not only allows for a circulation
of knowledge and experiences, but also facilitates quick responses to the changing
needs of the education system. Outcomes of this inter-reliant tripartite relationship
are evident inmany areas including education policy conception and implementation,
resource allocation, and especially teacher development.

Singapore is very selective of its teachers, and this has shown results. Studies
on Singapore as a high-performing school system have attributed its success largely
to its teacher selection and preparation (Barber & Mourshed, 2007). MOE recruits
the student teachers for NIE’s initial teacher preparation programs. These student
teachers generally come from the top 30% of the wider student cohort. The process
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begins with curriculum vitae screening, followed by a literacy assessment, before
meeting the candidate for an interview to evaluate attitude, aptitude, and personality
(Barber & Mourshed, 2007; Goodwin et al., 2017).

While studying at NIE, student teachers are being further monitored for suit-
ability. In addition to their academic studies, they are also required to complete
teaching practicum in schools. This can be in “the form of a shorter period of attach-
ment to schools for school experience and teaching assistantship, and another of a
longer duration for block teaching” (NIE, 2021), length of which varies according
to the programs students are enrolled in (see Goodwin et al., 2017). During teaching
practicum, student teachers are supervised and mentored by experienced teachers in
schools, as well as NIE’s faculty. The concept of teaching practicum itself has been
well studied to be an integral part of initial teacher preparation, but it is the way in
which it is being comprehensively and seamlessly implemented in Singapore that is
to be appreciated. There is a clear circulation of knowledge and experiences in teacher
preparation, starting from the screening by MOE, rigorous academic preparation at
NIE, and first-hand classroom experience in schools.

Another significant outcome of the Enhanced Partnership Model can be seen in
how Singapore overcame its teacher shortage. In a world where “countries must
recruit a total of 68.8 million teachers: 24.4 million primary school teachers and 44.4
million secondary school teachers” (UNESCO Institute of Statistics, 2016, p. 1)
by 2030 in order to achieve Sustainable Development Goal (SDG) 4.1, Singapore
is surprisingly scaling down on its teacher recruitment. MOE revealed that it had
attained its desired size for the teaching force in 2012 “after an aggressive eight-year
recruitment drive” (Davie, 2014). Singapore’s teaching force in 2019 is 32,225 strong
as compared to 29,862 a decade ago (Table 2.1). The number of teachers in the year
2000 was 22,940 and just 19,132 in 1990 (MOE Singapore, 2020b). This increase
has been achieved through strategic policies that attract, professionally develop,
and retain teachers—a reflection of how attuned and nimble education policies in
Singapore are. “With a healthy teacher supply and low teacher attrition, coinciding
with reduced student enrolment, Singapore has overcome the persistent problem of
teacher shortage” (Nazeer-Ikeda, 2021, p. 32).

Teachers in Singapore work long hours—forty-six hours per week according to
the Teaching and Learning International Survey (TALIS) 2018 (OECD, 2019). As
compared to 2013, when the survey was last conducted, this is a two-hour reduction
(MOESingapore, 2019b). The average amongother participating economies is thirty-
nine hours. Teachers in Singapore also comparatively spend less time on teaching and
more time on marking and administrative work (Teng, 2019b). Besides day-to-day
responsibilities, teachers have to keep upwith the “slew of reforms” over the past two
decades and an increasingly “questioningpublic” that expect teachers to “be selflessly
committed to developing and nurturing students” (Tan, 2019). Furthermore, teachers
can feel overwhelmed by the strong results-oriented culture, with pressures placed
upon thembyparents and in somecases, schools’middlemanagement (Nazeer-Ikeda,
2021).

Teaching in Singapore is clearly not a walk in the park. Yet, “[t]eaching was the
first-choice career for 71% of teachers in Singapore... [compared to] 67% in OECD
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countries and economies participating in TALIS” (OECD, 2019, p. 1). One of the
key strategies to attract and retain the country’s crème de la crème in the profession
is to offer attractive compensation packages to teachers from the time of recruitment
and throughout their teaching careers. For up to two years, student teachers receive a
monthly salary according to their educational level and work experiences, as well as
benefits as Singapore civil servants. The tuition fees of most student teachers are also
fully sponsored by MOE, and they have access to funds for study materials. Upon
graduation, student teachers are guaranteed jobs in schools where they serve a bond
which varies in length, depending on their study program (Goodwin et al., 2017).
Starting salaries are competitive, “comparable to those of accountants and engineers
in the civil service” (National Center on Education & the Economy, 2016, p. 1).
Teachers also receive bonuses (yearly, performance, and other variable bonuses) as
well as theCONNECTplan (CONtinuity, Experience, andCommitment in Teaching)
which incentivizes teachers with payouts at different points of service. In addition,
they are eligible for general civil service benefits includingmedical and dental (MOE
Singapore, 2019c).

On top of financial incentives, attention is also paid to Singapore teachers’ profes-
sional growth and career satisfaction. MOE recognizes that “different teachers have
different aspirations” (MOE Singapore, 2021c) and encourages three career devel-
opment tracks (i.e. teaching, school leadership, and senior specialist), thus widening
how teachers define professional success and derive satisfaction. Furthermore, there
is “flexibility for lateral movements across the different tracks. Teachers can choose
to move across the different career tracks, as long as they meet the requirements of
the job they aspire to take on” (MOE Singapore, 2021c).

While in the service, teachers’ professional growth is prioritized. Singapore’s in-
service development programhas been recognized internationally, particularly distin-
guished for the 100 hours5 of professional development that teachers are entitled to. In
a parliamentary response on 4March 2020, thenMinister of Education Ong Ye Kung
shared the responses of teachers when asked about the skills they needed most. Six
competencies were highlighted—assessment literacy, inquiry-based learning, differ-
entiated instruction, support for students with special educational needs, e-pedagogy,
and CCE (see MOE Singapore, 2020a). These were taken into consideration and
now make up the “areas of practice” in Singapore’s Skills Future for Educators
professional roadmap (MOE Singapore, 2020c).

Skills Future for Educators complements the existing professional development
opportunities presented to teachers. “[In this initiative, teachers] are encouraged to
work towards having a ‘proficient’ level of practice—which is notmore than 20 hours
of professional development—in each of these six areas over a period of five years…
[and this] is within this existing load of 100 hours per year” (Teng, 2020).Other
existing professional development opportunities “include the Singapore Instructional
Mentoring Programme, Teacher Work Attachment Programme, and Outstanding
Educator-in-Residence Programme” (MOE Singapore, 2021d). In addition, MOE
also offers “professional development packages and leave schemes, including schol-
arships and sponsorships” as well as the “Management and Leadership in Schools
programme and Leaders in Education programme” (MOE Singapore, 2021d).
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Considering the variety of opportunities, in order to take ownership and pride in
their growth, teachers set their own customized development targets and plan.

[T]o make sure that training is useful, it is important that teachers decide for themselves the
kind of training they need. This is the essence of professional autonomy – teachers taking
ownership of the tools of their craft. It is essential in determining the standards of practice,
developing mastery, deepening capabilities and instilling professional pride. If you cannot
do that, you are like a chef that just reheats the food that somebody else cooked. The concept
of professional ownership applies to all industries, trades, and crafts, and is in fact the core
philosophy of SkillsFuture.

Then Minister of Education, Ong Ye Kung (MOE Singapore, 2020a)

Singapore’s strategies of making teaching an attractive career choice and moti-
vating teachers through professional satisfaction have contributed to its success in
overcoming its teacher shortage. It is also worth noting that student enrolment in
schools has decreased significantly due to declining birth rates and changing demo-
graphics (MOE Singapore, 2021e), resulting in a reduction in the number of schools
(Table 2.1). Additionally, with teacher attrition rate remaining relatively low at 3%
(Yang, 2016), student teacher recruitment has also been adjusted to the replacement
rate. As can be seen earlier in Table 2.1, NIE’s student teacher enrolment in 2019
for diplomas in education-related subjects and postgraduate diplomas is 1323. The
figure a decade ago in 2010 was 2816 (MOE Singapore, 2020b).With fewer places
offered, at least in these programs, student teacher selection has become even more
competitive. Moreover, we imagine that the demand for stable civil service jobs will
further increase with the uncertainties of a COVID-19-stricken economy.

Certainly, we would be careless not to highlight that Singapore’s small physical
size contributes to the ease of policy deliberations, decisions, implementation, and
monitoring. At the same time, reflecting on Singapore’s earlier experiences with a
decentralized, less regulated education system that could not serve it well, we can
infer that while size may facilitate progress, it is inadequate without a clearly defined
vision, attuned stewardship, and nimble policies.

High Levels of Resourcing

Singapore consistently prioritizes social development in its national budget and
expenditure. Table 2.2 shows a ten-year comparison of Singapore’s expenditure on
education. Although the percentage appears to be reducing given the changing needs
of the nation state, Singapore remains committed to its long-term fiscal strategy of
prioritizing the health and education sectors. In the Budget 2021 statement delivered
on 16 February, parliamentarian Mr. Heng Swee Keat stated that one of the key areas
to strengthen Singapore’s “social compact” is to “invest in education to ensure that
every Singaporean has access to opportunities to maximise their potential, regardless
of their starting point in life” (Ministry of Finance Singapore, 2021b, p. 22).

In the financial year 2020, Singapore spent SGD 12.6 billion (~USD 9.5 billion)
on education out of the total expenditure of SGD 94.1 billion—third highest after
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health which was at SGD 16.7 billion and defence at SGD 13.6 billion. It is estimated
that in the financial year 2021, Singapore will spend SGD 13.6 billion on education,
maintaining this third position (Ministry of Finance Singapore, 2021c). COVID-19
has understandably shifted the government’s allocation of financial resources, but it
is clear that education remains a priority for Singapore both in the long and short
term.

Financial resources for education in Singapore are allocated to a range of insti-
tutions besides NIE. “In the first year of its independence, the Singapore govern-
ment allotted 59% of the annual education budget to primary education, 27% to
secondary education, and 14% to higher education” (Goh&Gopinathan, 2008, p. 17).
At present, its education budget distribution includes the MOE headquarters, NIE,
schools (special education, primary, secondary, junior colleges, and centralized insti-
tutes), institutes of technical education, polytechnics, universities, etc. Given its size
and needs, in recent years, NIE spends only a fraction of the total expenditure on
education. In the financial year 2019/2020, expenditure on NIE was approximately
SGD 105 million6 out of the total SGD 12.7 billion expenditure on education (MOE
Singapore, 2020b), reflecting how teacher education in Singapore is well bolstered
by high levels of financial resourcing not only to itself but more importantly, to the
wider ecosystem that it is a part of.

In addition to financial resources, Singapore’s teacher education is well supported
by intellectual resources both internationally and locally. Despite its highly national
focus, teacher education in Singapore is not averse to internationalization. In fact,
being an immigrant society that is geographically positioned to facilitate exchange
between the East and West even before the British presence, internationalization
is in the veins of the nation state. Singapore has been drawing upon international
resources as an educational development strategy.

As a colony, ‘internationalization’7 in pre-independent Singapore came in the form of educa-
tional borrowing, mostly from the British. Post-1965, with a focus on nation-building, Singa-
pore looked at other international models of teacher preparation and began to adapt these
practices. In the present phase, internationalization of teacher education in Singapore is more
collaborative. Having achieved high-quality teacher education, the nation state is now itself
a model to be benchmarked by other systems in the world.

Nazeer-Ikeda, 2021, p. 198

Several key milestones in Singapore’s teacher education illustrate this point. On 1
April 1973, the TTC, the School of Education of the University of Singapore, and the
Research Unit of MOE merged to form the Institute of Education (IE). This was the
start of centralized and standardized teacher preparation in a singular institution as
IE “became the sole independent tertiary teacher education institution in Singapore”
(Chen, 2010, p. 51) that provided pre- and in-service education across disciplines.
Despite early successes of IE to step up recruitment in that period, it later shifted its
focus from quantity to improving the quality of teacher preparation.

A notable influencer of IE in that period was Professor William Taylor, the then
Director of the University of London Institute of Education, whose suggestions were
incorporated over the years and remain till today. In order to boost the quality of
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teacher preparation, Taylor encouraged that IE leverage on the demand for places in
its teacher training programs by beingmore selective of its student intake (Loh&Hu,
2019). Taylor also recommended the incorporation of research in education and the
formalization of the teaching practicum, both of which centre on the need to bridge
theory and practice.

Taylor pointed out that it was necessary to empower and support Singapore
researchers to study the local context. He highlighted that the staff of IE was “forced
to draw on the findings of research carried out in the United States and Great Britain
rather than those based on the problems and progress of children and schools in
Singapore” (Taylor, 1980, p. 1, cited in Placier et al., 2016, p. 33).This was because
NIE was focussed on its responsibility of preparing enough teachers for schools in
Singapore. Less attention was thus given to research. Research, however, was not
prioritized until 1982 when the then Director of IE emphasized that IE faculty should
provide answers to problems not based on “intellectual guesswork or from studies
conducted elsewhere” (Sim, 2005, p. 105, cited in Placier et al., 2016, p. 33).With
Taylor’s recommendation and IE Director’s institutional direction, more support was
given to research programs in IE, increasing engagement of its staff in local and
international academic discussions.

Efforts to link theory to practice as recommended by Taylor also informed the
formalization and reorganization of the Practicum Curriculum which was imple-
mented in 1986. Even though “the Practicum Curriculum was Australian inspired,
its content and implementation took into consideration [Taylor’s] earlier recommen-
dations…” (Chen, 2010, p. 68).Consequently, as yet another example of internation-
alization, “a few Australian academics, such as Professor Cliff Turney of Sydney
University and Professor Ken Eltis of Macquarie University were invited” (Chen,
2010, p. 68) in preparation for the launch of the Practicum Curriculum.

Another key milestone for Singapore’s education was its universitization which
witnessed the move from teacher training to teacher education, implying a shift of
focus from solely classroom management and content delivery to include content
mastery. “It denotes degree or postgraduate certification for teaching and is usually
associatedwith the notion of professionalisation” (Sharpe&Gopinathan, 1993, p. 6).
Universitization of teacher education alleviates the status of teacher education with
academic credibility (Cowen, 2002). Teacher education, in return, increases student
enrolment in universities and thus provides social utility (Labaree, 2008).

The universitization of teacher education in Singaporewasmarked by themerging
of IE and the College of Physical Education (CPE) to form NIE in July 1991 and
simultaneously, for NIE to be an autonomous institute of the Nanyang Technolog-
ical University (NTU). Details of this recommendation were presented by the then
Minister of State for Education, Dr. Seet Ai Mee, to the then Minister of Educa-
tion, Dr. Tony Tan, through “the 1990 Report, Teacher training in the 1990s: Issues
and strategies (generally known as the Seet Ai Mee report)” (Chong & Low, 2010,
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p. 134). It adapted the recommendations dated 2 November 1989 by Lord Dainton of
Hallam Moors, chancellor of the University of Sheffield (Gopinathan & Ho, 2000;
Sharpe & Gopinathan, 1993).

Besides recommending that the merged IE and CPE to be linked to a university,
Dainton also recommended that the newly formed institution offered degree courses
in education, physical education as well as the performing and visual arts (Dainton
of Hallam Moors, 1989). In addition, in order to maintain the theory-to-practice
link, Dainton cautioned that “the new Institute or College, whilst being affiliated
to a university should be protected from such over-academising of its work… [I]t
should have an independent Governing Body with lay and professional members
and its resources should be determined by the Ministry of Education” (Dainton of
Hallam Moors, 1989, p. 16). The essence of Dainton’s recommendations remains
applicable. NIE is still a part of NTU, offering a range of degree courses, but has its
own governing body (i.e. NIE Council).

Pulling together the key recommendations from Taylor (i.e. strong theory-to-
practice link) and Dainton (i.e. universitization for content mastery), there is now
little contention that a rigorous teacher education model needs field evidence and
intellectual depth. This requires education research. NIE now has comprehensive
and detailed evidence of teaching and learning in Singapore schools. This is a result
of the financial and intellectual investments poured into research over the years. NIE
established the Centre for Research in Pedagogy and Practice (CRPP) in 2003 and the
Learning Sciences Laboratory (LSL) in 2005. These research centres were to meet
“the need for NIE to become more research-intensive so as to make a contribution to
evidence-based education policy and practice” (Gopinathan & Hung, 2010, p. 180).
Today, CRPP is managed by NIE’s Office of Education Research (OER), together
with the Centre for Research in Child Development (CRCD), which was estab-
lished in 2017. NIE has other research centres including the Multi-centric Educa-
tion, Research, and Industry STEM Centre (meriSTEM@NIE) and the Science of
Learning in Education Centre (SoLEC).

CRPP continues to make an impact with “[i]ts team of researchers [which]
conducts rigorous and relevant multi-disciplinary research and development that
inform pedagogy and practice in Singapore and internationally, as well as foster
collaborative partnerships with key stakeholders such as the Ministry of Education,
Academy of Singapore Teachers, and the schools” (NIE, 2020). Furthermore, OER’s
biennial Redesigning Pedagogy International Conference (RPIC), whichwas created
to be “an Asian platform for the critical discussion of the possibilities for a range
of pedagogies” continues to provide “opportunities for practitioners to engage with
both national and international researchers in the exploration ofmore impactful peda-
gogies” (Gopinathan & Hung, 2010, p. 189). Also noteworthy is NIE’s Asia Pacific
Journal of Education which was launched in 1996 and has established itself as a
leading journal for educational foundation and policy.

Evidently, NIE has a wealth of intellectual resources both locally and internation-
ally. Its culture of internationalization, both “at home” (i.e. based inNIE campus) and
“abroad” (through cross-border activities), is well established particularly through



26 R. Z. Nazeer-Ikeda and S. Gopinathan

international benchmarking, research, and international collaborations (see Nazeer-
Ikeda, 2014, 2021). Over time, teacher preparation and education in Singapore has
not only benefited from NIE’s comprehensive education evidence-based research,
but its research programs have also evolved to become more impactful.

Supportive Communities of Practice

Bolstering the high levels of resourcing, Singapore’s teacher education also bene-
fits from its nurturing communities of practice. This starts from the handover of
student teachers fromNIE to schools, which is cushioned by induction andmentoring
support. MOE has in place the InstructionalMentoring Programme (IMP), a method-
ical approach for School Staff Developers, Senior Teachers, and Lead Teachers
“who are keen to grow their fellow teachers through mentoring and build a profes-
sional development that nurtures trusting and developmental mentoring relation-
ships” (AST, 2021a). The IMP, like many professional development programs, is
guided by the Academy of Singapore Teachers (AST).

AST, formed in 2009, is a reconceptualization of the Teachers’ Network which
was initiated in 1998 alongside TSLN (Goodwin et al., 2017). It is a division ofMOE
which “work together [with various institutes and academies] in synergy to foster
a stronger culture of professional collaboration and excellence” (MOE Singapore,
2021c). It aims “to build communities of practice for like-minded professionals
of subject disciplines, for teachers to come together and learn from one another,
developing stronger camaraderie and esprit de corps” (AST, 2021b).

The AST is made up of academies and language centres8as well as Subject Chap-
ters.9 There are currently nine academies and language centres of various concentra-
tions, including the English Language Institute of Singapore (ELIS), MOE Heritage
Center (MOEHC) and Professional Development Planning Office (PDPO) (AST,
2021c). Subject Chapters involve “Networked Learning Communities (NLCs) of
teachers and teacher leaders from across schools, and Principal Master and Master
Teachers inAST” (AST, 2021d). Furthermore, to enhance the practical learning expe-
rience, there are currently twoCentres for Teaching andLearning Excellence (CTLE)
hosted by Yusof Ishak Secondary School (established in 2015) and New Town
Primary School (established in 2021). CTLEs provide the platforms for “teacher
learning occurs [to occur] within the context of the classroom through the conduct
of masterclasses and demonstration classes” (AST, 2021e). They involve Master
Teachers, AST, and NIE faculty as well as teachers in the school. AST also facili-
tatesTeacher-LedWorkshops (TLWs)which “are conducted by teachers for teachers”
(AST, 2021f).

The AST thus sets up and supports purposeful communities that encourage peer
sharing and learning. Its work spans a wide range, from pedagogical to subject
mastery, and even includes teacher well-being and professional recognition—all of
which extend to teachers at different stages of their careers. MOE, including AST,
uses theOnePortalAll Learners 2.0 (OPAL) systemas a digital platform for its staff to
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design and track their own learning. Singapore teachers’ professional development is
evidently systematicwith various processes in place.More importantly, it is systemic,
with peer-to-peer teacher-led communities of practice, encouraging teachers to be
involved in their own professional growth.

Even though the path of every teacher differs, they share the same growth model.
With the tagline “Every Teacher, A Gem”, the Teacher Growth Model (TGM) spells
out five desired outcomes for teachers throughout their professional journey—the
ethical educator, the competent professional, the collaborative learner, the transfor-
mational leader, and the community builder (AST, 2021g). Target skills and compe-
tencies are spelled out within each desired outcome so that teachers can share the
same goals while examining their learning needs. This ties in with the bespoke
professional development system that we discussed earlier.

In addition to support from MOE-affiliated organizations, students in Singapore
also benefit from ethnic-based self-help groups. These are the Council for the Devel-
opment of Singapore Malay/Muslim Community (Yayasan MENDAKI), the Singa-
pore Indian Development Association (SINDA), the Chinese Development Assis-
tance Council (CDAC) and the Eurasian Association (EA). Each of these groups has
a range of education initiatives that are tailored to support members of the commu-
nity, particularly students from less privileged households. These include bursaries,
scholarships, and awards, as well as targeted workshops for parents and students.

A noteworthy initiative includes the affordable tutorial program organized to
help students attain better academic results. This is not only organized by each
self-help group but also jointly under the Collaborative Tuition Programme (CTP).
The MENDAKI Tuition Scheme (MTS), for example, is “open to all primary and
secondary school Muslim students” with classes “conducted in more than 50 schools
around the island” (MENDAKI, 2021a). MENDAKI also participates in the CTP, a
scheme jointly organized with the CDAC, EA, and SINDA. CTP centres offer classes
to students of all races and religion, with each self-help group granting fee subsidies
to their respective students (see MENDAKI, 2021b).

Discussion

Almost six decades since Singapore attained independence, the hand of the state
remains visible. Education and teacher education continue to play important roles in
Singapore’s human capital development strategies. The achievements of its students
in international assessments, reaffirmed by the nation state’s sustained economic
growth and high standard of living, create an impression that Singapore’s education
and teacher education policies are irrefutably successful. This further legitimizes
the developmental state and its involvement in education to facilitate sociopolitical
alignment.

NIE as Singapore’s sole teacher preparation institution, while deserving of admi-
ration on its own, has accomplished beyond its reach because it thrives within an
ecosystem characterized by attuned stewardship with nimble policies, high levels of
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resourcing, and supportive communities of practice at the institutional, national, and
international levels. This ecosystem, which places teachers at its core, explains the
achievements of Singapore’s teacher education. It has served Singapore well through
industrialization and into globalization. Yet, some uncertainties loom over the devel-
opmental state as we enter a post-COVID-19 world with evolving megatrends of
digitalization, demographic changes, and climate change.

Sustainability of the Developmental State

The success of Singapore as a developmental state stemmed from its fragility as a
plural society (Siddique, cited inGopinathan&Sharpe). Such societies “are obsessed
with the marketplace because it is the only common ground on which all sections
of society can agree” (Gopinathan & Sharpe, 2004, p. 122). This was particularly
true for Singapore. Compounded by societal vulnerabilities post-World War II, post-
colonialism and after 1965, post-Malaysia, the people needed a common goal, and
the government needed to show results. Economic growth, attributed to intelligent
governance, was sufficiently tangible to satisfy both sides.

While the grip of the state has somewhat loosened over the years, recent devel-
opments of COVID-19 have brought up familiar vulnerabilities. Left in a situation
beyond individual control, populations look towards governments to take steps to
control the pandemic within nation states. Singapore was no different. Swift steps
were taken to contain the spread of the virus. Bold fiscal measures were employed
to cushion the economic contraction. In education, quick decisions were made to
close schools when necessary. At short notice, teachers and students were placed on
home-based learning. Besides the obvious need for technological infrastructure and
systems to support this shift, it also involved a steep learning curve of skills by all
parties involved. Certainly, this included teachers and students, but also inevitably,
home support systems as parents took on remote work while assisting in home-
based learning. Even though the idea that schools is an equalizing field may at
times be a misplaced confidence, “the absence of a physical classroom education
[means that] the effectiveness of learning has depended on the home environment
and levels of parental engagement. Students from disadvantaged backgrounds, with
a less conducive home learning environment, have been exposed to a greater risk of
falling behind” (OECD, 2021, p. 15).

COVID-19 came at a time of existing megatrends of digitalization, demographic
changes, and climate change. As it is, the Fourth Industrial Revolution disrupted
the world with technological breakthroughs including “artificial intelligence (AI),
robotics, the internet of things (IoT), autonomous vehicles, 3D printing, nanotech-
nology, biotechnology, materials science, energy storage and quantum computing...
build[ing] on and amplify[ing] each other in a fusion of technologies across the
physical, digital and biological worlds” (Schwab, 2016, p. 1). Furthermore, demo-
graphic changes have accelerated with ageing populations and international migra-
tion swooping in to fill in the gaps, including in Singapore. Not forgetting, all
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these are happening when climate change is causing market and regulatory changes,
demanding workers with “green skills” (OECD, 2021, p. 14). Given these circum-
stances, we need to reflect on two important questions—can the developmental state
sustain its ability to address the challenges that its people are facing? and if so, how
can education and teacher education continue to fulfil their roles in a developmental
state?

Given the acute uncertainties, we envision that the developmental state will
continue to be the dependable leaning block for its people in the near future. Singa-
pore in particular has gained stability from the government’s reliability in not only
addressing various challenges but also in pushing through growth and maintaining
stability. The retention of public approval in the long term, however, is less certain.
With digital and social media as platforms where information, misinformation, and
alternative opinions can be shared with ease, public trust is harder to be earned than
before. Education thus continues to play indispensable roles in Singapore’s devel-
opment policies, and these inevitably have consequences on teacher preparation and
professional development.

Firstly, educationwill remain central to human capital development strategies. The
nation state’s reliance on its human capital inevitably places theweight of Singapore’s
survival and success on the shoulders of its young. This is thrown into sharper relief
with its ageing population.However, education as preparation for employment should
not be taken as a natural progression. In other words, academic achievements do not
necessarily translate to labour market preparedness. The labour market of the digital
economy is markedly different from the knowledge economy we were familiar with.
Emphasizing on dispositions and innovations, academic knowledge will no longer
be sufficient. COVID-19 has also emphasized the importance of a growth mindset,
where learning should take place whenever demanded.

Secondly, the role of education for social cohesionwill grow in importance. Singa-
pore’s increasingly diverse demography now extends beyond the Chinese, Malay,
Indian, and Eurasian ethnic groups. With persisting challenges of an ageing popu-
lation and a low fertility rate, it is likely that Singapore’s immigrant population
will grow albeit at a slower pace than a decade ago. With this comes the need for
deeper intercultural awareness and acceptance, perhaps even a need to reconsider
the categorization of ethnicities. Furthermore, an inclusive education system should
also embrace differences beyond ethnicities to better include those with different
learning needs. Certainly, this includes students with learning disabilities. There is
also, however, a growing need to pay more attention to students who struggle with
mental health issues.

Implications for Teacher Education

Some of the aforementioned issues have been acknowledged by MOE. MOE has
in place the “Framework for 21st Century Competencies and Student Outcomes”
to better prepare students for the future with core values and competencies (see
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MOE Singapore, 2021f). MOE has also revised the scoring system of the Primary
School Leaving Examinations (PSLE) “to shift away from an over-emphasis on
academic results, and provide our students with more flexibility and space to develop
their strengths and interests throughout their education” (MOE Singapore, 2021g).
Additionally,MOEhasmodified theCCEcurriculum to prepare “students to navigate
the complexities of today’s fast-changing social paradigm [including strengthening
of mental health and cyber wellness as well as discussions on contemporary issues]”
(MOE Singapore, 2021h) by anchoring students with “character and values, and
citizenship” (MOE Singapore, 2020a).

Amidst this slew of reforms, some blind spots remain. The depth of intercultural
acceptance among students remains superficial. Are commemorative events such as
International Friendship Day and Racial Harmony Day sufficient to deepen under-
standing of culture as a complex concept? The deeply rooted examination-oriented
culture also persists, with pressure placed upon students to perform in perceived
high-stake examinations. Would swapping the PSLE aggregate score for Achieve-
ment Levels (as in the revised scoring system) sufficiently reduce the emphasis on
academic results? Furthermore, while in totality Singapore stunners do well, ethnic-
based differences in student achievements remain unresolved. Malay students in
particular continue to perform behind their Chinese and Indian peers in the English
Language, Mathematics and Science (MOE Singapore, 2020b). The influence of
household socio-economic status on student achievements also remains inadequately
tackled. These symptoms are not necessarily new but have remained unresolved and
perhaps even intensified despite initiatives over the years.

The solution to the dynamic challenges facing Singapore’s education system is
perhaps not more initiatives and fine-tuning of existing policies but bold steps to
reform sections of the system that can no longer sufficiently enable education to
fulfil its roles in Singapore’s development policies. As an example, the Enhanced
Partnership Model between MOE, NIE, and Singapore schools, while justifiably
praised for efficiently aligning policy, theory and practice, could be reviewed. The
domination of one teacher preparation model facilitates the circulation of knowl-
edge and experiences but also shields the system from alternative perspectives and
approaches, endangering it to insularism.

Education reforms inevitably have consequences on pre- and in-service teacher
education. As it is, COVID-19 alongside megatrends of digitalization, demographic
changes, and climate change emphasize the need for teachers to have among others,
greater digital literacy, greater awareness of mental health issues, skills to partner
with parents for students’ learning, ability to include differently abled students, incli-
nation to develop and impart green skills, as well as skills in intercultural engagement
for social cohesion within the school setting. It is easy to imagine that these can be
overwhelming. There is thus a need to re-examine and reframe existing education and
teacher education strategies in Singapore. By prioritizing and streamlining educa-
tion policies, education and teacher education in Singapore can remain relevant and
continue to fulfil the primary purpose of preparing students for participation in the
nation state’s economic, social, and political communities.
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Conclusion

Even though Singapore is unique inmany aspects, it offers some transferable insights
for the world. By investing and prioritizing human capital development, particularly
in education and teacher education, Singapore has sustained economic growth and
attained social as well as political stability. Moving forward, however, would this
be sufficient to meet the needs of Singapore’s evolving population in a world that is
ever changing? Should Singapore’s education policies continue to stay nimble and
attentive to the needs of its population, the nation state would be able to navigate
through the challenges and uncertainties of the present and the future.

Notes

1. Education policies in Singapore are fine-tuned on a regular basis. As such, while
we strive to present the current policies at the time ofwriting this chapter, readers
are advised to look up official sources for updates.

2. Singapore “became a separate CrownColony in 1946, acquired the first measure
of self-government in 1955 and internal autonomy in 1959. In 1963 she achieved
independence as part of the new Federation of Malaysia but was expelled after
two troubled years to become a fully independent nation [in 1965]” (Turnbull,
1989, p. xii).

3. Launched in 1997, and reviewed twice since (in 2007 and 2017), NE’s “intent
[is] to instil national identity and the spirit of togetherness in our young” (MOE
Singapore, 2021a). It is anchored in four citizenship dispositions—a sense of
belonging, a sense of reality, a sense of hope and the will to act.

4. Minor adjustments can be seen between the 2019 and 2020 Education Statistics
Digests but they do not significantly affect the discussion of this chapter.

5. The 100 hours is a guideline and not mandatory.
6. Preliminary figure at the time of writing.
7. Internationalization of teacher education “refers to a process that incorporates

transnational elements (i.e. international, intercultural and global dimensions)
into teacher preparation in order to directly and indirectly, through individ-
uals and institutions, contribute to national development” (Nazeer-Ikeda, 2021,
p. 234).

8. These include the English Language Institute of Singapore (ELIS), Physical
Education&Sports Teacher Academy (PESTA), Singapore Teachers’ Academy
for the aRts (STAR), Malay Language Centre of Singapore (MLCS), Umar
Pulavar Tamil Language Centre (UPTLC/PDTL), Singapore Centre for Chinese
Language (SCCL),MOEHeritageCentre (MOEHC), Opportunities for Lives to
be ignited with vitality and exuberance (Olive), and Professional Development
Planning Office (PDPO) (see AST, 2021c).

9. “All teachers are members of the Subject-domain Subject Chapters for the
subject(s) they teach, and members of the CCE and Learner Profile domains”
(AST, 2021d).
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Chapter 3
History of the Present: Practices,
Development, and Challenges of Teacher
Education in Macao

Sou Kuan Vong and Wai Kun Cheong

Abstract The development of contemporary teacher education in Macao has been
dynamic and unique, and can be dated back to the late 1930s. It was mainly affected
by the social and political changes in Mainland China, particularly the Guangdong
Province. Since then, teacher education has developed, though in a nonlinear mode,
accompanied by a series of political changes and educational reforms inMacao, espe-
cially prior to, and after, the political handover to the People’s Republic of China in
1999. Owing to this historical context, teacher education in Macao has shared three
distinctive features. First, there are diverse routes of pre-service teacher preparation,
including different types, formats, and programmes provided by educational insti-
tutions recognized by the local government either established in Macao or outside.
Second, it has been shaped, to a large extent, by the social and political develop-
ments in Macao. Third, it has been strongly influenced by regional/national policy
and by the intense pursuit of repositioning Macao in the global arena. This chapter
elaborates on these features and further discusses the current practices, future trends,
and challenges of teacher education in Macao, especially taking into account the
recent establishment of the Guangdong–Hong Kong–Macao Greater Bay Area and
the emergence of neoliberal policies across all fields of education.

Keywords Macao · Teacher education · Practices · Development · Challenges

Introduction

The development of contemporary teacher education in Macao has been dynamic
and unique. To a large extent, it has been influenced by local history, namely the
social developments, political changes, economic growth, and educational reforms
in Macao as well as the history of the neighbouring areas, particularly the Guang-
dong Province of Mainland China. This chapter aims to review the onset and growth
of teacher education in Macao and analyse how history has played a significant
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role in shaping the nonlinear trajectory of teacher education development from the
1930s until today, especially around the political handover of Macao to the People’s
Republic of China (PRC) in 1999. Furthermore, the unique features that characterize
the current practices of teacher education in Macao are also introduced, including
the diverse routes of, and yet insufficient choices of teacher education programmes
(i.e. programmes in different formats, for various specializations of school subjects,
for different educational levels, offered by either local or non-local recognized
institutions), the incongruent interpretations regarding teacher education between
different institutions, the programme components that have been strongly influenced
by regional/national developments, and the compromises that have resulted from
the heated global climate of competition. The chapter ends with a discussion on the
future trends and challenges of teacher education inMacao, including the profession-
alization of teacher education in the territory, and the need to reflect on the meaning
and mode of teachers’ professional development, especially taking into account the
recent establishment of the Guangdong–Hong Kong–Macao Greater Bay Area and
the emergence of neoliberal policies across all fields of education. Whereas the case
ofMacao has been unique and strongly influenced by the local, regional, and national
history, the authors believe that the experiences will be of great interest. Furthermore,
this chapter adopts a historical lens to examine the development of teacher education
inMacao. The authors argue that in this ever globalizing era, we should not lose sight
of the negotiations between the local and global discourses because each region is
highly rooted in its historical and social context. Only in this way, can we develop
more appropriate and contextualized policy to meet the needs of local society.

Social Context and Educational Development in Macao

Macao, officially known as the Macao Special Administrative Region (MSAR) of
China, is located on thewest shore of thePearlRiverDelta, adjacent to theGuangdong
Province of Mainland China and around sixty kilometres away from Hong Kong.
At the end of 2019, Macao was identified as the region with the highest population
density in the world, where the total population had reached 679,600, and the total
land area had expanded to 32.9 km2 mainly due to land reclamation (Direcção dos
Serviços deEstatística eCensos [DSEC], 2020a, b). Since the early 2000s, theMSAR
government has identified gaming and tourism industries as the leading industries
in Macao (MSAR Government, 2001), which have accounted for more than 50%
of the gross domestic product (MOP 434.7 billion) of the territory in 2019 (DSEC,
2020a, b). Owing to its tremendous investment in gaming industry and its economic
development, Macao has been widely known as the “Las Vegas of the East” over the
past two decades. To a certain extent, the blossoming of the gaming industry inMacao
has provoked tensions between the educational and the economic developments in the
territory. For instance, on the positive side, the economic prosperity in Macao since
the 2000s has allowed the MSAR government to enhance its financial investment in
education (Lo, 2009), including teacher education. On the negative side, particularly
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in the early years, such rapid economic development has encouraged high school
graduates and even university students to discontinue their studies for the high-
salaried employment in casinos.

The educational landscape in Macao is very distinctive, in which private schools
have played a significant role in providing basic education, similar to what Vong and
Wong (2010) havenamedas “bigmarket, small government” (p. 62). To agreat extent,
this is due to the fact that during the 150 years of colonization, theMacao–Portuguese
colonial government (the governing body prior to the political handover) adopted a
non-interventionist approach in many areas, including the field of education. Owing
to the unsupportive attitude of the colonial administration towards education for
the Chinese community, many non-governmental and private sectors (e.g. religious
groups, pro-China organizations, charitable associations, labour unions, etc.) took
responsibility for providing education for the general public. To date, the situation
remains structurally unchanged; for instance, in the academic year 2019/2020, among
all the schools under the non-tertiary education system,1 87% were private schools
operated by non-governmental sectors (Direcção dos Serviços de Educação e Juven-
tude [DSEJ], 2020a, b), which have relatively higher degree of autonomy compared
to public schools.

The signing of the Joint Declaration of the Government of the People’s Republic
of China and the Government of the Portuguese Republic on the Question of Macau
(hereafter referred to as the Sino-Portuguese Joint Declaration) in 1987 was a
significant turning point in the contemporary history of Macao, which signified the
commencement of the 12-year transitional period (1987–1999) prior to the official
handover of sovereignty from Portugal to China on 20 December 1999. Throughout
this period, the Macao–Portuguese government took a more active role and formu-
lated a large amount of legislation, in order to exert its political influence and ensure
a smooth political transition, particularly in the field of education. For example, the
first comprehensive Education Law in Macao—the Macao Education System (Law
No. 11/91/M)—was promulgated in 1991. In fact, this was also the first time the idea
of “job training” for teachers was brought up by theMacao–Portuguese government:
“teachers and educators have the right and responsibility for job training, where
the administrative authorities have to ensure the necessary conditions and pathways
for teachers and educators to receive training” (Macao–Portuguese Government,
1991, p. 3698). In terms of tertiary education, the Macao–Portuguese government
purchased the only private university in Macao in 1988, the University of East Asia,
which was officially renamed as the University of Macau in 1991, becoming the
first public comprehensive university in the territory and signifying the beginning of
contemporary higher education development in Macao (Bray et al., 2002).

1 Education inMacao is classified into tertiary education and non-tertiary education. Tertiary educa-
tion refers to any education that ismore advanced than secondary level and takes place in a university
or a higher education institution. Non-tertiary education refers to any education that is outside the
scope of university education or higher education, which can be further classified into formal educa-
tion (including kindergarten education, primary education, secondary education, vocational and
technical education, and special education) and continuing education (including family education,
recurrent education, community education, and vocational training).
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After the political handover in 1999, theBasic Law of the Macao Special Adminis-
trative Region (hereafter referred to as the Basic Law) came into effect. Based on this
constitutional document, Macao follows the principle of “one country, two systems”:
whereas Macao is directly under the authority of the Chinese government, it is enti-
tled to retain its own economic, legal, sociocultural, and administrative systems.
With such advantage endowed by the Basic Law, the MSAR government, unlike the
previous colonial government, has actively initiated a series of educational reforms
and interventions since the political handover. Particularly, the MSAR government
designated the Education and Youth Affairs Bureau (DSEJ)2 as the official depart-
ment for coordinating andmonitoring the general educational activities in both public
and private schools under the non-tertiary education system (Administrative Regu-
lation No. 6/1999; MSAR Government, 1999). In 2006, the Fundamental Law of
Non-tertiary Education (Law No. 9/2006; hereafter referred to as the Fundamental
Law)was promulgated to replace theMacao Education System (LawNo. 11/91/M), in
order to further normalize the subsidization, curriculum and instruction, assessment,
human resources, and school management that are within the scope of non-tertiary
education (MSAR Government, 2006). In fact, this was the first time the idea of
“professional development” for teachers was introduced by the MSAR government
(MSAR Government, 2006, p. 1551), which placed more emphasis on autonomous
learning, lifelong education, and sustainable development among teachers compared
to “job training” (Deng, 2014; Zhang, 2015). With the Fundamental Law serving
as a guiding principle, the MSAR government formulated a series of legislation in
the succeeding years that further refines each area of the non-tertiary education in
Macao. Particularly, the System Framework for Private School Teaching Staff of Non-
tertiary Education (Law No. 3/2012; hereafter referred to as the System Framework;
MSARGovernment, 2012) was published, specifying the job entry requirements, the
promotion system, evaluation scheme, remunerations and benefits, and professional
development requirements for teachers working in private schools in Macao.

Whereas the MSAR government has been actively engaged in legislation and
regulations, in recent years, the educational development in Macao has also been
influenced by two major factors. First, with the recent development of the Guang-
dong–Hong Kong–Macao Greater Bay Area (hereafter referred to as the Greater
Bay Area),3 Macao has become more closely connected to the nation/motherland
(China), which certainly has crucial implications for the missions and objectives
of education in Macao, especially in view of the need to serve and comply with

2 In February 2021, the DSEJ was merged with the Higher Education Bureau (official department
for coordinating, assisting, and developing the tertiary education in Macao) and was renamed
as the Education and Youth Development Bureau (Direcção dos Serviços de Educação e de
Desenvolvimento da Juventude, DSEDJ).
3 The Guangdong–Hong Kong–Macao Greater Bay Area refers to the composition of two special
administrative regions of China (i.e., Hong Kong andMacao) and nine municipalities in the Guang-
dong Province of Mainland China. Its main objectives are to facilitate the collaboration between
Guangdong, Hong Kong, and Macao, in order to stimulate regional economic development, and
to establish an international first-class bay area ideal for living, working, and travelling. The
development of this area represents a major strategic plan of China in recent years.
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national goals. Second, with the irreversible trend of globalization, alongside with
the intense pursuit of repositioning Macao into the global arena, the educational
landscape in Macao has also significantly shifted. In fact, the embracing of compe-
tition has become increasingly evident, particularly in the field of higher education
in Macao, where higher education institutions have been actively engaging in global
university rankings (Vong & Yu, 2018). Overall, the above-mentioned factors not
only have played a crucial role in the recent educational development in Macao in
general, but also specifically have had a noticeable impact on teacher education in
Macao.

Historical Development of Teacher Education in Macao

As stated earlier, the development of teacher education was heavily influenced by
historical factors. Since its first introduction in 1997, teacher education inMacaowas
defined by the Macao–Portuguese government and was classified into four types, as
follows:(1) “initial or pre-service education” that offers professional qualifications
for those who have not started working as a teacher (mostly in the form of Bach-
elor’s degree programmes today); (2) “in-service education” that offers professional
qualifications for those who have already worked as a teacher in a kindergarten,
primary or secondary school and yet without appropriate qualifications; (3) “con-
tinuing education” that aims to refresh or deepen the knowledge and skills among
in-service teachers, which is also known as professional development; and (4) “spe-
cialized education” that enables teachers to have specific skills and take specific
work positions within the education system such as special education, school lead-
ership, and many others (Macao–Portuguese Government, 1997, p. 1064). For the
purposes of this chapter, only pre-service education, in-service education, and contin-
uing education (professional development) are covered. In addition, “teacher train-
ing” and “teacher education” are similar yet different terms used in this chapter. The
former refers to the kind of training with specific purposes, for instance, to equip
teachers with some concrete skills or competencies within a relatively limited scope
in both content and time. The latter refers to the kind of preparation that aims at not
merely achieving practical skills or competencies, but also acquiring more holistic
and theoretical perspectives, attitudes, and values regarding all educational issues
and practices (Mulenga, 2020).

The initiation of teacher education in Macao was relatively late: whereas normal
education and teacher education had already been developed in the USA and across
many European countries prior to the nineteenth century (Labaree, 2008), they only
occurred in Mainland China in the early twentieth century, and the emergence of
teacher training in Macao was even more recent, around the mid-twentieth century
(Lau, 2009). In fact, the Guangdong Province was the first teacher education site
in Mainland China, where the first teacher training schools of the country were
founded. SinceMacao is located adjacent to theGuangdongProvince, the educational
development in Macao also benefited from the teacher education in the Guangdong
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Province. Specifically, before the 1930s, due to the lack of formal teacher education
in Macao and the minimal educational intervention from the colonial government,
nearly all teachers who possessed professional qualifications were graduates from
the teacher training schools of Guangdong Province.

In the following paragraphs, the development of teacher education inMacao since
the1930swill be introduced anddiscussed. Fivephases are identified in chronological
sequence with the prominent discourses of the period. Each phase represents a signif-
icant milestone or turning point, accompanying the social, political, and educational
developments.

Phase 1: Meeting the External–Local Needs: Start-up by a Non-local
Secondary School
During the Second Sino-Japanese War (1937–1945), due to the declaration of
neutralitymade by the Portuguese colonial government, there was a significant popu-
lation influx from nearby regions of Mainland China. Macao then had become a
“refugee centre”. During the years 1936 and 1940, the student population in Macao
increased from8000 to 30,000 (almost a fourfold increase), and aminimumof twenty
secondary and primary schools had alsomoved fromMainland China toMacao (Lau,
1996). The expansion population and significant upsurge in student population and
schools drew the attention of the general public regarding the need for training local
high-quality teachers, and the need for developing local formal teacher education in
order to meet the needs of society.

In 1938, the Xie He Women’s College (協和女子中學) moved from Guangdong
Province to Macao. As a secondary school originating in Mainland China, it simul-
taneously offered kindergarten teacher training programmes for junior high school
graduates in Macao. In fact, the founding of these programmes signified the begin-
ning of teacher education in Macao. Between 1938 and 1945, the Xie He Women’s
College cultivated the first group of local teaching professionals who mostly worked
as kindergarten teachers after graduation.Despite the short history, these programmes
made significant contributions to the development of teacher education in Macao
(Lau, 2009) by providing the exemplary “blueprints” for the organization of teacher
education programmes in later years.

Following the establishment of teacher training programmes by the Xie He
Women’s College, another secondary school from Mainland China and four higher
education institutions (originating in either Mainland China or Hong Kong) also
moved to Macao and offered teacher training courses. Nevertheless, due to insuffi-
cient student enrolment, these programmes only lasted for a short period of time,
thereby making relatively small contributions to educational development in Macao.

Phase 2: Responding to the Local and Regional Needs: Initiative Taken
by Local Secondary Schools
In 1951, the Saint Joseph College (Colégio de São José, 聖若瑟中學), a local
secondary school run by the Macao Catholic Diocese, established a one-year
programme, with the main objective to train sufficient numbers of teachers for its
own kindergarten section. Given the short duration and simplicity of the programme,
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it was named the Simple Teacher Training Programme, for which female junior
high school graduates were eligible to apply. This programme indeed represented
the earliest teacher training course founded by a local secondary school in Macao.
However, considering the need to ensure quality among kindergarten teachers, the
programme duration was extended to two years in 1952. Moreover, in 1965, to guar-
antee the cultural and academic levels among applicants and future teachers, an
additional one-year programme was founded, where the enrolment was only open
to senior high school graduates. In 1987, this programme was developed into an
evening programme, thus becoming more convenient for in-service teachers who
had not obtained teaching qualifications and for those individuals who would like
to join the teaching profession to receive training during their spare time. Since the
1950s, the teacher training programmes offered by the Saint Joseph College (here-
after referred to as the SJC) and a few other local secondary schools cultivated many
skills in the teaching profession. Nonetheless, a majority of the teachers chose to
return to their places of origin (mostly Hong Kong) instead of working in Macao,
mainly due to the undesirable working conditions and unappealing remuneration
during this period.

Phase 3: Answering the Long-Standing Teacher Quality Issue: Establishing
the First University-Based Programme by Non-local University
The year 1985 was a crucial milestone in contemporary teacher education in Macao,
where the Chinese Educators’ Association of Macao (CEAM; non-governmental
association that advocates for the advancement of education in Macao) made signif-
icant contributions for local teachers. With the support of the Macao Education
Department (later named the DSEJ, and nowadays renamed as the DSEDJ), the
CEAM invited the South China Normal University (hereafter referred to as the
SCNU) to co-establish a series of degree-awarding programmes for in-service
teachers in Macao in order to upgrade their teaching qualifications, which on the one
hand represented a cross-border cooperation between Macao and Mainland China,
and on the other signified an unprecedented collaboration between public and private
sectors in educational issues. These programmes, though run by an external higher
education institution, could be deemed as the earliest university-based teacher educa-
tion programmes in Macao. Eight years later, there appeared a fourfold increase in
the percentage of teachers in Macao who had obtained professional qualifications,
with a large proportion of them being graduates of this university (Lau, 2009).

Phase 4: Localizing Higher Education and Localizing Teacher Education:
Constructing Local University-Based Teacher Education Programmes
During the political transition period, the Macao–Portuguese government took a
more active stance in education and in teacher education, which is reflected by the
diploma programmes for in-service teachers founded by the first local private univer-
sity—the University of East Asia, following the official request of the government
towards the end of that year. After the University of East Asia was acquired by the
government in 1988, it was renamed as the University of Macau (hereafter referred
to as the UM), where the Faculty of Education was established. The programmes
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of the University of East Asia and the UM represented the earliest university-based
teacher education programmes founded by local higher education institutions in
Macao, and they signified the fundamental shift from “teacher training” to “teacher
education”, which emphasizes the acquisition of the full range of both practical and
theoretical knowledge during teacher preparation (Mulenga, 2020). Since 1991, the
Faculty of Education of UM has developed a series of bachelor’s degree programmes
and postgraduate certificate programmes, offered to either pre-service or in-service
teachers. Since then, teacher education programmes and courses in Macao have
continued to expand, with various specializations (e.g. music education, computer
education, physical education, etc.) for different educational levels (e.g. early child-
hood education, primary education, secondary education, etc.), delivered in diverse
programme formats (e.g. diploma/certificate programmes, bachelor’s and master’s
degree programmes, etc.), mainly organized by higher education institutions in
Macao as university-based programmes, including the UM, the Macao Polytechnic
Institute (hereafter referred to as the MPI), and the Macau Inter-University Institute
(later named as the University of Saint Joseph [USJ]).

Phase 5: “Professionalizing” Teaching Education: Redistributing the Roles
of Teacher Education
Along with the expansion of teacher education programmes and courses in Macao,
the academic qualification of teachers in Macao has also seen an overall improve-
ment. For example, in the academic year 2011/2012, among the 5664 school teachers
working in the non-tertiary education system in Macao, 4603 (81.3%) have obtained
a bachelor’s degree or above (DSEJ, 2020a, b). However, according to the life cycle
of the teaching profession, professional growth and continuous learning, which allow
teachers to constantly reflect on and enhance their skills and practices, are equally
important as pre-service teacher education (e.g. Steffy & Wolfe, 2001). In line with
this perspective, the notion of professional development has emerged as an impor-
tant issue inMacao in recent years. Specifically, after the promulgation of the System
Framework (Law No. 3/2012), the first comprehensive legislation regulating private
school teachers in Macao, all teachers must take part in professional development
activities by receiving a certain amount of hours of professional training at each
stage of their teaching career (six stages in total), where 30–70% must be training
courses or activities organized by the DSEJ (MSARGovernment, 2018). The System
Framework also encourages the organization of school-based training, as well as
off-the-job training that allows teachers to temporarily leave their work to focus on
personal and professional enhancement (similar to the practices of sabbatical leave in
higher education). The professional development activities are partially subsidized
by the DSEJ. On the one hand, it aims to attract more new talent to enter the teaching
profession.On the other, it encourages in-service teachers to continue enhancing their
knowledge, skills, and practices. Overall, the System Framework has designated a
clear career path for the teaching profession in Macao, and at the same time, has
redistributed the roles of diverse stakeholders in their provision of teacher educa-
tion. For instance, whereas the UM, the SCNU, the USJ, and the MPI are mainly
responsible for providing certification courses for pre-service and in-service teachers,
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those professional development courses and activities are principally organized by
the DSEJ, the City University of Macau, and other local and external educational
institutions.

Concluding Remark: Fluidity in Teacher Education in Macao
As shown above, the development of teacher education in Macao has followed
a nonlinear trajectory, largely influenced along the way by social developments,
political changes, and educational reforms. First, the establishment of the earliest
teacher training programmes in Macao, namely the programmes offered by the Xie
He Women’s College, was a timely response to the increase in population, partic-
ularly student population, and the local need for teachers. Nevertheless, without
further development or expansion, these programmes had to be suspended due to
the sharp decline in population in Macao after 1945 (the final year of the Second
Sino-Japanese War). From the late 1940s until the 1970s, the population in Macao
has increased again, and four non-local universities have attempted to run teacher
training courses. However, since the number of students enrolled were insufficient,
and higher education in Macao was still underdeveloped, these programmes were
somewhat transient and have exerted little influence. In fact, during this period,
teacher training programmes in Macao were mostly developed by local secondary
schools rather than higher education institutions. Unfortunately, most of these gradu-
ates chose not to work as teachers inMacao owing to the undesirable work conditions
and unappealing remuneration. In 1985, the first university-based teacher education
programmes emerged in Macao, but again, these programmes were not developed
by any local universities, mainly due to the undeveloped nature of higher educa-
tion in Macao and the limited investment by the colonial government. Only after
the signing of the Sino-Portuguese Joint Declaration in 1987, there appeared the
first university-based teacher education programmes organized by a local university,
and these also represented the fundamental shift of notion from “teacher training”
to “teacher education” in Macao. In fact, owing to the investment in education by
both the Macao–Portuguese and the MSAR governments, and the contemporary
higher education development in Macao over the past two decades, teacher educa-
tion has been mainly executed by local higher education institutions, whereas the
teacher training programmes offered by local secondary schools have been gradually
discontinued. To date, with the increasingly strong emphasis on professional devel-
opment, partly as a result of the normalization and legislation for education by the
MSAR government, the continuing education programmes for in-service teachers,
mainly organized by the DSEJ and other local and external educational institutions,
have been considered as important as the certification programmes offered by higher
education institutions.
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Distinctive Features and Current Practices of Teacher
Education in Macao

In this section, the distinctive features and current status of teacher education in
Macao are described, including the diversity among teacher education programmes,
the incongruent interpretations regarding teacher education between different insti-
tutions, the components in teacher education programmes that have resulted from
national developments in recent years, and the changing role of teacher education that
has been largely caused by the neoliberal climate of competition. In effect, current
practices have demonstrated how history can leave its footprint on contemporary
teacher education development.

Multiple Routes But Insufficient Choices of Teacher Education Programmes
As described above, over the last decades, there have been various pre-service and
in-service teacher education programmes and courses in Macao. Prior to the polit-
ical handover of Macao, the programmes and courses were mainly organized by
local and non-local (mainly the Guangdong Province of Mainland China) secondary
schools. After the political handover, with the importance of teachers’ quality being
increasingly recognized by both the MSAR government and the general public, the
majority of teacher education programmes that offer professional qualifications for
teachers have been offered by either local or non-local higher education institutions.
In fact, except for school-based professional development training, all pre-service
and in-service training programmes organized by secondary schools have now been
discontinued. In other words, to obtain professional qualifications nowadays, the
completion of a university-based programme, in the form of either bachelor’s degree
programme or postgraduate diploma/certificate programme, is required. Generally
speaking, bachelor’s degree programmes are daytime programmes targeted at those
who have not started working as a teacher, whereas postgraduate diploma/certificate
programmes are mostly delivered in the evening and during weekends, in order to
accommodate the time schedules of those who have already worked as a teacher and
those who would like to join the teaching profession in future. There is an induc-
tion/practicum period embedded in both types of programmes that allows students
to gain hands-on teaching experience in a school setting, although the length of
induction/practicum period varies across different programmes and across different
institutions (Dai, 2011; Vong & Wong, 2009).

Despite the great number of teacher education programmes offered by diverse
local universities, there is still a lack of programmes specializing in non-literacy-
based subjects and disciplines taught in secondary schools (e.g. history, geography,
chemistry, etc.). Teachers who are currently qualified and specialized in these school
subjects and disciplines have been mostly educated in Taiwan and more lately in
Mainland China (e.g. Vong et al., 2020). In other words, there is a reliance on external
resources, particularly for specialized subjects including history, geography, and so
forth.
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Coexisting Institutions Without a Congruent Interpretation of Teacher
Education
Currently, four major institutions are responsible for pre-service and in-service
teacher education in Macao, namely the SCNU, the UM, the USJ, and the MPI.
Whereas the SCNU offers postgraduate diploma programmes for those bachelor’s
degree holders who would like to enter the teaching profession in a kindergarten,
primary, or secondary school, the UM and the USJ both offer bachelor’s degree
programmes and similar postgraduate diploma programmes as the SCNU. Regarding
theMPI, a number of bachelor’s degree programmes for teacher education in special-
ized subjects are offered, includingmusic education, arts education, computer educa-
tion, physical education, and Portuguese education. Despite the variety, several
scholars have commented on the lack of coordination and communication between
different institutions that offer teacher education programmes inMacao. For example,
the resemblance between some of the aforementioned programmes offered by the
institutionsmight have led to overlap ormisallocation of limited resources.Moreover,
due to their lack of communication, there has been incongruent understanding about
teacher education among the four institutions. Specifically, there have been incon-
sistencies when defining the core subjects in their teacher education programmes.
For example, while some institutions have placed strong emphasis on the “Soci-
ology of Education”, others have considered this subject less important, adjusting
or deleting the subject without adequate consideration (Huang, 2018). Likewise, the
length of the induction/practicum period varies across different teacher education
programmes, which again indicates the lack of a formalized teacher induction system
(Vong & Wong, 2009). Given the importance of induction within a teacher educa-
tion programme, it is vital to establish a formal mechanism that ensures students
from different teacher education programmes can obtain fair and equal support
throughout their induction experience. Likewise, without coordination and congruent
understanding about teacher education, the diversified coexisting teacher education
programmes provided by various institutions will possibly lead to different outcomes
and a discrepancy in quality.

Impact From Regional/National Policies and Developments
With the sovereignty ofMacaoofficially returned toChina in 1999, there has appeared
an urgent need to establish the Chinese cultural identity among citizens and to main-
tain the social harmony of the region as a “new form of civic virtue to enhance and
maximize social stability and economic prosperity” (Vong, 2016, p. 82). Certainly,
these national goals have had significant implications for the educational landscape
and development in Macao, including the components involved in teacher education
programmes. In particular, to ensure that teachers are capable of using Mandarin
(official language in the PRC) as one of their languages of instruction, or even able
to teachMandarin classes in a school setting, there have beenMandarin courses (elec-
tive courses) incorporated in teacher education programmes, especially for students
enrolled in the bachelor’s degree programme in secondary education specializing in
Chinese teaching. In fact, since the early 2000s, the DSEJ has also been organizing
certificate programmes and training workshops in Mandarin for in-service teachers



48 S. K. Vong and W. K. Cheong

on a regular basis, which can be counted as their professional development activities,
and these teachers are encouraged to take part in formal language testing upon their
completion of the training (DSEJ, 2020a, b). Overall, there has been a clear attempt to
enhance the capacity and usage ofMandarin among teachers inMacao. Undoubtedly,
this language promotion serves as a crucial means to establish the Chinese cultural
identity among current and future generations of students.

Besides the inclusion of Mandarin courses into teacher education, the DSEJ has
also been offering other professional development training programmes that aim to
enhance the knowledge of the Basic Law and encourage patriotism among teachers
(DSEJ, 2020a, b), in order for them to incorporate such knowledge into their teaching
practices and materials more effectively. Furthermore, since 2004, with the support
from the Ministry of Education of Mainland China, the DSEJ has been organizing
short-term training programmes periodically, where teachers in Macao are sent to
Mainland China for a short period of time to enrich their teaching experience and to
exchange ideas and knowledge with those teachers and professionals in Mainland
China. On the one hand, this represents the support in educational issues provided by
the country. On the other, it also implies that the qualifications of teachers in Macao
will be gradually enhanced, their professional viewswill be broadened, and the devel-
opment of teacher education will become more mature along with national support.
In recent years, the establishment of the Greater Bay Area has significantly strength-
ened the connection betweenMacao and its motherland (China). It is anticipated that
teacher education in Macao will not only continue receiving external support and
resources, but will also start contributing to the construction of the Greater Bay Area,
especially in terms of teacher education development. This “give and take” notion
will be discussed in detail in the following section.

Dwelling in the Global Neoliberal Higher Education Movement
The emergence of the earlier forms of teacher training and teacher education inMacao
was principally affiliated with secondary schools and higher education institutions as
subsidiary programmes (Lau, 2009). Currently, all programmes of teacher education
are university-based and have government recognition. However, throughout the
decades, there have not been any independent normal schools or normal institutions
in Macao that entirely specialize in cultivating teachers. This situation has been
somewhat different from the teacher education development in other regions and
countries, including the USA and Mainland China, where teacher education may
take place in either independent normal schools that are only specialized in teacher
education, or in general comprehensive universities that encompassmultiple faculties
or schools of different fields (Labaree, 2008; Shi & Englert, 2008).

Being an integral part of the university, teacher education has also suffered tremen-
dous changes with the neoliberal global movement in the field of higher education,
specifically the impact of global competition and competitiveness (Lau&Yuen, 2014;
Springer et al., 2016). Essentially, teacher education plays dual roles in both non-
tertiary and tertiary education systems inMacao.On the one hand, it is responsible for
cultivating qualified teachers for kindergartens, primary and secondary schools, as an
important safeguard for the quality of non-tertiary education in Macao. On the other,
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university-based teacher education programmes are also accountable for producing
academic research, knowledge production, and dissemination in the higher education
arena (Vong, 2014). However, in recent decades, the trend of globalization and the
emergence of neoliberal policies have substantially changed the ecology of learning
and knowledge production among higher education institutions in Macao. Specifi-
cally, global university rankings have strongly promoted interinstitutional competi-
tion at local, national, and global levels, and therefore have encouraged higher educa-
tion institutions to allocate more resources to conduct output-oriented research and
to boost their publications (Vong & Yu, 2018). Eventually, the dual roles of teacher
education may become more imbalanced. That is, although the research outcomes
and publications have been increasing, the remaining resources for actual teacher
preparation may be reduced, the quality of teacher educators may be compromised,
and the long-term development of teacher education in Macao may also be hindered.

Future Trends and Challenges

In view of the past history and the current status of teacher education in Macao, a
series of future trends and potential challenges can be foreseen. At the local level,
it is anticipated that the educational levels among future teachers in Macao will be
enhanced; however the issue of themode of teacher professional development, aswell
as the standardization of quality between different teacher education programmes,
will need to be constantly revisited. At the regional level, as the territory gradually
becomes more integrated into the Greater Bay Area, it is likely that teacher education
in Macao will begin making external contributions, and Macao may even develop
into a new academic hub or possibly a teacher education hub. At the global level,
teacher education in Macao will face the universal challenges that most university-
based teacher education system encounters, and will need to find a way to maintain
the balance between university rankings and teacher cultivation. In the following
paragraphs, these trends and challenges are described in detail, together with some
brief suggestions.

Different Qualities?—The Gap Between Professionalization
and Standardization
In the current System Framework, a life-cycle career development, which emphasizes
professional growth and continuous learning, is designated for the teaching profes-
sion, including pre-service, induction, and in-service teacher education, as well as
professional development activities (e.g. Bayer et al., 2009; Fessler & Christensen,
1992; Steffy & Wolfe, 2001). This life-cycle career development has contributed to
further professionalize the teaching profession in Macao, and at the same time to
foster the quality of non-tertiary education in the territory. In the academic year
2019/2020, among the 7284 school teachers working in the non-tertiary educa-
tion system in Macao, 6902 (94.8%) hold a bachelor’s degree or above, and 1230
(16.7%) possess a master’s degree or above (DSEJ, 2020a, b). Nonetheless, despite
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the enhancement of their educational levels, there remains a major challenge in
ensuring the quality of future teachers. The diverse choices of teacher education
programmes offered by different higher education institutions have made it difficult
to guarantee standardization of quality, especiallywhen these institutions have shown
a lack of coordination, incongruent understanding regarding teacher education, and
have made inconsistent arrangements in their education components (e.g. different
core subjects identified by different institutions, different lengths of induction period
requested by different institutions, etc.). Therefore, when considering the diversity
of teacher education programmes in Macao as a unique feature and advantage, it
is important to ensure that adequate communication between different institutions
takes place, and that the qualifications of graduates from different institutions should
be comparable (or at least the discrepancies should be reasonably reduced). Essen-
tially, this is an important first step to ensure the rights of all teachers to pursue their
life-cycle career development.

Countable or Accountable Professional Development?—The Importance
of Both Competencies and Reflective Practices
Although the idea of professional development has been introduced in the Funda-
mental Law and has been further specified in the System Framework, most teachers
mainly participate in professional development programmes and activities due to
external forces and requirements. In particular, in-service teachers are obliged to
receive a certain amount of hours of professional training at each stage of their
teaching career path (six stages in total, with the requirements of per-stage training
hours ranging from 90 to 210), where 30–70% must be training courses or activities
organized by the DSEJ (MSAR Government, 2018). Their participation is directly
linked to their performance evaluations and career stage promotion. Moreover, the
majority of these training activities are financially subsidized by the DSEJ. Over
time, the explicit requirements of training hours and the monetary incentives have
become the major source of incentive for teachers to register for and participate in
professional training. In other words, the genuine intrinsic motivation for teachers to
become engaged in lifelong autonomous learning may be reduced, and teachers may
eventually becomepassive learners themselves (Liu et al., 2019). This phenomenon is
undesirable since it will not only preclude teachers from enhancing their professional
identities and consolidating their professional values, but may also hinder the devel-
opment of autonomous learning among their students (Reinders &Balcikanli, 2011).
Therefore, in addition to the fulfilment of training hours, it is critical to emphasize
the core values and beliefs, as well as the genuine meaning and necessity of life-
long learning, in all types and levels of teacher education programmes, including
pre-service, in-service, and professional development programmes.

Currently, most professional development programmes have largely focussed on
subject knowledge and pedagogical skills that are required from teachers in their
day-to-day practices (DSEJ, 2020a, b). Nonetheless, these programmes have placed
little emphasis on the core values and beliefs that are also fundamental to the teaching
profession (e.g. commitment to the profession, pursuit of continuous learning, etc.).
For instance, among the professional development activities held by the DSEJ over
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the past two years (2019–2020), themajority have focussed on enhancing knowledge,
skills, and competencies, while less than one per cent could be identified as helping
teachers to reflect on their personal stories, professional growth and professional
identities, values, and beliefs (DSEJ, 2020a, b). Given the significant roles and func-
tions of these elements along the entire teaching career path, especially in reminding
teachers of their original mission, enhancing their intrinsic learning motivation, and
encouraging them to stay within the profession (Chong & Cheah, 2009; Giovannelli,
2003; Ng, 2019), it is crucial for teacher education programmes in future to enhance
the weight of reflective practices, in order for teachers to build or strengthen their
value system and professional identities, and to pursue lifelong learning as well as
long-term career development.

Integration and Contribution?—A Possible Shift from “Taking” to “Giving”
To a large extent, the educational landscape in Macao has been influenced by the
political handover in 1999 andmore recently by the establishment of the Greater Bay
Area, which has further strengthened the connection between Macao and Mainland
China. All these political and economic changes have also urged teacher education in
Macao to develop in a newdirection. In particular,whereas the onset and earlier devel-
opment of teacher education in Macao has always relied on the support and supplies
from neighbouring areas, especially the Guangdong Province and Hong Kong, the
recent development of the Greater Bay Area has emphasized the complementary and
reciprocal relationship, as well asmutual cooperation between these regions (Jiang&
Wang, 2014). Inevitably, for those specialized teacher education programmes that
Macao has insufficient conditions to offer (e.g. history education, geography educa-
tion, etc.), external resources from Mainland China, Taiwan, and other areas will
still be relied upon. However, instead of receiving one-way support from these areas,
the accountability of teacher education in Macao to start making external contribu-
tions has become clear. As mentioned above, since 2004, the Ministry of Education
of Mainland China has been supporting the DSEJ to organize short-term training
programmes periodically, where teachers in Macao are invited to institutions in
Mainland China for enriching their teaching experience and for exchanging ideas
and knowledge with those professionals in Mainland China. These exchange activ-
ities and programmes will likely be continued in future, but more importantly, the
knowledge and experience shared by teachers and professionals in Macao should be
increased as the contemporary teacher education of the territory keeps advancing.
Specifically, the openness and embracement of diversity inMacao, which has largely
resulted from the prior western colonization and rule, may serve as an important
reference when attempting to expand and internationalize teacher education in the
entire Greater Bay Area. In fact, the implementation of capitalism (as opposed to
socialism with Chinese characteristics that has been employed in Mainland China
since the economic reform), which has been explicitly entitled by the Basic Law
over the past two decades and has created ample opportunities for Macao to move
towards internationalization, will potentially make contributions to the policies and
practices of teacher education in the Greater Bay Area, thereby facilitating the long-
term regional development not only in education, but also in other domains such as
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economic development (Shi, 2020). Certainly, the contributions towards the neigh-
bouring areas should not be considered as an end point itself. It is anticipated that
in future, contemporary teacher education in Macao will not only serve local and
regional needs, but as it keeps advancing will also become able to cultivate talents
and disseminate knowledge for both the nation and worldwide. Therefore, it is time
to consider developing Macao into a new academic hub for teacher education, in
order to cater for all future trends and challenges.

Multitasking?—Serving the Locals while Playing in the Global Arena
Since pre-service and in-service teacher education programmes in Macao are nowa-
days incorporated in higher education institutions, during the irreversible trend of
globalization and with the heated climate of neoliberalism, the implications of global
university rankings for contemporary teacher education development have become
obvious. That is, whether a teacher education programme can be deemed as high
quality will mainly depend on the position of the university or institution on the
ranking list, which can be promoted bymeeting the demands and needs of the market
today, especially through conducting output-oriented research and generating huge
amounts of publications (Vong&Yu, 2018). In fact, such an embracingof competition
and pursuit of survival in the market may directly weaken the collaboration between
different institutions in Macao, causing the lack of coordination described above.
Unfortunately, this market-oriented approach will also lead to reduced attention to
the actual quality of education that is directly offered to pre-service and in-service
teachers. In other words, the quality of teacher education programmes is nowadays
linked to factors that have not been the traditional focus of teacher education. In fact,
this situation is similar to the recent development of teacher education in Mainland
China, where it is heading “towards an environment influenced by market drivers”,
and hence, “the system of Chinese teacher education is no longer what it used to be”
(Shi & Englert, 2008, p. 356). In view of the tension between the accountability of
maintaining a high university ranking and the quality assurance of teacher educa-
tion programmes, teacher educators need to be constantly aware of their unique and
influential role. On the one hand, they have to acknowledge that teacher education in
Macao will continue operating in the university-based system. In order to survive in
this system, they must be, to certain extent, involved in the arena of global university
rankings. Nevertheless, on the other, they must always remember that the mission
of teacher education is to cultivate qualified teachers for the future, and this mission
should always be advocated for and given priority.
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Chapter 4
Teacher Education System in Myanmar

Yoshitaka Tanaka

Abstract Myanmar ‘s teacher education is currently administered by the Depart-
ment of Higher Education (DHE) of the Ministry of Education (MOE) and consists
of twenty-five Education Colleges (ECs), two Universities of Education (UOE), and
the University for the Development of the National Races of the Union (UDNR). EC
trains primary and middle school teachers and UOE and UDNR train high school
teachers. Teacher education in Myanmar began during the British colonial era. In
the 1800s, missionaries established Normal Schools that provided only ad hoc short-
term training. After demand for children’s education rapidly increased in the 1900s,
a Teacher’s Training College (TTC) was established in Rangoon in 1931 which
provided systematic training courses for the first time. Following Myanmar’s inde-
pendence in 1948, some Teacher’s Training Colleges (TTC) and Teacher’s Training
Schools (TTS) were established in various areas. TTCs were schools for training
middle school teachers, and TTSs were for training primary school teachers. This
system lasted for approximately 50 years through both socialist andmilitary regimes.
It was in 1998 that the foundation of the current teacher education system was
laid. In this year, the wide scale education program called the Education Promotion
Program (EPP) was implemented and ECs were established in various areas nation-
wide. However, the limits of teacher education through ECs have been pointed out in
recent years. Under the new government led by Aung San Suu Kyi which took power
in 2016, a dynamic reform of teacher education began and is currently in progress.
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Introduction

InMyanmar, large-scale education reformhas been underway since 2011whenThein
Sein took power as the first civilian leader in 50 years. He believed that the expansion
of education, which had not been given much importance under the military govern-
ment,was necessary for the future development of the nation. This new regime carried
out a comprehensive education reform including education-related laws, education
and school system, curriculum, teaching and learning methodologies, teacher educa-
tion, and so on. This reform is now continuing under the new government led by
Aung San Suu Kyi, the leader of the National League for Democracy (NLD).

Currently theNational Education Law (NEL) and the Basic Education Law (BEL)
are in effect having been enacted in 2015 and 2019, respectively. According to
these laws, the education and school system will be changed from the current 5
(primary education), 4 (lower secondary education), 2 (upper secondary education)
to KG (kindergarten), 5 (primary education), 4 (lower secondary education), 3 (upper
secondary education) by 2028. Based on this change, school curriculum and teacher
education will be reformed.

For a long time, it was believed that teachers, especially primary and lower
secondary school teachers, did not need high abilities or knowledge. Therefore,
teacher education was not positioned as a higher education subject but as a voca-
tional school subject pursued after graduating from high school. However, under
the current education reform, teacher education is positioned as a higher education
subject for the first time in the history of education in Myanmar. As a result, teacher
education currently is under the jurisdiction of the Department of Higher Education
(DHE) of the Ministry of Education (MOE).
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Note The new school system (right) will be completed by 2028. Because it is now transition period,

the current system is in between the old and new systems. Source Created by Author through the

interview of Myanmar’s MOE

An Overview of the Historical Transition of Myanmar’s
Teacher Education System

Myanmar’s teacher education was started during the British colonial era. Since
then, teacher education has changed dramatically under Japanese Fascism, inde-
pendence, and socialist and military regimes. In this section, the historical transition
of Myanmar’s teacher education will be discussed.

Beginning of Teacher Education During the British Colonial
Era

The origins of Myanmar’s teacher education are the “Normal Schools” which were
run by various missionaries from western countries. These schools were originally
established to introduce Christianity and to train pastors but over time gradually
began training teachers instead. According to the “Report on the Administration of
the Province of Pegu1 for the Year 1855–1856”, there were Normal Schools built by
theAmerican Baptist ChurchMissionaries in Rangoon (currently known asYangon),
Bassein (currently known as Pathein), Henzada (currently known as Henthada), and
Prome (currently known as Pyay). These schools were private organizations and
trained local teachers for the vernacular schools.2

In 1874, the Burmese government (currently known as the Myanmar govern-
ment) established a Governmental Normal School in Rangoon followed by
schools in Akyab (currently known as Sittwe) and Moulmein (currently known as
Mawlamyaing). Until 1911, therewere fiveGovernmental Normal Schools and seven
Government Supporting Normal Schools nationwide3which trained 500 students
annually. In 1912, Elementary Training Classes (E.T.C) were started in the Govern-
mental Normal Schools which specialize in training primary teachers of Vernacular
Schools.

1 Pugu is currently known as Bago.
2 In that time, there were three types of schools: English Schools, Anglo-Vernacular Schools, and
Vernacular Schools. English Schools built by Europeans were for children of the European people
staying in Burma (Myanmar). The Anglo-Vernacular Schools built by the missionaries were for
academically talentedBurmese children and for the children of themissionaries.Vernacular Schools,
including the monastic schools, were for local Burmese children.
3 Government Supporting Normal Schools were Normal Schools owned by private organizations
or persons that were partially supported by the government, especially financially.
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In 1921, Rangoon University (currently known as Yangon University) started a
course called a “Diploma in Teaching”, which provided a 1-year training course
for students. In the following year, a Faculty of Education was established at the
university. Because this course was positioned as a graduate-level course, one level
higher than the Normal School courses, students could become high school teachers
after completion of this course. However, there were only a few students in this
course because at that time anyone who graduated from university was eligible to
become a teacher. In addition, students had to do teaching practice for one year as
part of this course. This kept students away. Rangoon University also started another
course called the “Extension Course” for incumbent teachers in 1928. This course
offered only short-term training for middle school teachers during school vacations.
In contrast to the “Diploma in Teaching” program, this course became very popular
among middle school teachers and many incumbent teachers participated in it.

As Burmese people’s interest in education increased, it became difficult to meet
these growing needswith only the “Diploma inTeaching” and “ExtensionCourse”. In
a conference at RangoonUniversity in 1924, the University President noted that there
were no teacher training institutions in the country and that therewould be no progress
in education unless proper teacher training was possible”. After this conference, the
government began planning the establishment of formal teacher training institutions.
In this plan, a blueprint of the establishment of Teacher’s Training Colleges (TTC)
and the qualifications necessary to become a teacher were laid out. According to
this blueprint people must have completed a 2-year training course and received the
“University Trained Teachers Certificate (U.T.T.C.)” after finishing high school in
order to become a middle school teacher. Also people must have completed a 2-
year training course and received a “Bachelor of Education Arts (B.Ed.)” in order to
become a high school teacher. This blueprint meant that people must be trained at
a newly established TTC rendering training from existing Normal Schools invalid.
Many people related to theNormal Schools strongly opposed this plan but the govern-
ment proceeded rapidly anyway. As a result, Rangoon TTC was established under
Rangoon University in 1931. In the first year of this TTC, there were 26 students
in the B.Ed. Course and 65 students in the U.T.T.C. course. However, the number
of students rapidly increased, and after 10 years, it reached 68 students in the B.Ed.
course and 95 students in the U.T.T.C. course. With the opening of the Rangoon
TTC, the Faculty of Education at Rangoon University was closed.

Teacher Education During Japanese Fascism Era

The Japanese military invaded and occupied Burma between 1941 and 1945 in
the name of helping Burma gain independence from Britain. Under the Japanese
military regime, the elimination of Anglo-American dependency and the insurance
that all people thoroughly understand the philosophy of the Greater East Asia Co-
prosperity Area were prioritized. As a result, the Japanese military regime closed
existing Normal Schools and the Rangoon TTC and established a new Normal
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College inside of the Rangoon Government Building in 1942. This new college
provided one-month short-term courses. Approximately, 700 people attended this
course during a four-month period.

The Japanese military government strongly believed that a permanent teacher
training institution was necessary and therefore moved the Normal College to the
Chinchanung Palace (currently called as the Kanbawza Palace) and expanded its
size greatly. The new Normal College began to provide a six-month teacher training
course which awarded a “Higher Grade Certificate” after completion. The number
of students in the Normal College rapidly increased, and the school was then
moved to the Saint John Convent School (currently known as the Basic Educa-
tion High School No. 2 Latha) in order to accommodate a larger number of people.
This college provided three-month training courses and a one-year training course
with 300 students participating annually. This course’s subjects included “Japanese
Language,” “JapaneseHistory”, “Greater East Asia Co-prosperityArea Philosophy”,
“Physical Education”, “Labor Work”, and “Group Activities”.

Establishment of Teacher Education System After
Independence

Burma won independence from the British on 4 January 1948. After independence,
the Anti-Fascist People’s Freedom League (AFPFL) took power and U Sao Shwe
Thaik became the president and U Nu became the prime minister. Under this new
government, Rangoon University and Rangoon TTC, which had been closed under
the Japanesemilitary occupation,were reopened.After awhile, a big change occurred
in teacher education as all college faculties were transferred to Rangoon University.
Under this reform, Rangoon TTC became the Faculty of Education of Rangoon
University. Because the Faculty of Education would provide a course for a Bachelors
of Education (B.Ed.) only, all courses offered by the previous Rangoon TTC should
have been transferred to other institutions.

The new government opened seven new teacher training institutions in different
areas between1947and1952calledTeacher’sTrainingColleges (TTC) andTeacher’s
Training Schools (TTS). TTC was responsible for training middle school teachers,
and TTS was responsible for training primary school teachers. The objectives for
these reforms were to provide an education rooted in democratic ideas at the rapidly
increasing number of schools nationwide and to produce high-quality teachers. In
1947, Rangoon TTC was built (different from the former Rangoon TTC established
in 1931), followed by other TTCs established in Mandalay, Myikyina, Moulmein,
Bassein, Meikhtila, and Kyauphyu. As a result, three teacher training systems were
established: TTS for primary school teachers, TTC for middle school teachers, and
the Faculty of Education of Rangoon University for high school teachers.

Newly established TTC and TTS after independence
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Names of Institutions Established year Remarks

Rangoon teacher’s training college 1947 Currently known as Yankin education
college. It was moved to its current
location in 1952

Mandalay teacher’s training college 1952

Myitkyina teacher’s training college 1952

Moulmein teacher’s training college 1952 Currently known as Mawlamyaing
education college

Bassein teacher’s training school 1952 Currently known as Pathein education
college. It was promoted to a college
in 1986

Meikhtila teacher’s training school 1952

Kyaukphyu teacher’s training school 1953

Source Tan Oo (1999)

In TTS, there were two courses: an ordinary course and a special course. The
ordinary course provided educationmethods for “Burmese”, “Mathematics”, “Social
Studies (Geography, History and Civics)”, “Basic Science”, “Handicraft (only for
boys)”, and “Music”. The special course provided education methods specializing in
“physical education” and “fine arts”. In TTC, there were also two courses students
were required to complete: an ordinary course and a special course. The ordinary
course in TTC had the same subjects as TTS. The special course in TTC had
courses on education methods for “English”, “Science”, “Agriculture,” “Technol-
ogy”, “Domestic Science”, “Physical Education”, and “Fine Arts”. Students selected
one or two subjects among these.

In addition to the above formal curriculum, the “Teacher’s Oath” was also taught
every day. The oath was composed of the following five contents: (1) adhering to
the Burmese government and the constitution, (2) protecting the independence of
Burma, (3) fulfilling five obligations as a teacher,4 (4) try to live a model life as
a teacher, (5) make every effort to develop these five abilities so that students can
understand and practise the idea of democracy.

Thus, a new teacher education system was formed and teacher training was prac-
tised in TTS, TTC, and the Faculty of Education in Myanmar. However, this system
would not last for long.

4 The author examined various documents, but it was unclear what the five obligations mean.
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Deterioration of Teacher Education Under the Military Regime

The ruling party AFPFL split into two parties: the Integrity AFPFL (led by U Nu)
and the Stable AFPFL (led by U Ba Swe), due to conflict over members’ positions.
PrimeMinister U Nu was unable to settle this conflict peacefully. He secretly plotted
with Ne Win, the leader of the Burmese Army, to exchange a document about a
transition of power to NeWin in 1958. However, the Integrity AFPFL was victorious
in the general election held in 1960 and U Nu changed his mind quickly taking
power again and ignoring the document exchanged with Ne Win. Then, U Nu tried
to promote nationalization of the economy in order to curb the expanding forces
of the Burmese Army. In relation, the Burmese Army struck frequently in various
areas of the country. Ne Win then arrested U Nu and seized power organizing the
Revolutionary Council of the Union of Burma in 1962. Thus, Myanmar entered a
period of military junta control.

After taking power, Ne Win decided to push forward with the construction of
the “Burmese Way to Socialism” and reform education, especially higher education.
Under this higher education reform, Rangoon University and Mandalay University
became Arts and Science Universities, and most of the faculties became indepen-
dent institutions focusing on their specialized fields. For example, the faculty of
medicine became the Institute ofMedicine (IOM), the faculty of engineering became
the Rangoon Institute of Technology (RIOT), the faculty of education became the
Institute of Education (IOE), and so on.

The birth of IOE has dramatically changed teacher education in Myanmar. In
the previous regime, TTS, TTC, and the Faculty of Education at Rangoon University
were responsible for training primary, middle, and high school teachers, respectively.
However, the newsystempositionedprimary school teachers,middle school teachers,
high school teachers and TTC and TTS teachers in a hierarchy and formed a career
path inwhich all teachers started as primary school teachers beinggradually promoted
to higher education level teachers.
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Master Course of Post Graduate

High School Teacher Training Course (IOE)

Middle School Teacher Training Course (TTC)

Primary School Teacher Training Course (TTS)

Teachers of TTS and TTC

High School Teachers

Middle School Teachers

Middle School Teachers

Primary School Teachers

Primary School Teachers

3-year teaching experience

Entrance Exam
5-year teaching experience

Entrance Exam

Hierarchical career path formed under the military regime. Source Wei (1998)

For example, under this system, a student who wanted to become a teacher had
to become a tentative primary school teacher first after graduating university and at
the same time he/she was required to apply for admission to TTS. After admission to
TTS, he/she had to concentrate on his/her study for one year. After 1-year training,
he/she must become a formal primary school teacher. After 3-years working as a
primary school teacher, he/she could be promoted to be a tentative middle school
teacher. At the same time, he/she must apply for admission to TTC. After admission
to TTC, he/she was required to focus on his/her study for 1 year. After 1-year training
at TTC, he/she could become a formal middle school teacher. If he/she wanted to
become a high school teacher, he/she could apply to IOE after working at a middle
school for at least 5 years. Then, he/she could take either a 1-year normal course or
a 2-year correspondence course offered by IOE. After completing the course, he/she
could become a formal high school teacher. He/shewas also allowed to take amasters
course at university after two-years of teaching experience at a high school. After
completing this 3-year course, he/she could become a teacher of either TTS or TTC.

This hierarchical teacher education system created a clear difference in ability
between teachers at different educational levels, with inexperienced new teachers
always being primary school teachers, and experienced knowledgeable highly qual-
ified teachers always being high school teachers. The influence of this hierarchy
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among teachers created by this system has continued for a long time. It remains
strong even today 60 years after its implementation.

During this regime, in addition to the existing seven teachers training institutions
(4 TTCs and 3 TTSs), nine new teacher training institutions were opened as listed:
8 TTS and 1 Institute.

Newly established TTS and Institutes during Ne Win’s military regime

Names of institutions Established year Remarks

Taunggyi teacher’s training school 1962

Ywathikyi Institute of development of
national races

1964 This institute was transferred to the
administration of the Civil Service
Selection Board in 1988 and then
promoted to a university in 1991

thegone teacher’s training school 1965 It is the current Loikaw education
college

Toungoo teacher’s training school 1967

Sagaing teacher’s training school 1968

Prome teacher’s training school 1968 It is the current Pyay Education
College

Myaungmya teacher’s training school 1969

Rangoon Thingangyun teacher’s
training school

1969 It is the current Thingangyun
education college

Bogaley teacher’s training school 1970

Source Tan Oo (1999)

Reform of Teacher Education Under the Education Promotion
Program (EPP)

Under the military regime led by NeWin, the economic situation has gradually dete-
riorated facing severe inflation. In response to this situation, the government suddenly
suspended the distribution of high-value banknotes in order to crackdown on fraudu-
lent income, the black market, and smuggling. This increased public dissatisfaction
and distrust of the government. In 1988, the people’s dissatisfaction exploded. One
day, a student from the Rangoon Institute of Technology and the son of a local
influential person quarrelled over a music tape at a local cafeteria. In this incident,
the Burmese security force was dispatched and shot a student activist named Phone
Maw. This rapidly led to a conflict between students from the Rangoon Institute
of Technology and Rangoon University and the military government. Strikes and
demonstrations by students and citizens broke out in various areas nationwide.

As a result, the military government abandoned the Burmese Socialist Program
Party (BSPP) and organized the State Law and Order Restoration Council (SLORC)
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in 1988 in order to take control of the administration again. The new government
changed the name of the country from the Socialist Republic of theUnion ofBurma to
the Union of Burma, and then to the Union of Myanmar. This new regime was led by
Saw Maung. In 1990, the general election was held. In this election, SLORC lost by
a landslide to the National League for Democracy (NLD). The military government
dismissed the results, and the military regime continued to stay in power.When Than
Shwe took over after Saw Maung in 1992, he abolished SLORC and created a new
organization called the State Peace and Development Council (SPDC).

In 1998 under the SPDC regime, a large-scaled education reform called the
Education Promotion Program (EPP) began. This reform included revising primary
education curriculum, assessment of students’ academic abilities, university entrance
examinations, teacher education system, and so on. Under EPP, 19 Education
Colleges were established nationwide instead of TTCs and TTSs. The ECs at that
time had two types: Level 1 that provided a 2-year training course in order to train
primary and middle school teachers and level 2 that provided only a 1-year course
for primary school teachers. There were five level-1 ECs and fourteen level-2 ECs
nationwide.

With the establishment of ECs, new curricula and syllabi for teacher education
were created which were in modular form and the credit acquisition system was
adopted for the first time. This increased the number of properly educated teachers
and dramatically improved the quality of education in schools. However, several
questions were raised. The main question was whether only 1-year of training was
enough for primary school teachers. In Myanmar, it has been assumed that primary
school teachers did not need higher knowledge and skills because their teaching
contents were easy. This traditional thought which started under Ne Win’s military
regime was one of the biggest problems in teacher education.

The Current Teacher Education System

Educational Institutes for Teacher Education

Currently, there are two types of educational institutions for teacher education:
Education Colleges (EC) and Universities of Education (UOE). At present, there
are 25 ECs and two UOEs: Yangon University of Education (YUOE) and Sagaing
University of Education (SUOE). EC was established in 1998 when systematic
teacher education began. Since then, it is believed that the number of unqualified
teachers has rapidly decreased. EC provides one-year and two-year courses and a
training course for incumbent teachers. In the one-year course, students can get a
Certificate in teacher education (CT.Ed.) and become primary school teachers. In the
two-year course, they can get a Diploma in Teacher Education (DT.Ed.) and become
middle school teachers after working two years as primary school teachers in primary
school. However, recently EC abolished the one-year course and recommended all
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students to take the two-year course. In addition, from 2016, EC began offering
the Postgraduate Primary Teacher Training (PPTT), a 6-month course for training
primary school teachers. Moreover, EC also provides a one-year correspondence
course. EC has a dormitory, and all students sleep and eat together for two years.
Those students also receive scholarship funds (three thousands kyats5 per month)
from the government.

On the contrary, the UOE offers a 4-year course and students can get a Bachelor of
Education (B.Ed.). After graduation, students with a B.Ed. begin teaching at middle
schools, and after two years, they become high school teachers. However, from 2012,
UOE began offering a 5-year course which allows students to become high school
teachers without completing a 2-year teaching stintata middle school. In addition,
there is the Bridge Program in which approximately 30 top students of ECs can
transfer to the third year of UOE.

Besides EC and UOE, there is another institution called the University for the
Development of the National Races for the Union (UDNR). This university is admin-
istered by the Ministry of Border Affairs (MOBA) not by MOE. It provides a 5-year
course, and students can get a Bachelor of Education (B.Ed.).

Yankin Education College
Thingangyun Education College

Hlegu Education College

Bogalay Education College

Dawei Education College

Hpa-An Education College

Kyaukphyu Education College

Lashio Education College

Loikaw Education College
Magway Eductaion College

Mandalay Education College

Mawlamyaing Education College

Monywa Education College

Meiktila Eductaion College

Myaungmya Education College

Pakoku Education College

Pathein Education College

Pyay Education College

Sagaing Education College

Taungoo Education College

Taunggyi Education College

Myitkyina Education College

Katha Education College

Hakha Education College

Kengtung Eduction College

5 Three thousands kyats is equivalent to approximately 3 US dollars. Prices in Myanmar are about
one-tenth that of the US, so students can purchase the stationary with this scholarship.
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25 Education Colleges of Myanmar. Source Interviewed MOE by author

Yangon University of Education (YUOE). Source Photography by author

Yankin Education College (YEC). Source Photography by author
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9

University for the
Development of the
National Races for

the Union
(UDNR)

High Schools

Education
Colleges
CT.Ed.

Education
Colleges 

(EC)

DT.Ed.

Primary School Teachers

Middle School Teachers

Universities of 
Education

(UOE)

High School Teachers

Two-Year Teaching Experice

Current teachers carrier path. Source Interview MOE by author

Curriculum of Education Colleges (EC)

The EC curriculum will be discussed in this section. As mentioned before, EC
provides four types of courses: CT.Ed., DT.Ed., PPTT, and aCorrespondenceCourse.

1. Certificate in Teacher Education (CT.Ed.)

This course lasts 1-year. It is composed of a 4-month first semester and a 4-
month second semester with 40 days of practical training at primary schools. After
completing this course, students can become a primary school teacher. If they want
to become a middle school teacher, they must take the correspondence course. The
curriculumof this course is divided into three parts: “Method”, “Academic”, and “Co-
Curriculum”. There are 15 subjects offered under these three parts. The subjects for
“Method” focus on basic educational philosophy such as educational theory, educa-
tional psychology, and subject education methods. The subjects for “Academic”
focus on the necessary knowledge and skills for teaching the core curriculum subjects
such as Myanmar language, English, Mathematics, Science, and Social Studies. The
subjects for “Co-Curriculum” focus on providing instructional methodologies of
the Co-Curriculum including agriculture, music and dance, fine arts, industrial arts,
domestic science, and physical education.

Curriculum in CT.Ed
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Method (2 periods per
week, 1 period is 45 min)

Academic (2 periods per week, 1
period is 45 min)

Co-curriculum (2 periods
per week, 1 period is
45 min)

Educational theory Required Myanmar Agriculture

Educational psychology English music and dance

Myanmar language
teaching

Mathematics Fine arts, industrial Arts, or
domestic science

English language teaching Elective Chemistry, physics, or
biology

Physical education

Teaching of mathematics
and science

Geography, history, or
economics

Teaching of social studies
(geography, history and
lifeskills)

Source UNICEF (2013a)

2. Diploma in Teacher Education (DT.Ed.)

This one-year course is taken after the completion of the CT.Ed. It consists of a
4-month first semester, a 4-month second semester, and a 40-day period of practical
training at middle schools. After completing this course, students are allowed to
become primary school teachers. Then, they can become middle school teachers
after finishing a stint as primary school teachers. In addition, 15% of students who
completed this course can go on to the Institute of Education (IOE) to acquire a
Bachelor of Education. This course offers 17 subjects, and students must take 15
required subjects and two electives.

Curriculum in DT.Ed

Method (3 periods per
week, 1 period is 45 min)

Academic (2 periods per week, 1
period is 45 min)

Co-curriculum (2 periods
per week, 1 period is
45 min)

Educational theory Required Myanmar Agriculture

Educational psychology English Music and dancing

Myanmar language
teaching

Mathematics Fine arts, industrial arts, or
domestic science

English language teaching Elective Chemistry, physics, or
biology

Physical education

Teaching of Mathematics Geography, history, or
economics

Teaching of science

Teaching of history

Teaching of geography,
lifeskills
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Source UNICEF (2013a)

3. Postgraduate Primary Teacher Training (PPTT)

This course was newly established in 2014, and it targets students who have
completed a 4-year university education. It is a 6-month course, and after comple-
tion, students can become primary school teachers. This course is composed of 13
subjects. The subjects for “Academic” are not included as all students are supposed
to have already gained enough knowledge in this area at university.

Curriculum in PPTT

Method (3 periods per week, 1
period is 45 min)

Academic (2 periods per week,
1 period is 45 min)

Co-curriculum (2 periods per
week, 1 period is 45 min)

Educational theory Teaching of science Agriculture

Educational psychology Teaching of history Music and dance

Myanmar language teaching Teaching of geography and
lifeskills

Industrial arts or domestic
science

English language teaching Physical education

Teaching of mathematics

Source UNICEF (2013a)

4. Correspondence Course

This course is a 1-year training course, and it targets primary school principals or
middle school teachers without a DT.Ed. It also includes practical training imple-
mentation at their own schools. After completion of this course, participants will be
qualified to become high school teachers.

Besides the correspondence course offered by ECs, IOEs also provides a corre-
spondence course. After completing this course, students will be qualified to take
the university entrance examination. If they pass, they can enter university and get a
Bachelor Degree for Education.

Textbooks and Content of Education Colleges (EC)

EC uses the national textbooks complied by theMinistry of Education (MOE) just as
basic education schools do. These textbooks are commonly used by all 25 ECs. As
discussed above, EC curriculum is divided into three parts: “Method”, “Academic”,
and “Co-Curriculum”. The textbooks for “Method” and “Co-Curriculum” arewritten
inMyanmar, but the textbooks for “Academic” are written in English. In this section,
a textbook for Educational Theory belonging to “Method” will be discussed.
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EC’s national textbooks. Note from left, a textbook for “Education principles,” “educational

psychology,” “geography” and “history”. Source Photography by author

The textbook for Educational Theory consists of three main sections: (1) educa-
tional principles, (2) educational technology, and (3) educational management. The
content of the educational principles section starts with the definitions of education,
curriculum, and syllabus and introduces the basic rules of teaching and learning
and educational philosophy. However, the contents of this textbook are of very poor
quality. In the section on educational philosophy, the major educational philoso-
phers are introduced and their ideas and their definitions of education are described.
The philosophers include Plato, John Locke, J. J. Rousseau, J. A. Comenius, J. H.
Pestalozzi, S. Herbert, F. Frobel, J. Dewey, and V. Lenin. The textbook contains with
only one or two lines of explanation for each philosopher. With such a short descrip-
tion, it is impossible to comprehendwhat these philosophers thought about education
and how these thoughts have influenced education. In order to teach about educa-
tional philosophers in an easy-to-understandmanner, it is important to first categorize
them by educational philosophy and second to pick a representative for each category
of educational philosophy. For example, after listing the categories of educational
philosophy such as “Prennialism”, “Progressivism”, “Essentialism”, and “Recon-
structionism”, it is optimal to clarify which category the above-mentioned philoso-
phers belong to and what kinds of ideas they had. Then, students can understand and
analyse the differences.

In the educational technology section, the issue of how to set up learning objectives
is explored and effective teaching and learning methods are introduced. The Bloom
taxonomy is introduced regarding how to set up learning objectives effectively. The
textbook states “when setting learning objectives, behavioural verbs should be used”
based on behavioural psychology. It is a theory that cannot be accepted from the
standpoint of Constructivism. Regarding effective teaching and learning methods,
twenty-one methods are introduced, and each method has a detailed explanation on
how to implement them. Students should understand that these teaching and learning
methods are only examples of typicalmethods. However, the textbook’swordingmay
lead students tomisunderstand that these are all of the teaching and learningmethods.
In other words, students may misunderstand that if these twenty-one teaching and
learning methods are used, teachers can teach any subject effectively. In addition,



4 Teacher Education System in Myanmar 71

because the procedure to use these methods are described in detail, it gives the
impression that teachers must follow these procedures exactly. For example, the
description about story telling says “this teachingmethod is one of themost important
methods for subject teaching”. However, subjects in which this teaching and learning
method can be used are extremely limited. It may be used in Myanmar andMorals in
the lower grades of primary school, but it cannot be used effectively in Mathematics,
Science, Arts, and Physical Education. There are many such problems with the
textbook used in EC. For reference, the chapters of “Educational Philosophy” and
“Teaching Methods for Effective Learning” are showed below.

Chapter 4  Educational Philosophy

Learning Objectives
General Objective: To understand the philosopy and taungt of great 

philosophers in the education history
Specific Objectives: 

(1) To be able to explain about Plato's and Locke's educational definitions
(2) To be able to explain about Rousseau's and Comenius' educational definitions
(3) To be able to explain about Pestalozzi's and Herbart's educational philosophies
(4) To be able to explain about the differences between Frobel's and Spencer's 

educational definitions
(5) To be able to explain about Dewey's and Lenin's educational philosophies

Learning Contents
Throughout the history of education, great philosophers have written down 
their personal analysis of what edcuation is in accordance with the 
circumstances in which they lived.  

(a) Educational definition by Plato
Fully meeting physical and mental needs in education is of upmost 
importance.    (Plato, BC 427-347)

(b) Educational definition by John Locke
The purpose of edcuation is the existence of strong mental power by a 
healthy body.   (John Locke, 1632-1704)

(c) Educational definition by Rouseau
Education is nothing more than an act of developing habits.  
(Rousseau,  1712-1778)

(d) Educational definition by Comenius 
Education is an activity that completely guides one person.  The ultimate 
goal of human beings is to get closer to God.   (Comenius, 1592-1670)

(e) Educational definition by Pestalozzi
Education is an activity tro systematically and continuously develop all 
human abilities in a natural way.  (Pestalozzi, 1746-1827)

(f) Educational definition by Herbart
The goal of education is a multifaced training of strong moral character and  
interest.   (Herbart, 1776-1841)

Chapter 9 Teaching Methods for Effective Learning

Learning Objectives
General Objective: To understand and use various teaching methods
Specific Objectives: 

(a) To be able to explain about the names of teaching methods
(b) To be able to explain about effective teaching methods for primary education
(c) To be able to explain about how to use each teaching method
(d) To be able to undersatnd and use each teaching method

Learning Contents
The teaching method is a method for teaching learners so they may easily 
understand what they are learning.  When teaching different subjects to diverse 
learners, the teaching method should not be fixed.  From the perspective of 
learner-centered edcuation that takes into account the individual level and need 
of each learner, the teaching methods are classified as folows:

Effective Teaching Methods:
(1) Story Telling
(2) Question & Answer
(3) Lecture Discussion
(4) Strip-Story
(5)  Demonstration
(6) Inductive Approach
(7) Dyadic Exchange

(1) Story Telling
This teaching method is one of the most important methods for subject teaching.   
Telling a story by a teacher has a great impact on students' learning and has 
the effect of making them feel like they have actually experienced it.  

Procedure:
1.  Ask students if they have heard about what they are studying in this lesson.
2.  Sit students around the teacher. 
3.  The teacher tells a story with gestures.
4.  The teacher stops talking at the climax and asks the students, "What do you 

think will happen next?"
5.  The teacher accepts all answers regardless of correctness.
6.  After all students answer, the teacher continues to tell the story.
7.  At the end of the story, the teacher asks the student, "If you were the main 

character in this story, what would you do?"
8.  The teacher asks questions to the students to assess their understanding. 

(8) Laboratory Technique
(9) Problem Solving
(10) Discovery Learning
(11) Inquiry Learning
(12) Field Trip
(13) Observation
(14) Role Playing

(15) Simulation & Games
(16) Brainstorming
(17) Nominal Group Process
(18) Co-operative Learning
(19) Fish Bowl Technique
(20) Experimental Learning Approach
(21) Think-Pair-Share

Example contents of EC’s national textbook. Source Ministry of Education, “Educational Theory—

Education College First year course, translated by author

Lesson Practice of Education Colleges (EC)

The author has observed various lessons practised at many different ECs. Here,
one actual practice lesson is introduced. The lesson was conducted at Yankin EC
which is the leading EC among all 25 ECs. This lesson was about the above-
mentioned “Teaching Methods for Effective Learning”. The lesson was about the
specific contents of the twenty-one teaching methods. The names of the twenty-one
teaching methods had already been taught in the lesson previous to the one observed.
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First, the teacher nominated a few students to name the twenty-one methods.
Then, he instructed that “Five members of the first group should come forward and
act out a classroom situation using a specific teaching method in front of the class”.
The other students will watch and then try to guess which teaching method is being
demonstrated. Five students stood in front of the class. One students took the role of
the teacher and the others took the role of students.

Teacher: Look at this material and write a scenario.
Students: (writing a scenario).
Student A: Teacher! The scenario is ready.
Teacher: Now, act according to that scenario. Start with a rehearsal.
Students: (Rehearsing).
Student B: Teacher! The rehearsal is over.
Teacher: Are you ready for the production?
Students: Yes!

Some of the students who saw the performance raised their hands and one of the
students answered, “This is the role-playingmethod”. The teacher said, “That’s right.
Well done”. In this lesson, three groups participated; one demonstrating the role-
playing method, another the storytelling method, and another the lecture-discussion
method.

At first glance, this lesson practice is completely different from the memorization
and recitation type of classes that have been traditionally conducted in Myanmar.
Therefore, it can be considered as an interactive lesson that incorporates the idea
of student-centred learning. When the author asked the teacher what he thought of
the lesson, the teacher seemed very satisfied. However, a detailed analysis of this
lesson reveals that it was by no means a high-quality lesson that deserved praise.
The first problem is that the most important learning objective of the chapter had
been forgotten. Although the textbook describes “(a) To be able to explain about
the names of teaching methods”, and “(b) To be able to explain about effective
teaching methods for primary education”, these are not the main objectives. The
most important objective is “(c) To be able to understand and use each teaching
methods”. In this lesson, unfortunately, only the names of teaching methods were
focused on.

The second problem is that this lesson ignored the different types and contexts of
teachingmaterials that these twenty-one teachingmethods can effectively use. These
teaching methods may or may not be effective depending upon the type and context
of teaching material. What kinds of teaching material and contexts each teaching
method can be effectively used with is very important. However, this lesson focuses
only on the superficial procedures of each method omitting any information about
the importance of the types and contexts of teaching materials. This does not teach
students how to use these teaching methods effectively.

The third problem is that there are teaching methods that are distinguishable only
by the superficial differences in procedures. “(9) Problem Solving”, “(10) Inquiry
Learning”, and “(11) Discovery Learning” are good examples. The procedures of
these teaching methods are so similar that they can be said to be almost the same.
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However, because the ultimate objectives of these methods are different, they are
classified as different teaching methods. This point was not properly addressed in
this lesson. In addition, the teacher followed the descriptions in the textbook exactly in
order to conduct his lesson. Therefore, it can be said that all the problems mentioned
above arise from inadequate explanations anddescriptions in the textbook. In addition
to improving EC teacher’s abilities, it is also necessary to revise the contents of the
textbooks.

An Ongoing Reform

In 2011, a civilian regime led by President Thein Sein took over for the first time
in 60 years. Thein Sein’s government embarked on a large-scale education reform
declaring the expansion of education as one of the nation’s most important issues.
This education reform is very comprehensive and includes educational related laws,
education and school systems, curricula, teachingmethodologies, and teacher educa-
tion. The newNational Education Law (NEL) was enacted in 2014 (revised in 2015),
and the Basic Education Law (BEL) was enacted in 2019. The Free Compulsory
Education Law, the Higher Education Law, the Teacher Education Law, the Private
Education Law, and the Technical and Vocational Education Law are currently under
development.

According to this education reform, the school system will be dynam-
ically changed from 5 (primary education)-4 (lower secondary education)-2
(higher secondary education) to KG (kindergarten)-5 (primary education)-4 (lower
secondary education)-3 (higher secondary education). The curriculum for each
education level has being changed with the assistance from the Japanese government
and the Asian Development Bank (ADB).

In 2016, theNational League forDemocracy (NLD) led byAungSan SuuKyiwon
the general election and hence took over these reforms. Under this regime, reform of
teacher education has also begun. For a long time, Myanmar’s teacher education had
been administered by the Department of Educational Planning and Training (DEPT)
of MOE. Although the Department of Teacher Education and Training (DTET) was
newly established as a department of MOE during Thein Sein’s government, it lasted
only for one and a half years. Under Aung San SuuKyi’s regime, teacher education is
administered by the Department of Higher Education (DHE) under MOE, signalling
a major change in teacher education. In other words, teacher education, which had
previously been considered only as a vocational education, was now recognized as
higher education.

Under this direction, a plan is underway to raise all Education Colleges to four-
year universities. From 2021, four Education Colleges per year will be upgraded
with the expansion of school buildings and dormitories. The new curriculum will
also be introduced. The upgrades of all Education Colleges will be finished by 2026.
According to MOE, the first ECs to be upgraded will be Yankin EC, Mandalay EC,
Taunggyi EC and Taungoo EC. In fact, Taungoo EC was recently renewed with
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Japan’s grant aid in 2017. This newly renovated college has a vast site that is incom-
parable to the other 24 ECs with state-of-the-art school buildings and comfortable
dormitories. It is MOEs hope that Taungoo EC will be a model school that will lead
Myanmar’s teacher education in the future.

Note: Teacher Education has been administered by DEPT 
since 1998 until 2014. Then it was administered by DTET 
between 2014 and 2016.  Currently it is administered by DHE.
Source: MOE interview by author 
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(a) 

(b) (c) 

(d) (e) 

(f) 

Newly renovated Taungoo Education College. a School aerial photography (School facility layout

that serves as an example for future renovations) b School entrance c Largemeeting hall dComputer

lab e Classroom buildings f Student dormitory Source Photography by author
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Remarks
On 1 February 2021, a coup by the Myanmar Armed Forces detained the President,
Win Myint and State Counsellor, Aung San Suu Kyi. The Myanmar Armed Forces
said that coupwas legitimate in linewith the current constitution, alleging fraud in the
2020 general election.However, this coupmay collapse the reinstated democracy that
has finally sprout up in Myanmar since 2011. In addition, if this situation continues,
the ongoing series of educational reforms could be cancelled.
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Chapter 5
Teacher Education in Bhutan: Highlights
and Challenges

Sonam Rinchen and Kinley Seden

Abstract Bhutan is a tiny nation perched in the Himalayas sandwiched between
worlds two most populous nations China to the north-west and India to the south-
east. The earlier form of education was monastic education where knowledge, skills,
and values were mostly transmitted orally in the Buddhist monasteries. Realizing
the importance of modern education in the national development, the monastic
education system gradually transited to a modern secular western-style education
in the 1960s, with English as the medium of instructions except for Dzongkha, the
national language of Bhutan. With the advent of modern education everything was
borrowed from India (Bhutan’s closest neighbour anddevelopment partner) including
curriculum, textbooks and teachers. The introduction of modern education ushered
a new era in the history of learning and scholarship in Bhutan. The educated work-
force brought about unprecedented changes in social, cultural, political and economic
structures in Bhutan. Today Bhutan has a sound education system where students
study standard home-produced curriculum taught by home-grown teachers. Bhutan
has two teacher training colleges under the wing of Royal University of Bhutan. Paro
College of Education specializes in Primary teacher education and national language
teachers while Samtse College of Education focusses in secondary teacher educa-
tion and counselling education. For a landlocked nation like Bhutan, education of its
citizenry is considered as national wealth aswe do not have resources like other coun-
tries. Teachers are highly regarded among civil servants in Bhutan. They have high
entry grade and are the highest paid among civil servants. However, teachers are not
free from criticisms and blame for the deterioration in the quality of education in the
country.Whenever there is a question on the quality of education the onus falls on the
Colleges of Education as we train teachers. The problem is further aggravated when
a good number of teachers leave the system every year for greener pasture. Bhutan’s
developmental philosophy is Gross National Happiness (GNH) and education is key
to the realization of GNH. Therefore, it is imperative to nurture and support teachers
and their professional development. Drawing from relevant literature and personal
insights, this paper explored the teacher education in Bhutan with special focus on
the history and progress of teacher education in the country, and the challenges and
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opportunities of internationalization of the programmes in teacher education. It is a
qualitative description based on extensive review of relevant literature and document
analysis supported by interviews with teachers and teacher educators.

Keywords Teacher education · Internationalization · Bachelor of Education ·
Postgraduate teacher education programmes · School system

Background

Bhutan is a tiny landlocked nation sandwiched between worlds two populous nations
China in the north-west and India to the south-east. Bhutan remained in self-imposed
isolation for centuries mainly to preserve its rich traditional culture from external
influence (Whitecross, 2008). Bhutan has a small population of 0.7 million and is
the birth place of the philosophy of Gross National Happiness (GNH) which is the
developmental philosophy ofBhutan introduced by the FourthKing ofBhutan, Jigme
Singye Wangchuck. Bhutan measures the growth of a country through the happiness
of its citizenry and not through gross domestic product. This noble philosophy (GNH)
has become a catch phrase and has impacted the developmental policies of many
nations across the globe. Further distinguishing the unique feature of the country is
the absence of any foreign rule after its establishment.

The history of education in Bhutan is as old as the country itself. Religious educa-
tion has a long and rich history in Bhutan. It is believed that the visit of Indian saint
Guru Padmasambhava to Bhutan in 746 AD (Dorji, 2008) is considered to have
contributed to the development of an early form of religious education in Bhutan.

Formalized monastic education began in 1962 when Zhabdrung Ngawang
Namgyel, founder of Bhutan established first monk body at Chari monastery in
Thimphu, the capital city of Bhutan. The focus of monastic education was not on
formal curriculum, but rather on informal lessons in philosophy, ritual, and medi-
tation techniques, which formed the core of the curriculum (Phuntsho, 2000). The
traditional curriculum also included training in traditional music and dance, painting,
embroidery, carving, astrology, etc. (Collister, 1988).

The first modern schools were set up by the Second King Jigme Wangchuk in
selected districts in the countrywhichmarked the foundation of the presentBhutanese
Education System (Mackay, 2002). The medium of instruction was Hindi (official
language of India) except for English and Choekey (classical Tibetan) lessons. It
was reasoned that since India was our nearest neighbour and developmental partner,
so it was essential to learn Hindi for communication and easy trade between two
countries.

In the early 1950s, the community also contributed to the cause of schooling
by converting their backyard into a school, using one of their rooms of their house
as classroom or a village collaboratively constructing schools. The languages of
instruction then were Hindi, Nepali (language spoken by southern Bhutanese) and
Choekey (classical Tibetan). However there were no prescribed curriculum.
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The government took on a newpurpose in the early 1960s that of guiding the nation
towards development and shifting away from decades of self-imposed isolation from
the outside world. Thus, the country’s planned development activities required an
education system that would support national development. With the launch of first
Five-Year Development Plan in 1961(1961–1966) a unified system of school educa-
tion system and curriculum was established in the country (Hirayama, 2015).The
visionary Third King Jigme Dorji Wangchuk realizing that Hindi based education
would limit Bhutan’s scope in internationalmarket and thus revolutionized the educa-
tion system by adopting English as the medium of instruction in 1961. Besides,
English was lingua franca of the world (Dorji, 2005) and it would help Bhutan to
maintain links with other countries and for socio-economic and educational needs.
The Third King is revered as the Father of Modern Bhutan for revolutionizing the
education system in Bhutan.

To quickly establish a modern system of education in Bhutan, the school system
in Bhutan was borrowed from India which is based on British-based educational
model. This includes borrowing curriculum, texts books and teachers from India
(Solverson, 1995; Ueda, 2003). Thus, it is referred to by Bhutanese as the “modern”
or “Western” system of education.

Further, Indian curricular model positioned graduates of primary schooling to
pursue secondary education in India as there were few secondary schools in the
country. Furthermore, the Indian curriculum also enabled graduates to pursue further
studies in India and abroad as Bhutan had no higher learning institutes in the early
1960s (Solverson, 1995).

The Education Directorate was established in the country during the first Five-
Year Plan (FYP) to manage the schools, teachers and curriculum. Under the auspices
of Education Directorate, the first set of textbooks in Choekey (later shifted to
Dzongkha) was developed in Bhutan around that time. Gradually textbook series
in English and Social Studies were published for primary level in 1974.

In cognizance of the need of a body to manage and develop relevant school
curriculum, Curriculum and Textbook Development Division (CTDD) was estab-
lished in 1985 at Thimphu, capital city of Bhutan. Curriculum and Textbook Devel-
opment Divisionwas upgraded and renamed as Curriculum and Professional Support
Section (CAPSS) in 1996whichwas further upgraded to aDepartment calledDepart-
ment of CurriculumResearch andDevelopment (DCRD) in 2010. DCRDwas further
upgraded toRoyal EducationCouncil (REC) on 12December 2014 (Royal Education
Council, 2018). Since then REC became the national epicentre for education inno-
vation and transformation that determines the national school curricula and teacher
professional development programmes, to improve the overall mainstream education
system.

Any nation require reliable and quality evidence to understand if students have the
knowledge and skills that they are expected to acquire. In Bhutan too Examinations
and Assessment system has been an important part of the education process since the
introduction ofmodern education system.With the advancement of education system
in the country, the Examinations and Assessment system in terms of measurement
approaches and assessing educational outcomes have also grown over the years.
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The examinations are conducted at school level and national level in line with both
national and international standards.

Initially, the national board examinations for classes VI and VIII were conducted
centrally by Bhutan Board of Examination (later upgraded to Bhutan Council for
School Examinations and Assessment [BCSEA]). The examinations for class X
and XII were conducted by the Delhi-based Indian Secondary Certificate Exami-
nation since all the high schools in the country were affiliated to the Council for
the Indian School Certificate Examinations, New Delhi, India (Bhutan Council for
School Examinations & Assessment, 2019).

Later, the national level examinations for classes VI and VIII were decentralized
to schools and BCSEA took over the conduct of class X and XII examinations from
Delhi-based Indian SecondaryCertificate Examination in 2001 and 2006 respectively
(Bhutan Council for School Examinations & Assessment, 2019).

School System in Bhutan

Distinct to several nations across the globe where free education is provided only till
primary level but Bhutan has accorded a top priority to education and made a special
effort to provide free education till the tenth grade (Bhutan’s Constitution, 2008).
Higher education is equally accessible to all based on merit both within the country
and abroad. The government also ensures that technical and professional education
is made generally available to those students who could not qualify for mainstream
education (Royal Government of Bhutan, 2008).

The schooling system in Bhutan begins with pre-school (at age three) for two
years at the Early Childhood Care and Development (ECCD) centres. Considering
the benefits of the ECCD in ensuring the holistic development of pre-school students
and readying them for school, the Ministry of Education (MoE) has initiated ECCD
centres in different parts of the country. The ECCD programme is implemented
through community based ECCD centres and centres are run by the private sector,
non-governmental organizations and corporations (Ministry of Education, 2018).

The schooling system comprise of thirteen years with seven years of primary
school (PP-VI) and 6 years of secondary schoolings (class seven through twelve).
However, secondary education in Bhutan comprises of two years of lower secondary
(VII-VIII), two years of middle secondary (IX-X), followed by two years of higher
secondary school (XI-XII) respectively as reflected in Table 5.1.

Primary Schools

Primary education in Bhutan consists of seven years of schooling starting from pre-
primary through class VI. Pre-primary or locally known “class PP” is the first grade
in primary education and the official enrolment age is 6 years and above. In order to
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Table 5.1 Structure of School Education in Bhutan

Level ECCD PP I II III IV V VI VII VIII IX X XI XII

Age 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18

Type ECCD Primary Education Secondary Education Higher
Secondary
Education

Primary School Lower
Secondary
School

Middle
Secondary
School

Higher
Secondary
School

(Source: Annual education statistics, MoE, 2019).

accommodate students who has attained school going age and could not be admitted
in the existing primary schools, Extended Classroomswere initiated to accommodate
access students.

Lower Secondary Schools

After fulfilling all the academic requirements of the Primary School, the students
progressed to Lower secondary school where they undergo 2 years of education in
classes VII and VIII.

Middle Secondary Schools

Following the successful completion of classVIII, students are eligible to joinMiddle
secondary schools. Middle secondary education is a 2-year schooling programme
(IX-X). At the end of the class X students sit for a nation level examination (Bhutan
Certificate for Secondary Education) administered centrally by the BCSEA.

Higher Secondary Schools

The students who meet the cut off marks set by the Ministry of Education in Bhutan
Certificate for Secondary Education examination advanced to higher secondary
school. The higher secondary education comprises of 2 years of schooling (XI–
XII). At the end class XII, the students sit for Bhutan Higher Secondary Education
Certificate (national board examination) administered centrally by BCSEA.

The transition rate of students from primary to lower secondary and middle
secondary education is high at above 90% (MoE, 2018). 10% drop out rate is related
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to student’s health issues and few joining monk body and nunnery (no record main-
tained). However, student’s progression from middle secondary level (class X) to
higher secondary level has been reported at 72.2% (MoE, 2018). The drop in student’s
transition rate frommiddle level to secondary levelmay be because student’s progres-
sion to class XI depends on certain qualifying marks secured in class X examination
which is national-based examination centrally administered by BCSEA.

Majority of the high school graduates are absorbed in the colleges ofRoyalUniver-
sity ofBhutan and few in theUniversity ofMedical Sciences inBhutanongovernment
scholarship to pursue higher education which is strictly based on merit and avail-
ability of slots as per the human resource needs of the country. The top performing
students are send abroad on government scholarship to pursue professional courses
such as medicine, engineering, and IT. Students who do not qualify for government
scholarship programmes seek admission in the colleges of RUB and Universities in
India to pursue higher education on a private scholarship (MoE, 2014).

With a humble beginning in 1960s with 11 schools, the modern education system
has expanded to 1124 schools and tertiary institutes with a total enrolment of 168,324
students in 2021 (MoE, 2021). To coordinate and promote the delivery of quality
education, Ministry of Education has been established. Royal University of Bhutan
was also established in 2003 to provide higher education. The school curriculum has
been localized and is being manned by the Royal Education Council. The school
examinations and assessment system has been standardized and is coordinated by
the Bhutan Council for School Examinations and Assessment. Teacher recruitment
and training is being looked after by Teacher Professional Support Division.

Teacher Education Programmes in Bhutan

With proliferation in the number of schools in the country since the launch of First
Five-Year Plan in 1961,more andmore teachers were recruited from India in addition
to few Bhutanese teachers trained in India. Besides, though these teachers were
qualified they failed to teach to our context. Thus to meet the demand of teacher
recruitment and to produce home grown teachers who can teach to our context, the
ThirdKing establishedTeacher Training Institute (TTI) at Samtse in SouthernBhutan
on 29 May 1969. The first cohort of teachers comprised of 40 students from class
VII to X and few in-service teachers. At the end of two years, they were certified
with Primary Teacher Certificate (PTC) to teach at the primary level (PP-VI).

To meet the increasing demand of primary teachers in the country, a second
Teacher Training Centre (TTC) was established at Paro (Western Bhutan) in 1975
as a pre-school care teacher training centre. However, Primary Teaching Certificate
(PTC) course was introduced at Paro only in 1985.

These primary school teachers were found to be deficient in basic content knowl-
edge and, as a result, they could not teach higher grades (iDiscoveri& REC, 2009;
MoE, 2009s), so a need was felt to train teachers who can teach at the secondary
level. The erstwhile TTI at Samtse was upscaled to National Institute of Education
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(NIE) in 1983 and a three-year Bachelor of Education Secondary (B.Ed) programme
was introduced in quest of developing our own human resources who could teach
at the secondary level. Prior to this, most of the teacher recruits in the schools were
expatriates mostly from India with a handful of Bhutanese who were trained in India
and abroad.

Class XII graduates were enrolled into B.Ed programme to undergo three-year
B.Ed programme at NIE, Samtse. The B.Ed programme was designed to prepare
teachers to teach two subjects of specialization either in science (i.e. physics,
chemistry, biology, and maths) or humanities (i.e. English, history, economics, and
geography) effectively in secondary schools from class VII–X.

The B.Ed programme provides a balanced of modules related to subject content,
personal and professional studies. The elective modules are aimed at enhancing
subject knowledge while personal modules are intended at developing Language
and Information Communication Technology competencies that are vital tools for
teachers in the classroom. While the professional modules are designed to facilitate
the growth of professional knowledge and skills in the areas of Bhutanese Education
System, Curriculum Development Process, Understanding the Learner, Pedagogy,
and Research Methods. The students were also required to go to the schools for 6
weeks of supervised field practicum every year.

To ensure quality of the programme, the B.Ed syllabus was developed collabora-
tively by the professors from University of London, experts from India, and lecturers
from Bhutan. The B.Ed degree was jointly conferred by the University of London
and NIE, Bhutan. The professors fromUniversity of London visited NIE to moderate
question papers and student answer scripts and to awardmarks (Davis, 1982) in order
to maintain standards of the programme. From 1994 the B.Ed secondary programme
began to function independently.

In 1990, Post Graduate Certificate in Education (PGCE) was introduced to train
students with first degree to undergo one-year course in science, maths, commerce
and humanities to teach higher secondary classes (i.e. classXI andXII students).They
were required to specialize in two subjects either in science or humanities. Later in
2009, PGCEprogrammewas upscaled to PostgraduateDiploma inEducation (PgDE)
and the subject of specialization was reduced to one from two.

Later, realizing the need to prepare primary teachers with higher qualification
to provide academic and professional leadership both at the primary and secondary
levels, three-year B.Ed primary programmewas introduced in 1993. This programme
was a blend of B.Ed Secondary and PTC certificate course. The course content was
very similar to the B.Ed S, where one of the subjects of specialization (major) was
substituted with the primary curriculum (Institute and of Education (1993) B.Ed
primary syllabus handbook. Samtse, Bhutan., (1993). They were also sent to schools
for six weeks of supervised field practicum every year.

Teacher Training Center at Paro was renamed as NIE Paro in 2000 and subse-
quently B.Ed Secondary programme was introduced in 2002. Both NIE Paro and
NIE Samtse became a constituent college of Royal University of Bhutan in 2003 and
later renamed as Paro College of Education (PCE) and Samtse College of Education
(SCE) in 2006 respectively.
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The three-year B.Ed S programme at SCE and PCE was extended to four years in
2009 in order to incorporate few additionalmodules and to change the field practicum
mode from sixweeks every year to one time semester long (6months) field practicum.

However, later considering poor standards of learning in the early years of
primary schools and B.Ed Primary graduates from SCE preferring to teach at the
secondary subject neglecting the basic foundation of teaching at the primary level,
the programme was revised and the programme considered modules only focussed
on primary level from PP-VI. The revised B.Ed Primary programme was launched
in 2009. The new programme also extended its course duration to four years instead
from three to incorporate additional modules and to extend field practicum duration
from six weeks every year to one time six months.

In 1995 to help teachers with primary teaching certificate to upgrade to a bache-
lors level, Distance Teacher Education Programme (DTEP) was introduced through
a blended mode. The DTEP was a five-year version of the three-year Bachelor
of Education for Primary teachers. The mode of delivery comprise of one month
compulsory residential session at the beginning of each level of the programme
using printed study materials. During the residential school, all the course contents
are covered and during non-residential period the tutors support with learning mate-
rials and necessary guidance. The students were required to submit all assignments
related to formative assessment. The summative assessments (Examinations) are
conducted during the residential school.

The PgDE programme also underwent a major overhaul especially in areas such
as teaching methods and field practicum. The field practicum has been made more
rigorous and duration extended to 6 months from six weeks to enable students to get
fully immersed in the rituals of teaching and learning in the real classroom settings,
and develop the professional attitudes and qualities expected of a beginning teacher.

Further, Master of Education (MEd) programmes in sciences and maths were
launched in 2017 followed by MEd in English and Geography in 2020 with the
directives from the government to upscale the qualification of teachers to master’s
level. The programme is aimed to upscale pedagogical competencies, content knowl-
edge and professional values of in-service teachers with B.Ed and PgDE/PGCE. The
programme also intends to prepare teachers to be critical, reflective, innovative and
able to engage in educational research and use it to improve the effectiveness of their
professional practice such as identifying and customizing the various pedagogical
tools for effective content delivery in their subject of specialization (Samtse College
of Education, 2017; SCE, 2020a, 2020b).

Teacher Education Curriculum

Following the RUB’s decision to streamline the programmes offered at SCE and
PCE and to add rigour and focus of the programmes offered in these two Colleges of
Education, it was decided that SCE will focus on secondary teacher education while
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PCE will focus on primary teacher education and Dzongkha (national language)
teacher education starting 2012.

The current teacher education programmes offered at PCE includes B.Ed Primary
Education programme both full time (FT) and part time (PT) for class XII graduates
(FT) and in-service teachers (PT) to develop competence and confidence in content
knowledge and skills that the graduateswill require to teach effectively in the primary
classes (PP–VI).

PCE also offers a number of Dzongkha (national language) programmes to train
national language teachers namely B.Ed Dzongkha for class XII graduates (FT),
Postgraduate Diploma in Education in Dzongkha offered through both PT and FT
path ways for Dzongkha graduates and MEd programme (PT) in Dzongkha for
teachers with B. Ed and PgDE in Dzongkha.

Further, the college offers Masters programme namely MEd in Primary English,
MEd in Primary Social Studies, MEd in Primary Science, MEd in Primary Math-
ematics, to train teachers and professionals with formal qualification in primary
English, Social Studies, Science, and Mathematics who can teach and respond to
students with relevant subject knowledge and special educational need.

SCE also offers number of teacher education programmes from undergraduate
to Masters Programmes in the high priority areas of secondary education such as
Bachelor of Education (B.Ed), Postgraduate Diploma in Education (PgDE), and
Master of Education (MEd) in Chemistry, Physics, Biology, Maths, English, and
Geography through full-time mode.

To ensure quality of programmes, relevant stakeholders such as the Ministry
of Education (MoE), Royal Education Council (REC), and Bhutan Council of
School Examination and Assessment, and school teachers are consulted and
engaged while developing the programmes. Additionally, all these programmes
development process go through a series of rigorous quality assurance mech-
anism such as seeking approvals from Academic Planning and Resources
Committee, Programmes and Quality Committee, and validation process. Further,
once a programme is launched and offered, there are numerous other academic
quality assurance mechanisms that are carried out in the College such as the mid-
semester student consultation meetings, external examiner’s visit to the college,
Academic Programme Monitoring Report, and the periodic review after completion
of one cycle of the programme.

Perceptions, Opportunities and Challenges of the Teacher
Education Programmes

Perceptions of Teacher Education Programmes.
Most of the teachers that participated in the interview appreciated the programmes

offered by the two Colleges of Education. They opined that the programmes are
planned well and has a good mix of academic, pedagogical and professional content.
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However, some teachers felt that more needs to be done at the execution and evalu-
ation levels of the teacher preparation programmes to make it more dynamic and to
reflect its progresses. For instance, Teacher 3 (T3) expressed that:

Our Teacher Education Programmedoes not execute 100%ofwhat is planned.On top
of thatwe rarely assess (measure) the success or failure of that particular programmes.
These actions leave us in dilemma whether we have progressed or still at the same
place.

Interestingly, most teacher educators that participated in the interview also
expressed the need for teacher preparation programmes to undergo dynamic changes
as they felt that the programmes offered were old and traditional. For instance,
Lecturer 1 (L1) noted:

The current programmes offered by teacher preparation colleges are bit traditional
and old.

We need to move forward with the changing world. As rightly mentioned by His
Majesty the King, we cannot solve the current problem with the same old tool used
for centuries. 21st century problems will have to be solved with the 21st century tools.

Likewise, teachers too felt that some of the approaches used in the delivery of
the modules are found to be obsolete in nature. In respect to this, teachers suggested
that the teacher preparation programmes should collect feedback from the students,
analyse and make necessary changes incorporating the student feedback and develop
and use approaches that are appropriate in the modules. Prevalence of such prac-
tices according to the teachers would help support students learning. More impor-
tantly, they felt that the learning theories and strategies keeps evolving, therefore,
the delivery of the programmes need to undergo changes considering the evolving
times and changes (T4 & T5).

Further, most teachers that we talked to opined the need for teacher prepara-
tion programmes to foster collaboration, critical thinking, problem-solving, creative
thinking, metacognitive thinking and other social skills besides emphasizing on the
classroom content and pedagogy. In connection to this, teachers too asserted the need
for teacher preparation colleges to focus on intensifying core Bhutanese values and
ethics as well as social and emotional side of learning in their programmes rather
than relying too much on the foreign borrowed concepts. This idea echoes the prin-
ciples and values of Educating for GNH in Bhutan which is viewed as one of the
fundamental ways to achieve GNH (Gyamtso et al., 2017). It is expected that the two
colleges of education should take a lead role in disseminating GNH values to future
teachers as these teachers upon graduation will make a long-term impact.

For example, T1 expressed that:

I personally think that we must work towards intensifying the core Bhutanese values
and ethics that brought our country through those difficult moments in the history.
There are many aspects in Bhutanese context which are even better than the ones we
are borrowing from outside.We aremore carried away by thewestern dominance and
if not now,wewill never be free from their hijack inmodelling our future generations.
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Although the two Colleges of Education offer varied programmes and courses,
most teacher educators and teachers reported that the outcome has not been very
significant and visible. Therefore, to strengthen teachers subject and pedagogical
knowledge and skills, a need for deeper reflection of the practices and situations and
then making aggressive efforts for reforms have been recommended (L2) including
making programmes dynamic in its approach and methodology to cater to changing
demands (T8) and going beyond classroom teaching and assignments (T4).

Opportunities and Challenges in Teacher Education
Programmes

Most countries across the world are constrained with quality teachers because
teaching profession is not generally held in high esteem as compared to other profes-
sions. Teacher education programme in these countries draw their candidates from
the lower rung of the college graduates than their counterparts in other sectors.

If we believe that effective teaching and learning processes are the core busi-
ness of providing good schooling to the students, then it is imperative to select and
recruit right teachers to establish a high performing education system. Therefore, the
selection process should ensure that the candidates selected for pre-service teacher
education programmes possess the right knowledge, attitude, passion, enthusiasm
and motivation towards teaching profession as a preferred career choice.

Singapore has a comprehensive system of selecting, training and developing
teachers. For instance, Singapore selects top performers of the secondary school
graduates as their prospective teacher candidates. Further, teacher candidates were
incentivized by paying a stipend equivalent to 60% of a regular teacher salary while
in training. As a result, Singaporean education system is among the world’s best-
performing education systems andmuch sought after especially in the fields ofmaths,
science, and literacy. Similarly, the entry to teacher training is highly selective in top
performing education system in Denmark, South Korea, Finland, UK, and the USA.

With the first wave of education reforms across the globewith special emphasis on
providing access to schooling and parity of educational opportunity for all children.
Bhutan has made significant gains in this area in the last few decades. Bhutan with
limited natural resources is banking heavily on the quality of its education system
whichwillmake a significant impact on its future as a nation.Bhutan has also chosen a
unique development philosophy called GNH. The philosophy of GNH places human
well-being, environment conservation and preservation of cultural heritage at the
highest level of importance. It is clear that education system is the core instrument
in accomplishing these national goals through the future citizens who will embody
these values.

Like many nations round the globe, in Bhutan too, reasons for most teachers
joining teaching profession are fragmented between choice and compulsion with
later on the higher side. Many opted for teaching without alternatives; for example,
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they could not qualify for government scholarship, could not afford to finance their
education, join teaching job to support family members financially, could not go for
higher studies due to low marks to name a few.

The teaching profession also suffers from a poor image with respect to status and
career prospects. There are incidents where a mother slams her son for choosing
teaching profession and not becoming a clerk. Her reason was, teaching is common
profession and even primary school drop outs could become teachers while clerks
are few and revered more than teachers those days.

Similarly, the first cohort of teachers trained in Bhutan recount that their parents
did not approve of their appointment as teachers especially after studying and trained
abroad. Further, a teacher seeking his/her career appointment as assistant teacher can
retire as assistant teacher. Consequently, it attracts candidates from the lower rung
of academic proficiency. Further, there were instances of even teachers not advising
their students to join teaching as it did not offer dynamic career prospects. The ones
who join the profession by chance or compulsion become a liability to the system.
So, it is imperative that we admit motivated people into teaching at the entry.

A study by REC, (2009) reported that the minimum qualifications required in
Bhutan for school teaching are well below the norm prevalent in most countries. This
implies that, the teachers graduating from the Colleges of Education do not possess
the basic depth and range of subject required of them. They further opined that
though the pre-service training at the two Colleges attempts to provide some subject
knowledge to teachers, it does not compare to strong college level preparation that
is required to build this competency. As a result, Bhutanese entrants to the teacher
training programme comewith the following skills gap such as low confidence levels,
poor communication skills, poor study habits, and poor writing skills.

This is especially true with the B.Ed programme as compared to other bachelor
programmes such as Bachelor of Arts, Bachelor in Science, Bachelor in Commerce,
Bachelor in Computer Application, as the selection for the B.Ed programme is done
at the end once the slots for other programmes are filled up. Students’ entry into
tertiary intuitions in the country is done online on the basis of class XII marks. The
top performers of each cohort of class XII graduates is first selected for ex-country
scholarships to pursue professional courses. The next cohorts of the students are
selected for in-county scholarship to pursue higher studies in the colleges of RUB.
The teacher candidates are selected once students for other programmes are filled
up thus making teaching profession as the last option for most of the class XII
graduates. Thus, the teacher course ranks lower than other programmes in terms
of students’ selectivity. Further, lack of interview process has meant that assessing
potential candidates for their commitment and interest in the teaching profession is
not possible.

The study by REC, (2009) also indicates that the current teacher preparation
programme produces teachers of mediocre quality. For instance, there is a disconnect
between theory and practice during filed practicum amalgamated with inadequate
coaching and mentoring from the mentors and lack of constructive feedback on the
numerous lesson plans developed during the field visit.
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Even in the selection of teacher candidates for the postgraduate programme at the
two Colleges of Education, graduates opt for teaching only after the opportunities
for other programmes of study in tertiary educations are filled. Considering the
candidateswhoopt to apply for pre-service teacher educationprogrammes are usually
the oneswith lowchances of getting into other tertiary education programmes and that
teaching is not their preferred career choice, majority of the teacher candidates that
join pre-service postgraduate teacher education programmes do not usually have high
academic attainments. This leads to the vicious cycle of producing mediocre cadre of
teachers lacking in adequate depth of subject knowledge and positive personal traits
that are required of a teacher to inspire the students to pursue learning as a lifelong
endeavour.

The teachers and lecturers who participated in the interview too opined that the
teacher preparation programmes have been criticized for failing to recruit bright
college students into teaching and for ineffectively preparing teachers for their work.
They attribute this to the selection criteria. For example, T3 expressed:

Although there are various methods and recommendations recorded in government
policy and core development agendas for the selection and promotion of quality
teachers in Bhutan, it is still unclear if these documents have been strictly referred
for execution. As a result, teacher education colleges receive low performing and
demotivated high school/university graduates.

Similarly, T1 admits his lack of confidence in the current teacher selection process
that:

I am not confident to admit that the selection process to recruit good and capable
candidates in teaching. Most of the students only keep teaching as a backup, if they
get opportunity elsewhere, theywould happily take it. These teachers have no interest
or passion for teaching. They opt for teaching out of compulsion.

Further supported by L1 that:

Teacher training colleges get academically low performing high school/university
graduates, with low motivation levels to become teachers, with no aptitude for
teaching, morally bankrupt, forced by parents and also largely by circumstances
beyond their control.

The involvement of Colleges of Education as a provider of pre-service teacher
education programmes for school teachers in the Bhutanese education system has
been minimal or non-existent in the selection of pre-service teacher candidates.
Because of this exclusionary approach of teacher candidates’ selection, there were
instances in the past where a candidate was admitted in a wrong programme, which
posed difficulty for the College in determining the subject of specialization for the
candidate concerned. Further, the current selection system does not consider personal
attributes of teachers such as love for children, communication skills, willingness to
learn, and motivation to teach.

It is proposed that a more holistic, systemic, inclusive and rigorous approach of
selecting the pre-service teacher candidates be instituted to attract teacher candidates
with high academic attainments, personal attributes and love for children.
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Further, owing to sheer number of teachers, teachers are unable to raise the quality
of teaching on the job because they lack ongoing professional development. While
MoE does its best to provide in-service training and supervision to schools, it is not
enough in terms of quality and quantity. Access to external training agencies and
resource people is limited in Bhutan and availability of funds for these activities is
restricted to schools.

Another problem that the MoE is grappling with is the high teacher attrition rate.
Though teachers are the highest paid among civil servants, retention of teachers
remains problematic. For instance, in the last two years [2019–2020] the education
ministry has lost about 643 teachers of which 389 teachers voluntarily resigned for
personal reasons while other leave teaching due to Superannuation, and expiry of a
contract (Rinzin, 2020). Unfortunately, many of them were seasoned teachers.

This is happening despite the recent increase in teacher salary and incentives to
make the teaching profession attractive. Going by the education statistics, on average,
3.6 per cent of teachers leave the education system annually (MoE, 2020).

It might even be argued that teachers resigning will open opportunities for others
unemployed teachers who wish to join the system. The MoE should be concerned
because every trained teacher leaving is a loss to the education system since most
of the teachers leaving the system are seasoned teachers with years of experience in
the trade and replacing them will be more than just challenging.

To combat the teacher attrition problem and to attract motivated teachers, the
MoE came up with a number of interventions. For instance, the Ministry of Educa-
tion has already acknowledged that “the quality of a school system cannot exceed
the quality of its teachers and, therefore, quality candidates must be recruited into
teaching profession and develop them to enhance students’ learning outcomes”
(MoE, 2014).The Bhutan Education Blueprint 2014–2024, (MoE, p.79) has in the
right time identified “transforming teaching into a profession of choice”. In testi-
mony to that, MoE has recently raised the salary of teachers and made teaching the
highest paid profession in Bhutan. Secondly, to align with the government’s initia-
tive to upgrade the entry level for pre-service teacher education for secondary school
teachers from class XII to Bachelor’s Degree, the intake for B.Ed has stopped since
2017 to let Colleges of Education be more focussed and specialized in offering only
postgraduate study programmes in secondary teacher education.

Other initiatives according to the Education Blueprint is to raise the entry bar
for teachers through the establishment of a stringent teacher candidate recruitment
system. To make the teaching profession attractive and enhance the prospects of
qualification upgradation for career advancement for teachers in the system,Master’s
Degree programmes are also introduced for teachers at the colleges of education,
Samtse and Paro.
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Conclusion

Although, government has made teachers the highest paid civil servants and open
avenues to upscale the qualification of teachers to masters level, yet, we are not
able to attract top graduates into teaching profession. Teaching is not a profession
of choice for many and further retention of qualified and experienced teachers is
a big concern for the ministry. Some of the causes of teacher attrition are lack of
continuous professional development, poor working conditions, and heavy workload
(REC, 2013). Further, lack of guidance and support from principals, recruitment and
selection process, contribute to poor to teacher quality (MoE, 2014).

Moreover, lack of teacher autonomy, lack of proper policy for teacher profes-
sional development, low social status of teacher has posed more risks to the teacher
preparation programmes. For instance, as reflected in Bhutan Education Blueprint
(2014–2024) document:

Currently there are many educational policies in different documents with some
inconsistencies which is causing a lot of confusion. There is a need to consolidate all
education policy directives into one legal framework for the growth and development
of education in the country. (MoE, 2014, p. 54)

The need for education act and national teacher council was also supported by a
majority of teachers and principals and general public that participated in the survey
carried out by the Ministry of Education (MoE, 2014).

Hence, Ministry of Education should establish education act and teacher council
to support, develop and incentivize teacher quality and uplift teacher’s social status
so that graduates join teaching profession by choice and not by compulsion. Further,
teachers and teacher educators in the interview asserted that the stake holders should
work closely with teacher preparation programmes to develop stronger models of
teacher preparation programmes. Currently, Teacher Professional Support Division
that looks after teacher recruitment and Teachers Professional Development and
Royal Education Council that coordinates school curriculum has minimal input in
the teacher preparation programme.
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Chapter 6
Teacher Education in Malaysia:
Preparation, Practices, and Future
Directions

Donnie Adams and Tan King Lok

Abstract Teachers’ play a critical role in the success of educational reforms. This
success hinge on the quality of teachers. In the Malaysia Education Blueprint 2013–
2025, one of the qualities that is given much consideration and attention are teachers’
leadership skills. Explicitly, in Shift four of the Malaysian Education Blueprint, six
strategies were outlined to remould the teaching profession. This chapter aims to
break down some of the arguments around professional learning communities and
teacher leadership and its role in creating the conditions for lasting improvement and
change. Therefore, the chapter commences with some explanation and contextual-
ization of pre-service entry qualification for teacher education and teacher training
inMalaysia. Then the chapter provides some background on theMalaysia Education
Blueprint aspiration for teacher education. Next, the chapter will focus on illumi-
nating some of the challenges in teacher education in Malaysia. Finally, the chapter
will provide insights which may be useful for any attempts on school improvement
and system transformation in contexts like Malaysia.

Keywords Teacher education · Quality teachers · Teacher training · Teacher
leadership

Introduction

Teachers’ play a critical role in the success of educational reforms. This success
hinge on the abilities of teachers to execute their roles and responsibilities within
a vibrant environment, while maintaining an extraordinary standard of competency
in delivering high-quality education to their students (Ingvarson & Rowley, 2017).
However, without acknowledging the significance of teacher education and profes-
sional development programmes, teachers may not have a significant influence on
student learning and their achievement (Mahmud et al., 2018).
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Adams and Muthiah (2020) perceive that education in the twenty-first century is
no longer to just eradicate poverty and hunger, the current climate in this rapid world
is highly dependent on education that helps students secure employment. Teacher
education now face the challenge of providing pre-service teachers with programs,
skills, and competencies to cope with era of globalization (Gallant & Mayer, 2012).

With that, the Malaysian government recognizes the impact of globalization and
implements policies to enhance teacher education. In recent years, the Ministry of
Education (MoE) released its Malaysia Education Blueprint 2013–2025 (Ministry
of Education, 2012) outlining eleven strategic shifts to transform the Malaysian
education system and elevate its performance. The importance of teacher quality
is apparent throughout the blueprint’s three waves of transformation from 2013 to
2025.

In its 1st wave (2013–2015), emphasis will be placed on raising the quality of
its existing teachers. The 2nd wave (2016–2020) will see an introduction to a newly
revised school curriculum allied to the twenty-first century. In the 3rd wave (2021–
2025), improvements will be centred on school-based management models and the
development of a teacher culture of excellence (Mohamad Johdi & Muhammad,
2018).

Additionally, the blueprint positions the government’s commitment to remould
the teaching profession by executing seven plan of actions: (i) transforming teaching
into an elite profession by raising the entry requirements for teachers; (ii) trans-
form the Institute of Teacher Education (ITE) into a world-class teacher training
university by 2020 by reviewing the current pre-service training curriculum; (iii)
improving the quality of pre-service and continuous professional development (CPD)
programs; (iv) a refocus on teachers’ core functions in schools which is teaching; (v)
employing competency and performance-based career progression for teachers; (vi)
increasing pathways for teachers into leadership roles, such as subject specialists;
and (vii) fostering a peer-led culture of professional excellence by 2025 (Ministry of
Education, 2012; Norlia et al., 2018).

The success of these strategies lies with the implementation processes at the
grassroot level. Teachers are key personnel towards an effective and formative educa-
tion system. They are to instil knowledge while maintaining student’s enthusiasm
for learning. Thus, this chapter highlights the history of teacher education, its pre-
service and its curriculum, and a review of research on teacher education conducted
in Malaysia. The chapter also aims to break down some of the current challenges
in teacher education, illuminate the impact of COVID-19 on teacher education,
and provide future directions on teacher education in Malaysia. The chapter also
provides insights on professional learning communities and teacher leadership in
teacher education curriculum for lasting improvement and change.
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History of Teacher Education in Malaysia

Teacher education in Malaysia is strongly influenced by its socio-economic and
politics (Lee, 2004). The changing needs of the school system has an influence of the
recruitment of teacher candidates, the contents, the methods, and length of teacher
training (Lee, 2004). In the early years ofMalaysia’ independence, the fast expansion
of its school system resulted in shortage of teachers in schools.

To overcome the shortage of teachers, urgent recruitment was done to mitigate the
lack of teachers in primary schools. This resulted in the recruitment ofmanyuntrained
teachers with low academic qualification (e.g. nine years of general education) (Lee,
2004). These teachers were then given continuous training after working hours in
teacher training colleges. As for the shortage of teachers in secondary schools, many
teachers were recruited from India and the UK.

The first teacher education program inMalaysia was developed back in 1922 with
the establishment of the Sultan Idris Training College (SITC) (Goh & Blake, 2015).
SITC was among the first teacher training colleges in Malaysia to strengthen the
training of school teachers. The pattern of teacher education was modelled after the
British education system. Subsequently, in the 1970s, Malaysia had three and five
teacher training colleges to train primary and secondary school teachers, respectively.

The Cabinet Committee report of 1979 accelerated the education transformation
and became a predominant guide to the direction of teacher education in Malaysia
(Ratnavadivel, 1999).Quality education was given more attention now resulting in
teacher candidates to have a minimum qualification of a high school certificate (e.g.
equivalent to an O-level certificate). Additionally, the MoE restructured the teacher
training programs by incorporating both primary and secondary teacher colleges
into one institute with a same curriculum. Teacher candidates also have an option to
specialize in either primary school or secondary school.

In the 1980s, the government built more teacher training colleges increasing the
count of such institution in the country. Subsequently, the government also estab-
lished more public universities and a faculty or school of education was established
in each of these universities. These faculties or schools are responsible for their own
teacher education programs and are active training providers for teacher candidates
intending to serve in secondary schools.

In order to provide a direction for teacher education inMalaysia, a national philos-
ophy for teacher education was formulated in 1982 to provide the direction of teacher
education inMalaysia. Thephilosophyemphasizes the desire to “educate andproduce
teachers who are noble and caring, knowledgeable and skilful, creative and inno-
vative, resilient and competent, scientific in outlook, committed to upholding the
aspirations of the nation, proud of their heritage and dedicated to the development
of the individual and preservation of a united, progressive, and disciplined society”
(Jamil et al., 2007, p. 88).

This philosophywas subsequently embraced into the teacher education curriculum
which seeks to develop a balanced, well-rounded teacher, who is skilled and trained
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to meet the Ministry’s aspirations of providing teacher trainings to meet the needs
of its schools.

Pre-service Teacher Education

Pre-service teacher education is the first step in developing professionalism in
teachers. An effective teacher education program can further elevate an educational
system (Pushpanadham & Nambumadathil, 2020). It imparts new knowledge and
extends the professional intellectual capacities of new teachers that enables them
to teach aptly and meticulously. Pre-service education bridges the gap between a
novice and professional teacher. A teacher candidate joins the program and, upon
completion, graduates as a trained teacher and begins teaching within the school
setting (Mahmud et al., 2018).

However, recruiting high-quality graduates has always been a conundrum faced
by education systems around the world (OECD, 2011). A range of strategies has
been employed to help recruit quality graduates ranging from competitive compensa-
tion, career diversity, career prospects and labelling teachers as professionals. Where
teaching is viewed as attractive career option, this view can be further elevated
through careful and selective recruitment. This way teacher candidates will feel they
are joining a career that is sought after by high-fliers.

Accordingly, it is of great importance to ensure high-quality candidates are
recruited and high-quality programs are provided for the profession. In Malaysia,
candidates intending to be teachers in government schools are required to acquire
knowledge and skills in pre-service teacher education (Ratnavadivel, 1999). Teacher
candidates must possess a bachelor’s degree in education before they are recruited
into the teaching career (Vethamani, 2011).

The pre-service teacher program inMalaysia is divided into two levels: (i) Univer-
sities level and (ii) College level. Presently, for university level, government univer-
sities could provide teacher education for teacher candidates under the purview of
theMoE. Teacher candidates with a Bachelor of Education Degree (4 years of study)
from universities are mainly placed at government secondary schools. These govern-
ment universities do also, by and large, offer Postgraduate Diploma in Education for
candidates who are keen to pursue a teaching career after the completion of a non-
educational first degree (Adams & Muthiah, 2020). Teachers could also pursue a
Master or Doctorate in Education from universities recognized by the Malaysian
Qualifications Agency (MQA). The MQA is an established statutory body that
accredits academic programs offered by educational institutions, and ensures quality
assurance in the programs.

As for the College level, teacher candidates can study in any of the 27 teacher
training colleges across the country and graduate with a certificate or diploma in
education (Ratnavadivel, 1999). Since 2009, many of these teacher training colleges
have been awarding the Bachelor of Education (primary). These teacher training
collegeswere subsequently rechristened into Institute of Teacher EducationMalaysia
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(Adams & Muthiah, 2020). These ITEs, placed under the control of the MoE are
largely in charge of training teacher candidates for government primary schools.

Pre-service Teacher Education Curriculum

Awell-developed teacher education program can produce good teachers to withstand
a dynamic and ever-changing school environment (Pushpanadham & Nambuma-
dathil, 2020). The Organisation for Economic and Co-operation and Development’s
review of teacher education in over 65 countries around the world propounds that
professional development programs conducted over a sustained period are more
effective than one-off courses (OECD, 2011). Hence, it is in crux, teacher profes-
sional development program must integrate observation and appraisal as part of
its training, and to ensure teachers receive necessary help, support structures and
follow-up support whenever challenges arise (OECD, 2011).

In addition, the outcome of teacher education must differ according to context.
Teacher education that is effective in Europe may not produce the same results
in the Asian context. In Malaysia, 4-year teacher education programs are offered
by Malaysian government universities. These teacher education programs offer a
plethora of specialized fields such as Special Education (SE), Teaching English
as Second Language (TESL), Science, Technology, Engineering and Mathematics
(STEM), and Sports and Recreation. Teacher candidates are required to complete
compulsory core courses and a professional practice course, also known as practicum
or internship.

In recent years, Malaysian universities teacher education programs are “not-
standardized” as universities were granted the autonomy to design their teacher
education curriculum (Adams & Muthiah, 2020). However, teacher education in
all ITEs and government universities follow a standard regulated by the MQA. Alto-
gether, there are five components that are adhered to: (i) a component on education
(ii) a component on professional practice; (iii) a subject content; (iv) an elective
component; and (v) a specialized component (Adams & Muthiah, 2020). Addition-
ally, teacher candidates are required to master pedagogical practices and educational
technology tools (Mohamad Nasri et al., 2020).

Crucially, both ITEs and government universities in Malaysia could now train
teachers for primary and secondary schools (Mahmud et al, 2018). In addition, the
private sector is now allowed to offer teacher education programs and their degree
programs are recognized to cater to the growing demand for qualified teachers. “Pri-
vate teacher education program providers are responsible for determining the subject
areas …as well as what business model they use (e.g. face to face, e-learning, or
blended models)” (PEMANDU, 2010, p. 487). This enabled teacher educators with
other credentials and experiences to join the profession (Vethamani, 2011).
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Research on Teacher Education

Research on teacher education in Malaysia is highly influenced by the Malaysian
government policies. In the early 1990s, the envisioning of Technical-Vocational
Education (TVE) began to meet the demand of human capital in the period of early
industrialization. Due to the emphasis on TVE, teacher education was not a focus for
Malaysia at that time. In realizing the importance of teacher education and profes-
sional development programs towards a high-quality workforce, the need of studying
teacher education program and its impact on the future workforce inMalaysia gained
momentum.

In the early years, teacher education and professional development programs
mainly focussed on fostering national unity and moral development rather than
enhancing students’ learning (Sivalingam, 2020). In the late 1990s, Ratnavadivel
(1999) provided a critical review ofMalaysian policies concerning teacher education
and practices from 1979 to 1997. In the review, it was highlighted that the emphasis
on Malaysian teacher education policies was mainly on national unity. However,
teacher education continues to be of concern to the MoE in which enhancement
and risk-taking were undertaken over the years, in the hope to develop a successful
teacher education in Malaysia (Salleh & Hatta, 2017; Sivalingam, 2020).

Thus, Carter Andrews et al. (2021) cautions on the need for active communication
from the Ministry of Education to the local authorities to understand the challenges
faced by teachers especially in a bureaucratic education system, and to provide a
clear vision and mission to ensure the effectiveness of teacher education within the
country. Crucially, policymakers should focus on cultivating collaborations between
the government and private sectors to implement quality teacher education programs.

Studies on teacher education in the 2010s found a focus on various aspects of
teacher education such as teacher performance indicator, teacher education policy
reformation, teacher education practices, and professional development. This signif-
icant evolution demonstrates that teacher education is no longer about supplying
relevant workforce to meet the expectations of the industrialization age, rather, it is
about the quality of teachers comprehending the reality of the education system.

Jelas (2010) argued that existing teacher education programs in Malaysia should
emphasize on integrating the knowledge and content of inclusive education into its
teacher education curriculum to address the needs of diverse students. He explained
that both a review of the teacher education curriculum and investigation on the effec-
tiveness and integration of the inclusive education is needed to guarantee teachers are
trained with relevant skills to deliver quality education to students. Additionally, Goh
and Wong (2014) proposed that teachers should first comprehend the definition of
“quality education” before proceeding to enhance their practices. This would result
in a better and more effective teacher education.

Gallant and Mayer (2012) conducted a study on teacher performance assessment
(TPA) and in their observation, teacher candidates had the opportunity to connect
the theories they learned during the teacher education programs with their practices
during the practicum.They recommended thatmore opportunities should be provided
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to teachers to participate in practical teaching, as this would develop teachers’ inde-
pendence, sense of responsibility and self-confidence.Moreover, they suggested TPA
was an effective method to help teachers in professional learning and develop their
professional practice.

Amzat (2017) further expanded Gallant and Mayer’s (2012) study by proposing a
Key Performance Indicator (KPI) model for “Excellent Teachers in Malaysia”. The
study developed a KPImodel for excellent teacher practices with classroommanage-
ment as the main indicator, followed by the teacher’s teaching philosophy and objec-
tives. Goh and Blake (2015) deliberated further on improving teacher education in
Malaysia and suggested a curriculum based onMalaysian context and improving the
practicum experience for teacher candidates are vital for enhancing teacher education
in Malaysia.

Interestingly, another study by Ismail and Awang (2017) used the human capital
theory in their recommendations to enhance teacher education. They suggested incre-
ment in teachers’ salaries and employment opportunities could ensure quality teacher
graduates. The study recommended the government should ensure teachers’ salaries
are comparable to those in the private sectors as this would not only attract quality
teachers with high qualifications to teach in government schools, but also encourage
more teacher candidates to select teaching as a lifelong profession.

A recent study by Mohamad Nasri et al. (2020) found awareness on the value of
equity in education has greatly increased due to mitigating the COVID-19 pandemic.
Disruptive changes caused by the pandemic have propelled teacher education insti-
tutions to inspire student teachers to teach within limited capacity, particularly for
disadvantaged students with limited access to learning resources (e.g. Internet access
and devices) and enabling teacher educators to share knowledge according to the
real-world contexts.

Challenges for Teacher Education

Robinson and Aronica (2015) had emphasized that students today is quite different
as compared to before due to globalization. Care et al (2018) advocates that nowa-
days students should be equipped with the knowledge and skills in order to attain the
demand of the twenty-first century, and that should be the mutual goal of the educa-
tion system of today. These knowledge are problem-solving skills, decision-making,
teamwork, communication skills, creative thinking in tandem with right attitudes,
moral values, and ethics (Care & Kim, 2018).

Therefore, the contribution of teachers should be geared towards a sustain-
able education while addressing the many worldwide trends that many educational
systemsmust confront (Dugarova&Gülasan, 2017). These trends are reflected in the
United Nations’ 17 Sustainable Development Goals (SDGs). Among the trends high-
lighted is to “eradicate poverty”, “promote peace”, and “a more inclusive society”
(Dugarova&Gülasan, 2017). These trends are also evident inMalaysia’s educational
system.
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The challenges of teacher education in Malaysia are manifold. In a recent
Teacher Education and Development Study (TEDS-M), Ingvarson and Rowley
(2017) compared the teacher education and the outcomes of 17 countries including
Malaysia. It was revealed that the recruitment and selection for entry into the
Malaysian teacher education program remain at the medium level. In addition, the
accreditation of the Malaysian teacher education program is at the medium level
and the entry requirements to the teaching profession remains low. However, caution
must be applied as this finding is only limited to the subject of Mathematics, which
could not depict a comprehensive understanding of teacher education in Malaysia.

Teacher graduates fromMalaysian ITEs or universities are generally absorbed and
assigned to the government schools. However, due to the British colonial policy of
“Divide and Rule” pre-independence, the Malaysian government schools were sepa-
rated into 4 types: Malay medium, Tamil medium, English medium, and Chinese
medium, schools (Sivalingam, 2020). Up till now, the vernacular schools (Chinese
and Tamil medium schools) still exist alongside the government school. These
schools are partly funded by the government while highly dependent on commu-
nity funding. As Malaysia is a pluralistic society shaped by its cultural diversity,
teacher education needs to be in tune with its culture (Othman & Ruslan, 2020), and
the social fabric of the society.

Correspondingly, pre-service teachers need to be prepared for inclusive class-
rooms to address the needs of diverse students (Dinham et al., 2020). There are
increasing number of students with special needs seeking inclusive education. Thus,
teacher education programs must incorporate the knowledge on special educational
needs into its curriculum to ensure pre-service teachers are equippedwith the relevant
competencies to cater for all students in their classroom. In addition, a recent news
highlights other challenges theMinistry was facing especially the lack of teachers for
Counselling subjects, Physical Education, Music, Design and Technology, Science,
Visual Arts, and English (Lee, 2020).

As for career growth, Malaysia still lacks a proper career pathway for its teachers
(Jamil et al., 2007). Teaching is no longer regarded as a respected position and has
become somewhat a less desirable job in Malaysia (Lee, 2020). There are multiple
facets of issues to be explored in regards to career path for teachers. Huge expenditure
is required by the Ministry to fund teacher salaries and to provide attractive career
pathways (Awang, 2014). Hence, thorough investigations on government investment
in teacher career paths would certainly be an important indication that reflects the
training of good quality teachers (Awang, 2014).

Similarly, the challenge of teachers lacking knowledge and the scarcity of profes-
sional development programs and courses are still pertinent until today. Following
this, shift 4 in the Malaysian blueprint promises improved quality of pre-service and
CPD programs (Ministry of Education, 2012; Norlia et al., 2018). Also in recent
times, Malaysia has seen an increased focus towards teacher candidates with a post-
graduate degree.However, pursuing aPh.D. remains unfavourable amongpre-service
teachers (Awang, 2014). The choice of pursuing a Ph.D. qualification is perceived as
a luxury rather than a necessity. This can be attributed to the current salary scheme
on offer for government school teachers with a Ph.D. (Awang, 2014). At present,
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the salary scheme for a Ph.D. qualification remains the same with teachers with
an undergraduate or Master’s degree. This, in a way discourages teachers to obtain
the highest qualification possible in their profession. Therefore, there is a need to
reassess and revise the salary schemes for government school teachers in Malaysia
(Rashid et al., 2016).

Although Malaysia has employed several approaches and reform initiatives to
address the various challenges towards its teacher education, the adequacy and
quality of its pre-service and in-service programs remain questionable. Consequently,
the Malaysia Education Blueprint 2013–2025 posits teacher education and CPD of
teachers as one of its main goals in order to deliver new skills and competences for
teachers relevant to the demands of the globalization age (Adams &Muthiah, 2020).

Teacher Education During the COVID-19 Pandemic

The coronavirus (COVID-19) pandemic has transformed the way education is deliv-
ered globally. Nations across the world have adopted asynchronous and synchronous
online modes of instruction for teaching and learning as the closure of all educational
institutions and colleges was inevitable.

In order to understand how the pandemic impacts teacher education, scholars
across the world; namely from Africa (Moyo, 2020), Asia (Moorhouse, 2020),
Australia (Carter Andrews et al., 2021), Eastern Caribbean nations (Leacock &
Warrican, 2020), Europe (Assunção Flores &Gago, 2020), North America (Quezada
et al., 2020), and South America (Prata-Linhares et al., 2020) have been exploring
strategies and mitigations to adapt to the new normal as teacher education courses
were conducted remotely (Leacock & Warrican, 2020).

However, Moorhouse (2020) observed that pre-service teachers rarely speak in
online sessions. Instead, they prefer chatting for communication and discussion.
Additionally, pre-service teachers faced challenges to access technological devices
and additional expenses were incurred to purchase these devices (Prata-Linhares
et al., 2020). There were also cases of teacher education internships suspended
(Moyo, 2020) and no specific guidelines provided for teacher education programmes
(Assunção Flores & Gago, 2020). Therefore, acquaintance with digital communi-
cation systems, active participation in the lectures and training sessions as well as
tutorials between teacher educators and pre-service teachers are pivotal to an effective
teacher education during the pandemic.

Mohamad Nasri et al. (2020) study articulated three main issues during the
pandemic, namely: “pedagogical; assessment; and teaching practicum”. To address
these issues, two coping strategies were proposed: (i) “student–content interaction”
and (ii) “student–lecturer interaction”. They explained the former is a major part
of a formal teacher education program whereby teacher candidates interact with
online instructional materials as learning sources and references. Meanwhile, “stu-
dent–lecturer interaction” is a strategy that supports pre-service teacher learning
through asynchronous and synchronous online modes of instruction such as commu-
nication through chats, audio, and video. However, this strategy would require
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clear guidelines, timely information, and supportive engagement from the teacher
educator.

Future Directions

Teacher education needs to constantly evolve to face the challenges of the globaliza-
tion era. These challenges can’t be addressed by just harmonizing the accountability
mechanisms (Drahmann, 2020). In particular, topics such as inclusive education and
digital education seem to be the future of education. In bracing for this impact,
Malaysian universities and ITEs need to incorporate these topics into its teacher
education curriculum more rigorously.

It is crucial to equip teacherswith the skills to handle studentswith disabilities, and
studentswith special needs. Teacher education could prepare its teacher candidates on
the concept of social inclusion andmost importantly ensure equality for these students
in schools. Furthermore, including simulation of inclusive classroommanagement in
the curriculum would be of great benefit in training pre-service teachers. Therefore,
adapting the curriculum at universities and ITEs is a necessity to prepare for an
inclusive education system (Drahmann & Huber, 2017).

Digital technologies are being integrated into every area of our life. Thus, digital
education and the handling of social media are crucial topics in teacher educa-
tion (Drahmann & Huber, 2017). Pre- and in-service teachers need to be trained
in the handling of digital education for teaching. Crucially, the pandemic has spurred
the utilization of digital education paving the way towards a more holistic teacher
education program in future.

Service learning is now a popular component in teacher education as it develops
both academic knowledge and soft skills (Astin et al., 2006). In service learning,
candidates are required to contribute to the need of a community (service) and relate
what they have learned in their program. Service learning could be useful for future
teachers to develop their professional and reflective skills (Jackson et al., 2018); and
an empathy approach in teaching (Buchanan et al., 2002).

In addition, many countries with high achieving students also have strong teacher
union. Evidence suggests the better an education system performs, the more likely
the government is working closely and productively with its teacher unions (OECD,
2011). These unions are treated as the government’s trusted and expert professional
partners. A collaboration between teacher unions, the Ministry of Education and
researchers in teacher training universities and colleges can facilitate a constructive
dialogue to improve teacher education based on research and evidence.
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Professional Learning Communities

“Research on the characteristics of effective professional development indicates
that teachers must be active agents in analysing their own practice in the light of
professional standards, and their students’ progress in the light of standards for
student learning” (OECD, 2011, p. 53). Teacher professional development is central
to improving an education system. The notion of professional learning commu-
nity (PLC) creates positive teacher professional development, builds the capacity of
teachers, and helps stimulate changes in teachers’ teaching practices (Chua et al.,
2020). PLC is recognized as “a group of people sharing and critically interrogating
their practice in an ongoing, reflective, collaborative, inclusive, learning-oriented,
growth promoting way” (Stoll et al., 2006, p. 223).

In schools, PLCs commits a group of educators to collaborate and make enquiries
into their teaching practices to continuously improve their students’ learning and
achievement in school (DuFour et al., 2006). A PLC is a “collective focus on profes-
sional learning” whereby teachers come together to discuss and exchange their
teaching ideas and enact actions to improvise their teachingmethods positively.Apart
from that, PLC enables teachers to work as a team and take collective responsibility
to improve the performance of their students (Abdullah, 2017).

Past studies have indicated students’ positive learning outcome is entangled with
teacher collaboration in their professional practices such as evaluating curriculum
and selecting the types of instructional strategies for their students (Abdullah, 2017;
Chua et al., 2020). However, Chauraya and Brodie (2017) warn that teachers shift
in teaching strategies can only be sustained if PLCs are conducted in a continuous
manner and that teachers participate actively in it, not as an on–off basis.

PLC has been widely adopted in countries such as the USA (Johnson & Voelkel,
2019), China (Zheng et al., 2019), and Germany (Warwas & Helm, 2018) with the
intention to improve teacher quality by improving their pedagogical skills in teaching
and enhance teachers’ professional skills in schools. Through PLCs, teachers are
known to be more receptible to new ideas and they are willing to try new teaching
methods (Lee et al., 2011) which directly contributes to student learning (Stoll et al.,
2006).

Similarly, in Malaysia, PLCs are adopted as well as practised at all levels of
education (Adams & Muthiah, 2020). Lifelong learning is now a crucial component
of teacher education (Drahmann & Huber, 2017). Teachers who participate in PLCs
are involved in professional discourse with other teachers, which encourages the
adoption of new ideas and teaching practices to cater to students’ diverse needs
(Chua et al., 2020).

Although the concept of PLC is still new (Roslizam et al, 2018), it is one of
the government’s initiative to improve the qualities of its teachers. This initiative is
highlighted in Shift 4 of the Education Blueprint. Recently, theMinistry of Education
(MoE) has launched a guideline on the practices of PLC for all of its public schools.
CommonPLCpractices such as teacher-sharing sessions, peer coaching, lesson study,
and learning walks are encouraged among its teachers.
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However, a recent empirical study by Chua et al. (2020) indicated the practice of
PLC has its own challenges. Among the challenges identified are excessive work-
load for teachers, poor execution of PLC, vague understanding of PLC, teachers’
passive attitudes and obstructive conditions in school. Hence, understanding the
PLC practices and challenges in the Malaysian school context could be integrated
during teacher education to ensure teacher candidates understand its concept andmost
importantly have the capability to implement PLC successfully in schools (Adams&
Muthiah, 2020).

Creating Teacher Leaders

Teacher education needs to evolve and change from being “technically oriented”
(Garcia-Martinez et al., 2018) to one that prepares teacher candidates for formal and
informal leadership roles. Creating teacher leaders is important as they are change
agents in schools (Adams, 2018). Teachers must be exposed with leadership theories
(Masturah et al., 2016) and the concept of teacher leadership could be integrated in
teacher education programs (Adams & Muthiah, 2020).

The literature indicates teacher leaders are often referred to as “Mentor teacher”,
“Specialist”, and “Coach” (Adams et al., 2018). Neumerski (2012) underlines “there
is little consensus around what constitutes ‘teacher leadership’... it tends to be an
umbrella term referring to a myriad of work” (p. 320). This is mainly due to the
roles of teacher leaders as often; these teachers do not hold the same position across
schools.

Teacher leaders are primarily responsible in four aspects: (i) facilitating learning
and teaching in the classroom; (ii) improving their school administrative andmanage-
rial tasks; (iii) improving relationships with stakeholders; and (iv) being an exemplar
for other teachers in the school (Abdul Rahman et al., 2015).

Traditionally, teacher leaders are viewed as expert teachers who can tutor and
communicate their experiences with other novice teachers (Neumerski, 2012). This
role was reserved to only senior teachers and subsequently, this led to the alienation
of novice teachers who are also key contributors to school improvement (Nolan &
Palazzolo, 2011).

Novice teachers should be afforded the opportunity to be teacher leaders leading
in informal settings. Nolan and Palazzolo (2011) argues teacher leadership should
consist of teachers at different stages of their career including their time as a teacher
candidate. The role should not be exclusive to only veteran and experienced teachers.
Henceforth, teacher leadership is no longer optional, it is now the means to inspire
the enhancement of teaching in schools.

Though the concept of teacher leadership is not new, teacher leadership must be
cultivated at pre-service education. This will create opportunities for teacher leaders
to take more responsibility outside of the classroom while balancing their main
responsibility of teaching inside the classroom.
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Ryan (2009) commented that “teacher preparation programs must make attempts
to teach the knowledge, skills and dispositions of teacher leaders, and nurture these
traits to ensure that change [school improvement] is embraced by new educators and
leaders and the teaching profession” (p. 203). Presently, teacher leadership is viewed
as the responsibility of the school principals in Malaysian schools (Adams, 2018).
Therefore, there is a need to reframe the concept of teacher leadership aligned with
teacher education to enable teacher candidates to become teacher leaders as they
enter the teaching profession.

Conclusion

In summary, teaching is a complex activity that is challenging both intellectually and
emotionally. It requires a dynamic combination of knowledge about the curriculum,
appropriate teaching skills, positive attitude, and personal values of the teacher (Push-
panadham, 2020). The procurement of these traits is an effort that starts from a
high-quality teacher education.

Teacher education today should emphasize on the humane teacher as teachers are
change agents in their society (Pushpanadham, 2020).Teachers must be equipped
with the necessary competencies before they enter the teaching profession to become
effective and efficient change agents, as it is certain that the development of a nation’s
workforce is reliant on its teacher education. On the other hand, the transition of pre-
service teachers embracing their professional teaching career remains an interesting
area of study that is yet to be explored extensively (Sikora, 2021).

Malaysia has done well in its teacher education. However, the teacher educa-
tion system remains an unfinished project especially in the area of CPD. Efforts
to reinforce teacher quality are in place such as an increase in budget allocation
to improve teachers’ CPD and in-service training programs (Adams & Muthiah,
2020). However, equality should be afforded towards teacher recruitment and educa-
tion quality. Nonetheless, teacher education remains an integral part of teacher
learning and how teachers could succeed in real classroom and school settings (Push-
panadham & Nambumadathil, 2020) that would elevate the reputation and prestige
of the teaching profession in Malaysia.
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Chapter 7
Teacher Education: Theory and Practice
in Bangladesh

Md. Mujibur Rahman

Abstract Overall development in all sectors of any country in the world mostly
depends on the quality of education. Like many other countries, the Government
of Bangladesh has brought different radical changes in the education sector. The
education system of this country was inherited from the British. To bring qualita-
tive and original changes in the education system, including Teacher Education, the
Bangladesh government has unanimously taken many steps. The first significant one
was to form the country’s first National Education Commission with a prominent
educationist and scientist Dr. Qudrat-e-Khuda as Chair. After the glorious indepen-
dence of this country through the liberation war in 1971, the then government led by
the Father of the Nation and the then Prime Minister of Bangladesh Bangabandhu
Sheikh Mujibur Rahman formed this commission on 26 July 1972. Based on the
report of this commission, many changes in the education sector including teacher
education had beenmade. The curricula, syllabuses, teaching approaches, and assess-
ment procedures in teacher education were also reorganized and reformed during the
last two decades. This paper aims to discuss the basic changes in teacher education
for the secondary level and to review their practices. This paper also aims to identify
the innovative aspects of teacher education system in Bangladesh.

Keywords Teacher education · National education commission · Educational
research · Open University · Innovation

Introduction

TheBangladesh is a densely populated and 8th largest country in theworld in terms of
population. The population of this country are 167.47million (Statistical Pocketbook
2019, Bangladesh Bureau of Statistics-BBS). And the population by area are rural
112.7million and urban 44.1million (Pocketbook 2015, BBS). The country becomes
independent in 1971 through the heroic liberation war under the leadership of the
Father of theNation Bangabandhu SheikhMujibur Rahman. The official name of this
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country is “The People’s Republic of Bangladesh”. The 26March is its independence
day, and the 16 December is the glorious victory day. The geographical location of
this country is in South Asia between 20°34′ and 26° 38′ latitude and between 88°
01′ and 92° 41′ east longitude. The area of this country is 147,570 km2. The literacy
rate is 63.6%. The Dhaka is the capital city of the country.

Since gaining its independence in 1971, the country has continued its development
efforts in various fields. As part of this, the country’s first Education Commissionwas
formed on 26 July 1972 with a prominent educationist and scientist Dr. Qudrat-e-
Khuda as Chair. The Father of the Nation and the then PrimeMinister of Bangladesh
Bangabandhu Sheikh Mujibur Rahman formed this commission on 26 July 1972. In
the light of this commission, the National Education Policy was formulated in 2010.
The government is continuing its efforts to create well-educated and patriotic good
citizens and skilled manpower.

The Government of Bangladesh has identified skilled manpower as the main
force to fulfil its commitment to change the day and turn Bangladesh into a middle-
income country by 2021, and it will be possible through education. In order to enable
people to cope with the social and economic realities of the time, it is essential
to formulate curricula accordingly. Considering all these aspects, the qualitative
change and refinement of the teacher education curriculum has become urgent as
an important step in the implementation of the National Education Policy 2010 and
the National Curriculum, 2012. The preface of the National Education Policy (2010)
states “Education is the key to a nation’s development. Education is the principal
means to achieve the goal of poverty alleviation. A properly educated nation, which
is modern in genius and intellect and forward-looking in thinking, can only put the
country at the zenith of its development. That’s why education is the backbone of a
nation (p. 2)”.

Similarly, the policy recognized that “the proper dignity of teachers everywhere
from the primary to the highest level is a very important factor. The status of teachers
of all levels requires to be re-evaluated through in-depth examination since they are
supposed to inspire themeritorious students to be interested in the teaching profession
bydischarging their proper duties. This is important because the teachers claimproper
dignity and facilities for their jobs.At the same time, their rights are closely connected
with their duties. Teachers must responsibly carry out their professional and other
duties. All concerned should contribute to the development of educational standard
and environment (National Education Policy, 2010, p. 67)”.

The overall development of any country depends on the educational circumstances
of that country. The more modern and developed the education system of a country,
the more developed the country is. To develop a modern and an advanced educa-
tion system, modern curricula, syllabuses, adequate teaching equipment, trained and
skilled teachers are importantly required. In order to take the country forward on the
path of development by ensuring these elements, the teacher training system has to
be modernized. It is possible to develop the general education system of a country
through world-class teacher training system.
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Almost in all countries of the world, the aims and objectives of education, the
education systems, the curricula, and syllabuses are set out on their national educa-
tional goals. In this regard, the educational need of the people of the society, the
national demands of respective countries, and the total economic growth are impor-
tantly considered to set up the national goals of education. The quality of education
starts with the quality teacher, and the teachers must be trained up in terms of peda-
gogical point of views. To train up the teachers, teacher education for the respec-
tive level of education should be modernized. The teacher education curriculum,
syllabuses, the assessment procedures should also be redesigned. Again, the policy
noted that “qualified teachers are essential for proper and quality education. To ensure
the quality of teachers, it is essential to recruit qualified teachers through scientific
and transparent recruitment process on one hand, and on the other, quality teachers’
education and repetitive demand-driven training is imperative to develop the profes-
sional excellence of the teachers (National Education Policy, 2010, p. 64)”. The role
of well-educated and trained teachers-society is very significant in the expansion
of education and provision of excellence quality (Bangladesh National Education
Commission Report, 1988).

In fact, building, appliances, and any such investment in the field of education will
be of little value if appropriate measures are not taken for improving the standard
of teachers (Bangladesh Education Commission Report, 1974, p. 76). It must be
remembered that as the teacher is concerned with building the personality of the
pupil, the former must not only acquire the required amount of knowledge but also
a special ability in teaching in relation to the pupil’s mental inclinations. Above
all, the teacher must have all the appropriate personal qualities required to build up
the pupils as responsible citizen of the country through the particular medium of his
instruction (BangladeshNational EducationCommissionReport, 1988). The existing
teachers’ training system of Bangladesh is very traditional, insufficient, certificate-
based, loaded with theoretical knowledge, incomplete in practical learning, based
on rote learning and conventional testing system. That is why the expected results
cannot be achieved (The National Education Policy, 2010). So, there is no substitute
formodern andquality teacher training to get the desired results inTeacherEducation.

Background of the Teacher Education

The history of Teacher Education of Bangladesh describes that emphasis on teachers
trainingwas recommended in theWood’sDispatch of 1854.After receiving education
in a normal school established on the basis of the recommendations of this report,
if deemed fit, one would get a teaching certificate and become a school teacher at
a higher salary. Wood’s Dispatch had suggested for making provision for training
of teachers. But his suggestion was ignored. Trained teachers were not available for
the secondary schools which were growing in number every year (Mukherjee, 1996,
p. 111).
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Teacher training received its due importance for the first time in the 1854-Wood’s
Dispatch the establishment of a normal school at Dhaka in 1857 was its direct
outcome. Later in 1869 and in 1882, twomore normal schools were set up in Cumilla
and Rangpur, respectively. The normal schools at Cumilla was transferred to Chatta-
gram in 1885, and in 1882, the Hunter Commission (Sir WilliamWilson Hunter was
an Indian Civil Service officer and a member of the Executive Council of the then
Viceroy Lord Ripon. Lord Ripon appointed the Indian Education Commission on
3rd February 1882, with Sir William Hunter as its Chairman. It is known as Hunter
Commission of 1882, recommended a one-year training course for graduate teachers
at secondary schools (Bangladesh Education Commission Report, 1974, p. 58).

Subsequently, a proposal was made to bring normal schools under the university
by converting them into colleges. As a part of this plan, the Dhaka Teachers’ Training
College established in 1909. After establishing the University of Dhaka in 1920, the
Teachers’ Training College, Dhaka, was handed over under this university and intro-
duced Bachelor of Teaching (BT). The Dhaka University used to award a Master of
Teaching degree to the students who were successful in research. The 1917 Sadler
(Sir Michael Ernest Sadler, the then Vice Chancellor, University of Leeds) Commis-
sion laid special stress on the university’s responsibility for the professional training
and academic research of the secondary school teachers (Bangladesh Education
Commission Report, 1974, p. 58).

When the government announced in 1916 that training for permanent employment
of teachers was made compulsory, it became imperative to increase the number of
Guru Training and Normal Schools. As a result, the government has set up one Guru
Training School in each sub-division (the then, administrative area later it became
the district) and the teaching period of these schools was one year for those with
Central Vernacular Pass Certificate and 2 years for those without Certificate. Later,
2 years of training was conducted in normal schools established in Dhaka, Chit-
tagong, and Rangpur in Bangladesh. They taught Bengali language, mathematics,
history, geography, and drawing, teaching practice (TP), physical exercises, and
various handicrafts. Successful students from these schools were awarded Middle
Vernacular Teachers Certificates (Ullah, 1975, p. 106).

Up to 1956, the teachers who taught in classes VI to VIII—in secondary schools
received their training in normal schools and the training was of one year’s duration.
According to the recommendation of the 1952 East Bengal, Education Reconstruc-
tion Committee normal schools were designated as junior training colleges, although
the duration of the course remained the same. Up to 1956, junior training colleges
enjoyed autonomy, like Teachers’ Training Colleges, inmatters of curriculum, exam-
ination, and evaluation, and the certificate given by themwas calledHigher Education
Certificate. In 1967, the responsibility for taking the junior training college exam-
ination was transferred to the Education Board and the certificate was designated
as Higher Secondary Education Certificate. As result, the junior training colleges
lost their professional distinctiveness, more so as the evaluation of their pupils was
now dependent completely on a public examination. It may be mentioned here that
before the junior training colleges were brought under the academic control of the
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Education Boards, their course was a terminal one. On the other hand, the enrol-
ment at these college was gradually reduced as the salary and other facilities of
the teachers teaching in the lower classes of secondary schools were not attractive
enough. The one advantage of junior training colleges coming under the academic
control of the Education Boards was that the course becomes more popular as the
successful candidates got the opportunity of being admitted to the first-degree course.
Nevertheless, the desired objective was not realized as this change frustrated the aim
of preparing qualified teachers for the lower classes of the secondary schools and
encouraged the pupils to go in for higher education. The facilities of junior training
colleges such as free tuition, scholarship, and hostel accommodation only whetted
the appetite of the pupils, for higher education. It is needless to mention that the
above-mentioned course included in the higher secondary educational group met the
same fate outside the junior training colleges. From 1972, a three-year Bachelor-in-
education course has been introduced in the junior college including Kabi Nazrul
College at Dhaka re-designated as colleges of education. At present, the minimum
educational qualification required for admission to these colleges is a second division
in the Higher Secondary Certificate Examination. Apart from this, teachers for the
secondary level are trained at the six teachers’ training colleges. The duration of the
course at these colleges is 10 month and the eligibility for admission is a graduation
degree (Bangladesh Education Commission Report, 1974, pp. 59–60).

Up to 1973, there were six Teachers’ Training Colleges and six College of
Education for secondary level in Bangladesh which are shown in Table 7.1.

Due to the inadequacy of teachers’ training institutions, the then government first
set up a primary training college inMymensingh in 1948. In this training college, two
courses called Diploma in Education and Higher Diploma in Education are intro-
duced for a period of 1 year. The Teaching Methods of Child Psychology, Pedagogy,
Bangla, Mathematics, Social Sciences, Science, Physical Education, Art, and Hand-
icrafts were taught in the Diploma in- Education course. On the other hand, Higher
Child Psychology, History of Education, Teacher-Teaching, Educational Adminis-
tration, Test and Evaluation, and research-related education were taught in higher
Diploma in Education Courses. Since the establishment of Dhaka Teachers’ Training
College, this one training college has been responsible for the training of secondary

Table 7.1 Total enrolment and the number of teachers at different teacher training institutes in
1972–73

Name of Institutes No. of institutes Level No. of pupils No. of teachers

Primary Training
Institutes (PTIs)

47 Primary 6700 (Women 1000) 580 (Women 20)

College of
Education

6 Secondary 673 (Women 108) 36 (Women 7)

Teachers’ Training
Colleges (TTCs)

6 Secondary 1550 (Women 425) 98 (Women 24)

Source Bangladesh Education Commission Report, 1974 (page-59)
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school teachers in Bangladesh for a long time. Later, as the demand for teacher
training increased tremendously, Mymensingh Primary Training College was trans-
formed into a Secondary Teachers’ Training College in 1957. At the same time, the
Diploma in Education and Higher Diploma in Education courses introduced in this
Primary Training College were changed to BEd (Group-C) and MA in Education
courses, respectively. After the establishment of the National University in 1992, the
name of thisMA in Education coursewas changed toM.Ed. Besides, another training
college named Mymensingh Women Teachers’ Training College was established in
1952 (Ullah, 1975, p. 108).

The ten-month training course for graduate teacher at secondary schools was
introduced in the sub-continent about a century ago. In the developed countries
of the world, including England, a three-year training course simultaneously subject
based and profession based has been current now for quite a few years. The main aim
of this course is to enable to respective teachers to acquire professional knowledge
and at the same time to get trained in two special schools subjects. Because of the
longer duration of the course, the teachers not only acquire the desired competence as
a result of their training but they also develop an attachment to their profession. For
this purpose, the 1957EducationCommission had recommended the introduction of a
three-year degree course in teacher training after an eleven-year secondary education
system for teacher at the secondary level. From 1972, the five junior training colleges
in the country have been transformed to Colleges of Education with provision for
a three-year degree course in teacher training (Bangladesh Education Commission
Report, 1974, pp. 65–66).

Up to the academic year of 2003–2004, the ten-month B.Ed. and M.Ed. courses
were continued in different teachers’ training colleges. Subsequently, the duration
of these courses was extended from 10 months to one year from the academic year
2004–2005. Since then, till now the one-year B.Ed. and M.Ed. program are running.
The then introduced one-year Bachelor of Education (B.Ed.) course started with
the 5 compulsory subjects, 10 elective subjects, and 7 optional subjects under the
National University. Besides, four years Bachelor of Education (Honours) course is
also running.

The Existing Teacher Education Program

Education has a crucial role in creating the elements of good citizenship and in
generating progress in the society as a whole (Bangladesh Education Commission
Report, 1974, p. 1). With due importance, a lot of emphasis has been placed on
teachers training for the overall development of Bangladesh. Emphasis has been
given on teachers training in the Qudrat-e-Khuda Education Commission and in the
other education commissions. Apart from this, the importance of teachers training is
to be noticed in various reports related to education and also in theNational Education
Policy 2010.
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TheNational Education Policy 2010 describes the aims and objectives of teachers’
training as follows:

• “to help teachers acquire knowledge and skills in the strategies of teaching–
learning through teachers’ education and training;

• to help teachers develop and update their professional knowledge;
• to develop the personality, innovative knowledge and qualities of leadership of

the teachers;
• to introduce the teachers with the socio-economic conditions and immediate

problems of the country and to help them to get involved in the issues concerned;
• to identify the behavioural strengths and weaknesses of the teachers and to find

remedies;
• to encourage them to acquire efficiency to use the modern materials for teaching;
• to increase their efficiency in the strategies for new educational methods;
• to help growprofessionalism in them toprepare research papers and reportwriting;
• to encourage them to teach students by creating equal opportunities for all,

irrespective of religion, race and socio-economic conditions;
• to help them acquire efficiency in delivering education to the students of disadvan-

taged community and small ethnic groups and the disabled learners by sincerely
responding to their special needs;

• to enrich their quality to analyse problems and to take decisions;
• to train teachers of all levels in information technology and to ensure wider use

of IT to build up a modern and developed Bangladesh;
• to inspire them to be conscious of their duties and responsibilities;
• to encourage and make them confident to take part in research work”.

There are various types of training institutes in Bangladesh for conducting teacher
training activities. For example, the government teachers’ training colleges for
conducting long-term training such as four years Bachelor of Education (Hons), one-
year Bachelor of Education (B.Ed), one-year Master of Education (M.Ed) courses,
besides 2 more Public Universities, 2 Institutes of Education and Research (IER)
under the University of Dhaka and Rajshahi, 2 public universities are respon-
sible for awarding Teacher Education program. At present, there are 14 govern-
ment Teachers’ Training Colleges in the country. For the madrasa teachers training,
there is a Bangladesh Madrasa Teachers’ Training Institute (MBTTI) under National
University. These Teachers’ Training Colleges are operated under the control of the
Secondary and Higher Education Division, the Ministry of Education. The overall
responsibility of running the government Teachers’ Training Colleges is entrusted to
the Ministry of Education. The Secondary and Higher Education Division is respon-
sible for overseeing the recruitment through competitive examinations for these insti-
tutions, and for their promotion and transfer also. The Directorate of Secondary
and Higher Education (DSHE) under this division is responsible for overseeing
the training activities. On the other hand, the National University is responsible
for formulating teacher training courses and curricula, conducting and evaluating
examinations, publishing results, issuing certificates, etc.



118 Md. M. Rahman

Following the establishment of Teachers’ Training College by the government for
the training of secondary level teachers in the country, Teachers’ Training College,
Dhaka, was established in 1909, Teachers’ Training College, Mymensingh, in 1948,
Teachers’ Training College (Women), Mymensingh, in 1952, Teachers’ Training
College, Rajshahi, in 1955, Teachers’ Training College, Cumilla, in 1962, Teachers’
Training College, Chattagram, in 1968, Teachers’ Training College, Khulna, in 1970,
Teachers’ Training College, Rangpur, in 1976, Teachers’ Training College, Feni, also
in 1976, Teachers’ Training College, Jessore, in 1978, Shaheed Abdur Rob Serniabat
Teachers’ Training College, Barisal, in 1999, Teachers’ Training College, Pabna,
in 2003, Teachers’ Training College, Sylhet, in 2005, Teachers’ Training College,
Faridpur, in 2005. All these colleges run under the government control. Besides, there
are 104 private teachers’ training colleges in Bangladesh. The number of teachers’
training colleges, teachers, and enrolment rate has been shown in Table 7.2.

The number of teacher education institution by type, gender, and management
has been shown in Table 7.3.

The number of teachers in teacher educational institutions by type, gender, and
management has been shown in Table 7.4.

The enrolment in teacher education institutions by type, gender, and management
has been shown in Table 7.5.

The number of teacher education institute by type and division has been shown
in Table 7.6.

There are eight administrative division in Bangladesh. These are Dhaka, Barisal,
Chattagram, Khulna, Rajshahi, Rangpur, Sylhet, andMymensingh. This table shows
that the highest number of Teachers’ Training Colleges (29.41%) is in Dhaka and
the lowest number (2.52%) is in Sylhet division.

According to the Education Development report (2009–2018), the government
has taken various initiatives over the past decade to modernize the teacher training
system in Bangladesh. These initiatives include:

1. Formulation of National Education Policy 2010.
2. Preparation of National Curriculum, 2012.
3. Recruitment of trained teachers with B.Ed. and MEd degrees for Government

Teachers’ Training Colleges through competitive Bangladesh Civil Service
(BCS) examination.

4. To arrange advanced training abroad for the teachers working in the Govern-
ment Teachers’ Training Colleges. This training includes eight weeks of
customize training in developed countries.

5. Training on digital content and multimedia classrooms has been provided for
teachers of Government Teachers’ Training College.

6. Implementation of ICT for pedagogy activities.
7. A content portal called “Teacher Window” has been created for sharing digital

content developed by teachers with the help of A2I (Access to Information, a
program under the Prime Minister’s Office, Government of Bangladesh) and
the British Council.

8. Arrangements have been made to exchange all the information through
online of 14 Government Teachers’ Training Colleges (TTCs) and 5 Higher
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Secondary Teachers’ Training Institutes (HSTTIs) and the Directorate of
Secondary and Higher Education (DSHE). Apart from that, information on
related issues is also provided through e-mail. Initiatives have been taken
to ensure classroom and appropriate teaching–learning environment and
high-speed Internet connectivity in all educational institutions.

9. To establish a Centre of Excellence in English at Dhaka Teachers’ Training
College, inMathematics at Rajshahi Teachers’ TrainingCollege and in Science
at Sylhet Teachers’ TrainingCollegewithmaximumefficiency for teachers and
students.

10. Under the Policy Guidelines of Secondary Teacher Competency Standard
through TQI-2 (a project named Teaching Quality Improvement in Secondary
Education Project-II under the Ministry of Education, Bangladesh), four
areas have been identified for acquiring professional knowledge and skills
of secondary level teachers. These are

(i) Professional Knowledge or Content Knowledge
(ii) Professional Practice or Pedagogical Practice Knowledge
(iii) ICT Integration in Teaching Profession or Use of Technology
(iv) Professional Learning Ethnics and Moral Values.

In these four areas, four types of teachers have been classified based on the
knowledge and skills acquired. For example

(i) Beginning Teacher; (ii) Developing Teacher; (iii) Advanced Teacher; (iv)
Expert Teacher.

By acquiring these skills, a teacherwill change himself or herself from a beginning
teacher to an expert teacher and the skills will be integrated with the Secondary
Teacher Career Path.

Teacher Education Program in Details

There are different types of Teacher Education program running in Bangladesh.
Under the National University, these programs are one-year Bachelor of Education
(B.Ed.), four years Bachelor of Education (Honours), one-year Master of Education
(M.Ed.), and under the Bangladesh Open University (BOU), one-year Bachelor of
Education (B.Ed.) program, and one and half year Master of Education (M.Ed.)
program through distance learning mode.

Bachelor of Education Program (One year)
The National University awards one-year Bachelor of Education (B.Ed) program for
those university graduates who are interested to be a secondary level teachers. But
having Master’s degree with Bachelor of Education (B.Ed) degree, one can apply to
be a teacher for the Teachers TrainingColleges through competitive examination. But
the Postgraduate Diploma in Education (PGDEd) is also offered by the Institute of
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Education Research (IER), Rajshahi University, which is equivalent to the one-year
Bachelor of Education (B.Ed) program.

Bachelor of Education Curriculum Framework under National University
The existing one-year Bachelor of Education (B.Ed) course is divided into two
semesters. The first semester is scheduled from 1 January to 30 June, and the second
semester is scheduled from 1 July to 31 December each year.

First Semester
There following four compulsory subjects are for first semester for 100 marks each.

1. Secondary Education
2. Teaching–Learning Skills and Strategies
3. Learning and Assessment
4. Information and Communication Technologies in Education.

But the teaching practice (TP) is for 50 marks assessed the trainee-teachers
internally.

Teaching Practice (TP)-1
College-based demonstration teaching and school-based teaching practice (2+2) =
4 weeks.

Teaching Studies Subjects
Two teaching subjects must be chosen from any group. Each subject carries 100
marks.

Humanities group (any two should be chosen):

1. Teaching Bangla
2. Teaching English
3. Teaching the History of Bangladesh and the World Civilization
4. Teaching Civics and Nationality
5. Teaching Economics
6. Teaching Bangladesh and Global Studies
7. Teaching Geography and Environment
8. Teaching Advanced ICT.

Science Group (any two should be chosen):

1. Teaching Mathematics
2. Teaching Physics
3. Teaching Chemistry
4. Teaching Biology
5. Teaching Advanced ICT.
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Business Studies Group (any two should be chosen):

1. Teaching Business Entrepreneurship
2. Teaching Accounting
3. Teaching Finance and Banking
4. Teaching Advanced ICT.

Second Semester
Compulsory subjects for 100 marks each.

1. Inclusive Education
2. Research in Education

Teaching Practice (TP)-2
School based teaching practice (4 + 4) = 8 weeks.

Elective/Optional Subjects
From the following list any one subject to be chosen for 100 marks each:

1. Primary Education
2. Teaching Library and Information Science
3. Teaching Arts and Crafts
4. Teaching Physical Education, Health Science and Sports
5. Teaching Islamic History
6. Teaching Agriculture Studies
7. Teaching Home Science
8. Teaching Islam and Moral Education
9. Teaching Hindu Religion and Moral Education
10. Teaching Buddhist Religion and Moral Education
11. Teaching Christ Religion and Moral Education.

Comprehensive Examination

1. Two hour long comprehensive examination on six compulsory subjects.
2. Viva Voce in presence of External and Internal Examiner

1 credit = 10 classes of 60 min/1 h. But 1 credit = 10 h should not be applicable.
Marks distribution: Internal examination 40 and external examination 60. Total 100
marks. But 50 marks for TP 1 and TP 2 as internal and 50 marks for TP 2 final. 50
marks for viva voce.

Result/Grading system
Letter grade should be counted as the following grading system:
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Marks range Letter grade Grade point

80% and above A+ 4.00

75–79% A 3.75

70–74% A− 3.50

65–69% B+ 3.25

60–64% B 3.00

55–59% B− 2.75

50–54% C+ 2.50

45–49% C 2.25

40–44% D 2.00

Below 40% F 0.00

Convert grade into Grade Point Average (GPA) for determining Cumulative Grade Point Average
(CGPA)

Four Years Bachelor of Education (Honours) Program
In Bangladesh, the National University introduced the new curriculum of the course
Bachelor of Education (Honours) in the year 2013. The first batch of this course
started their new journey towards building career as the education professionals of
the twenty-first century. The new curriculum is introducedwith the great expectations
of achieving output as described in the curriculum document. Since then this course
has been implemented at the government Teachers’ Training College. The Institute
of Education and Research (IER), University of Dhaka and the Institute of Education
and Research (IER), University of Rajshahi also offer the 4 years integrated Bachelor
of Education (Honours) program.

The Curriculum Structure of the 4 years integrated Bachelor of Education
(Honours) Program
Earlier, it has beenmentioned that theNationalUniversity introduced the 4 years inte-
grated Bachelor of Education (Honours) program in the year of 2013. This program
is divided into eight semesters. Each semester consists six months duration.

First Year First Semester
In first year first semester, the following subjects are to be taught as compulsory by
the students:

1. History of the Emergence of Independent Bangladesh
2. Bangla -1
3. English -1
4. Introduction to Education.

Each subject carries 100 marks which is equivalent to 4 credits, and the total
marks are 400.
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First Year Second Semester
And in the same year, students should undertake compulsorily the following subjects
during second semester:

1. Bangla-2
2. English-2
3. Education in Bangladesh
4. Foundations of Education.

Each subject carries 100markswhich is equivalent to 4 credits, and the totalmarks
are 400. In addition, during the second semester students are required to appear at
the comprehensive viva voce (satisfactory/non-satisfactory).

Second Year Third Semester
In second year third semester, the following subjects are to be taught as compulsory
by the students in which each subject carries 100 marks which is equivalent to four
credits:

1. ICT in Education
2. Educational Psychology and Guidance.

In this semester, students choose three courses from any area of the following five
areas as elective courses:

Area-I

1. Bangla Paper-I
2. English Paper-I
3. ICT Education Paper-I.

Area-II

1. Economics Paper-I
2. Political Science Paper-I
3. Sociology Paper-I
4. Geography and Environment Paper-I
5. History Paper-I or Islamic History and Culture Paper-I
6. ICT Education Paper-I.

Area-III

1. Physics Paper-I
2. Chemistry Paper-I
3. Geography and Environment Paper-I
4. Mathematics Paper-I
5. Botany Paper-I
6. Zoology Paper-I
7. Statistics Paper-I
8. ICT Education Paper-I.
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Area-IV

1. Accounting Paper-I
2. Management Paper-I
3. Marketing Paper-I
4. Finance and Banking Paper-I
5. ICT Education Paper-I.

Area-V.

1. Information Science and Library Management Paper-I
2. Home Economics Paper-I
3. ICT Education Paper-I.

In these five areas, each subject carries 100 marks which is equivalent to 4 credits.

Second Year Fourth Semester
In second year fourth semester, the following subjects are to be taught as compulsory
by the students in which each subject carries 100 marks which is equivalent to 4
credits:

1. Organization and Management of Educational Institutions
2. Gender Education

In this semester, students choose three courses from any area of the following five
areas as elective courses:

Area-I

1. Bangla Paper-II
2. English Paper-II
3. ICT Education Paper-II.

Area-II

1. Economics Paper-II
2. Political Science Paper-II
3. Sociology Paper-II
4. Geography and Environment Paper-II
5. History Paper-II or Islamic History and Culture Paper-II
6. ICT Education Paper-II.

Area-III

1. Physics Paper-II
2. Chemistry Paper-II
3. Geography and Environment Paper-II
4. Mathematics Paper-II
5. Botany Paper-II
6. Zoology Paper-II
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7. Statistics Paper-II
8. ICT Education Paper-II.

Area-IV

1. Accounting Paper-II
2. Management Paper-II
3. Marketing Paper-II
4. Finance and Banking Paper-II
5. ICT Education Paper-II.

Area-V

1. Information Science and Library Management Paper-II
2. Home Economics Paper-II
3. ICT Education Paper-II.

In these five areas, each subject carries 100 marks which is equivalent to 4
credits. And, students will appear at the comprehensive viva voce (satisfactory/non-
satisfactory).

Third Year Fifth Semester
In third year fifth semester, the following subjects are to be taught as compulsory by
the students in which each subject carries 100 marks which is equivalent to 4 credits:

1. Teaching–Learning Methods and Strategies
2. Assessment and Evaluation in Education
3. In this semester, students choose three courses from any area of the following

five areas as elective courses:

Area-I

1. Bangla Paper-III
2. English Paper- III
3. ICT Education Paper-III.

Area-II

1. Economics Paper-III
2. Political Science Paper-III
3. Sociology Paper-III
4. Geography and Environment Paper-III
5. History Paper-III or Islamic History and Culture Paper-III
6. ICT Education Paper-III.

Area-III

1. Physics Paper-III
2. Chemistry Paper-III
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3. Geography and Environment Paper-III
4. Mathematics Paper-III
5. Botany Paper-III
6. Zoology Paper-III
7. Statistics Paper-III
8. ICT Education Paper-III.

Area-IV

1. Accounting Paper-III
2. Management Paper-III
3. Marketing Paper-III
4. Finance and Banking Paper-III
5. ICT Education Paper-III.

Area-V

1. Information Science and Library Management Paper-III
2. Home Economics Paper-III
3. ICT Education Paper-III.

In these five areas, each subject carries 100 marks which is equivalent to 4 credits.

Third Year Sixth Semester
In third year sixth semester, the following subjects are to be taught as compulsory by
the students in which each subject carries 100 marks which is equivalent to 4 credits:

1. Micro-Teaching and Simulation
2. Introduction to Curriculum

In this semester, students choose three courses from any area of the following five
areas as elective courses:

Area-I

1. Bangla Paper-IV
2. English Paper- IV
3. ICT Education Paper-IV

Area-II

1. Economics Paper-IV
2. Political Science Paper-IV
3. Sociology Paper-IV
4. Geography and Environment Paper-IV
5. History Paper-IV or Islamic History and Culture Paper-IV
6. ICT Education Paper-IV.
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Area-III

1. Physics Paper-IV
2. Chemistry Paper-IV
3. Geography and Environment Paper-IV
4. Mathematics Paper-IV
5. Botany Paper-IV
6. Zoology Paper-IV
7. Statistics Paper-IV
8. ICT Education Paper-IV.

Area-IV

1. Accounting Paper-IV
2. Management Paper-IV
3. Marketing Paper-IV
4. Finance and Banking Paper-IV
5. ICT Education Paper-IV.

Area-V

1. Information Science and Library Management Paper-IV
2. Home Economics Paper-IV
3. ICT Education Paper-IV.

In thesefive areas, each subject carries 100markswhich is equivalent to 4 credits.And
students will appear at the comprehensive viva voce (satisfactory/non-satisfactory).

Fourth Year Seventh Semester
The seventh semester is for teaching practice at the respective secondary schools
assigned by the Teachers’ Training Colleges. This is practicum-based internship
teaching. As stated in the syllabus “internship teaching is the culminating experi-
ence of the first-degree program in education. It provides the opportunity to apply
theoretical knowledge on pedagogies in the actual classroom settings and gain prac-
tical experience. The internees are exposed to an environment where they encounter
learners for the first time and face them with multitude of ideas, approaches, tech-
niques, and process. During the internship period, the internees will get ample oppor-
tunities to demonstrate the art of teaching in actual situation and participate in all
activities at the school level. The duration of internship is one semester when the
internees will perform their assigned responsibilities in schools under the direct
management and control of the heads of the respective schools and under the super-
vision of two subject-supervisors and a school coordinator. The internees experi-
ence in school will include, among others teaching two subjects, observation of
others lessons, organizing co-curricular activities, developing and administering
tests, scoring answer scripts, statistical treatment and interpretation of test results
and performing other responsibilities as assigned by the heads of the schools (Bach-
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elor of Education-Honours Syllabus, NU)”. In this practicum, students are to be
evaluated in five areas for 500 marks in which 100 marks for each of 4 credits and
the total credit is 20.

Fourth Year Eighth Semester
In third year eighth semester, the following subjects are to be taught as compulsory
by the students in which each subject carries 100 marks which is equivalent to 4
credits:

1. Introduction to Educational Research
2. Environment Education
3. Non-Formal and Continuing Education
4. Inclusive Education
5. Education and Development.

These five subjects carry 100 marks which is equivalent to 4 credits. And students
will appear at the viva voce.

Evaluation Process
At the end of each semester, a written examination is held under the National Univer-
sity. The university authority publishes semesterwise result, and after eighth semester
examination, the final result is declared by the university. The results are declared
according to the following scale:

Letter grade instructions

Numerical marks Letter grade Grade point

80–100% A+ 4.00

75–79% A 3.75

70–74% A− 3.50

65–69% B+ 3.25

60–64% B 3.00

55–59% B− 2.75

50–54% C+ 2.50

45–49% C 2.25

40–44% D 2.00

0–39% F 0.00

Full marks of each course are 100, and total credit hours are 152.
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Teacher Education Offering Institutions

In Bangladesh, there different types of national- and international-level institutions
for offering Teacher Education program. These are the National University, the
University ofDhaka, theUniversity of Rajshahi, and theBangladeshOpenUniversity
(BOU).

The National University (NU)
According to the National University Website, “the university was established by
an Act of Parliament as an affiliating University of the country to impart graduate
and postgraduate-level education to the students through its affiliated colleges and
professional institutions throughout the country. For that matter the University has
been playing themost significant role in providing opportunities for higher education
among the students coming from rural and semi-rural background at an affordable
means since its inception (National University Website)”.

There are three types of programs inTeacher Education under theNationalUniver-
sity. One is the 4-year integrated Bachelor of Education (Honours) program. This
program is arranged in 6 semesters. Each semester is comprised of a period of
6 months. The honours program has been introduced in 14 government teachers’
training colleges in the country. The second one is the one-year Bachelor of Educa-
tion (B.Ed.) program comprising 2 semesters for a period of 6 months; each is
conducted in all government teachers training colleges and other private teachers’
training colleges. One-year Master of Education (M.Ed) program is running under
the same university. The program is also arranged in two semesters for a period of
6 months each.

Institute of Education and Research (IER), University of Dhaka
According to theWebsite, “the Institute of Education and Research (IER), University
of Dhaka, was established through the joint efforts of the University of Dhaka, and
the U.S. AID (then ICA)Mission. The U.S. AIDMission in this country entered into
a contract with the Colorado State College, (later became University of Northern
Colorado), Greeley, Colorado, USA, for professional services to establish, organize,
and direct the initial stages of IER, including advanced overseas training of teachers.
The contract came into effect on 1 November 1959. The classes of the institute began
on 1 July 1960 with 33 students of one-year M.Ed. degree program. Over the year, it
has expanded and diversified its programs. The number of students increased from 33
in 1960 to 700 (academic year 2002–2003). The Institute of Education and Research
is an apex institute in the field of professional education in Bangladesh. It is the
only institute of its kind under the public universities of Bangladesh which offers
teaching program leading to higher professional degrees, conducts advanced research
studies, and provides extension services in education. Its professional staff, most of
them having overseas postgraduation and doctoral degrees and long experiences
with specialization in various aspects of education, render professional services to
government-sponsored committees and commissions on education to help develop
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the education sector of Bangladesh and provide consultancy services at both national
and international levels. (www.du.ac.bd/academic/department_item/IER)”.

The Website stated that “the Institute was started in 1960 with the following
objectives:

• To promote and to provide facilities for advanced study and research in education.
• To provide teaching, and guidance in order to prepare candidates for the degrees

of Master of Education and Doctor of Philosophy in Education of the University
• To provide courses of further study for those already qualified to engage in

educational work.
• To provide services for those concerned with higher education in the University

Teaching Departments and affiliated or constituent colleges”.

Programs Offered
Over the years, IER has diversified and expanded its programs. For providing highly
qualified professionals for the education sector, IER took the initiative and introduced
the IntegratedBachelor of Education (Honours) program from1994–95 sessions. The
B.Ed. (Honours) program is first of its kind in this region where education has been
treated as a discipline replacing its narrow connotation as teacher training.

At present, the programs offered by the institute are as follows:

a. Four years Bachelor of Education (Honours) Program
b. One-year Master of Education program (day)
c. Two year part time (evening) Master of Education program
d. MPhil Program in Education
e. PhD Program in Education.

Institute of Education and Research (IER), University of Rajshahi
The Institute of Education and Research (IER) of University of Rajshahi aims to
develop professionals in education sector of Bangladesh since 2000. IER is multi-
disciplinary research institute in Bangladesh. IER offers postgraduate and doctoral
programs in the core areas of education.

According to the Website “aims and objectives of the Institute of Education and
Research are:

• to provide teaching, training, and research guidance in order to prepare candidates
for the degrees of Bachelor of Education with Honours; Master of Education
(M.Ed); and Master of Philosophy (MPhil) and Doctor of Philosophy (Ph.D.) in
Education;

• to provide courses of further study for those already qualified for teaching, e.g.
postgraduate Diploma in Education (PGDEd);

• to provide services for those concerned with higher education in the University
Teaching Departments;

• to promote and to provide facilities for advanced study and research in all areas
of education and at all levels, primary, secondary, higher secondary, and above
spread into different disciplines; and

http://www.du.ac.bd/academic/department_item/IER
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• to run projects and programmers for experimental (a type of educational research),
survey, and other types of educational research including action research as a
continuous process warranting the institute to have its own set up for primary,
secondary, and higher secondary education in the form of Rajshahi University
Pre-Primary school, and Rajshahi University school. For undergraduate and post-
graduate levels, the University of Rajshahi with all its disciplined shall be treated
as an open laboratory research.

The Bachelor of Education (Honours) course is running for 4 years from the
Institute of Education and Research under the University of Rajshahi. The honours
course is also arranged in 8 semesters for a period of 6 months each. Upon successful
completion of this course, the University of Rajshahi awards degree to the students
(www.ru.ac.bd/ier)”.

The Bangladesh Open University (BOU)
The School of Education (SoE) is one of the main schools among the six schools of
Bangladesh Open University and has been operating its academic programs success-
fully since the emergence of the University in 1992. At present, the School of Educa-
tion is conducting three programs which are M.Ed, B.Ed., and C.Ed (www.bou.edu.
bd/index.php/schools/soe).

The key responsibility of the School of Education is to develop and nurture educa-
tional thoughts and teaching capacity of the teachers providing effective teacher
education and training for all levels of education. At present, the school imparts the
following formal programs in teacher education for the secondary level teachers.

Formal Programs

1. Master of Education (M.Ed)
2. Bachelor of Education (B.Ed).

Master of Education (M.Ed)
The main objective of M.Ed program is to provide an opportunity of higher study in
education and thereby produce a group of highly skilled professional group experts
in education and pedagogy. This Master of Education (M.Ed) program runs for the
period one and a half year term. This program is arranged in three semesters for a
period of 6 months each.

Bachelor of Education (B.Ed)
Themain objective of B.Ed is to develop theoretical, conceptual and practical knowl-
edge, understanding and skill of the target groups in pedagogy as well as in subject
teaching conducting an efficient teacher education program. The duration of the
Bachelor of Education (B.Ed) program is 1 year. This program is arranged in two
semesters for a period of 6 months each.

http://www.ru.ac.bd/ier
http://www.bou.edu.bd/index.php/schools/soe
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Basic Changes in Teacher Education

The following are the basic changes made in the Bachelor of Education (B.Ed)
program:

• Introduced one year instead of 10 months program;
• One year duration has been divided into two semesters in the academic session

of 2017;
• New curriculum has been introduced in 2017. The previous was introduced from

2006 to 2007 academic session;
• Introduced new subjects with respect to the National Curriculum, 2012 which

developed for the secondary level;
• Introduced double-phase teaching practice (TP). Earlier it was single phase;
• Internal and external marking system has been reorganized;
• Introduced semester and grading system instead of marking and class-based

assessment system;
• The existing secondary education curriculum was developed in 2012. Accord-

ingly, the teacher education curriculum has been redesigned;
• To introduce and emphasize on the use of ICT in education, the new teacher

education curriculum was redesigned;
• Inclusive education has been introduced as compulsory subject in the second

semester;
• Introduced Educational Research instead of Action Research;
• The subjects taught in the Humanities, Science, and Business Education group

had been introduced as school-subjects;
• Teacher competency standard in the following areas had been introduced in the

curriculum;

(i) Professional Knowledge;
(ii) Professional Practice;
(iii) ICT integration in Teaching Profession and
(iv) Professional Learning, Ethics and Values.

• Result publication has been changed into grading system.

Innovation in Teacher Education

The innovative aspects of the existing teacher education curriculum are as follows:

• Competency based and practical oriented;
• Designed in semester system;
• Teaching practice (TP) slot increased into double phase;
• Taught subjects are designed with respect to the National Curriculum, 2012;
• Introduced semester and grading system instead of marking and class-based

assessment;
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• Introduced ICT in education as compulsory subject;
• Introduced Inclusive Education as compulsory subject;
• Result published in Cumulative Grading Point Average (CGPA).

Accreditation of Teacher Education

In Bangladesh, the National University (NU) was established under the National
University Act, 1992 (Act No. 37 of 1992) which had been passed by the Parliament
of Bangladesh. In 1993, all Teachers’ Training Colleges were handed over to this
university. The National University is a public university and is situated in the district
of Gazipur, 30 km from the country’s capital city Dhaka. The nature of the university
is off-campus and acts as an administrative university. The university is respon-
sible for accreditation of the Teacher Education program conducting at the different
private and government Teachers’ Training Colleges. And the Teacher Education
courses offered by the IER, University of Dhaka and the IER, University of Rajshahi
are required to be approved by the respective universities. On the other hand, the
Bangladesh Open University (BOU) offers the Teacher Education programs are to
be accredited by this university.

The final word is that the related universities as well as their institutions is the
constitutional authority to standardize courses for the educationalist and teachers in
Bangladesh.

Challenges

• Lack of trained teachers;
• Lack of technical support and Internet connectivity;
• Irregular attendance of the students;
• Assessment procedures are not re-evaluated;
• Examination based tendency of both students and teachers;
• Multiple ChoiceQuestions (MCQ) for final examination are irrelevant inBachelor

of Education (Honours) course;
• Existing satisfactory/non-satisfactory viva voce system for Bachelor of Education

(Honours) course should have been allotted specific marks instead of 1 or 0;
• Training systems at private teachers’ training colleges are not properly monitored.
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Future Directions

The main objective of the teacher education is to develop skilled and efficient
teachers. In order to ensure the quality education, the following points are to be
considered:

• Teachers will be trained up in such a way so that they can make themselves to be
skilled;

• The Teacher Education curriculum and syllabus will be modernized with certain
interval;

• Extensive co-curricular program will be included in the training, and the role of
the trainers will be properly evaluated;

• The training program will include various courses of diverse context;
• Emphasis will be given in use of Information and Communication Technology

(ICT);
• Required amount of training should be delivered maintaining the standard of

secondary teaching–learning need;
• Preparing learners to be fit for the new situation in daily life.

National Teacher Education Council (NTEC)

Steps have been taken to set up and implementation the National Teacher Education
Council (NTEC) under the Institutional Reform Program for setting and imple-
menting standard standards for teacher training. The organizational structure of
NTEC and the draft law has already been prepared.

The Accreditation Council Act 2017 has been enacted to ensure the quality of
higher education in the country and to raise it to the world standard level.

Conclusion

Introducing the honours courses in education in Bangladesh, the great changes have
been made in teacher education. The country has come a long way in improving the
quality of general education through qualitative changes in teacher education.

Both the one-year Bachelor of Education (B.Ed.) course and the four-year Bach-
elor of Education (Honours) course have been redesigned with the aim of devel-
oping skilled teachers. The government is working on these changes with the aim of
bringing the teacher training system to the international level. Such changes are in
the interest of developing quality education. At present, the Bachelor of Education
(B.Ed.) program is running in face-to-face mode under National University. Apart
from this, the Bachelor of Education (B.Ed.) program is being conducted in distance
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learning mode under Bangladesh Open University (BOU) with the facilities of using
some study centres throughout the country.

Introducing the Information andCommunicationTechnology (ICT) in the existing
Teacher Education for both one-year Bachelor of Education (B.Ed.) and four years
Bachelor of Education is a new dimension in Bangladesh. Because, nowadays,
without use of ICT, the daily life is incomplete and cannot be lead successfully.
About two centuries ago, civilization took a radical turn on the wake of industrial
revolution. The change is again taking place in the twenty-first century because of
ICT revolution. Teacher is the main component in the use of ICT in education. Only
skilled teachers can use information and communication technology in education
to develop skilled students. The opportunity to use information and communication
technology in education has been created to build suitable teachers for the twenty-
first century. Due to great importance, the ICT Education has been introduced in both
one-year and four-year courses.

However, in order to make teacher training more effective and successful, the
attendance of participants in these courses must be properly ensured. For developing
skilled teacher, field work and research work should be introduced effectively. In
this case, the sincere and active participation of the participants will no doubt make
the teacher training a success. And, a modern and effective teacher training system
can help the country to develop more by improving the quality of overall education
system of the country.
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Chapter 8
Initial Teacher Education in Singapore
and South Korea

JeongA Yang and Charlene Tan

Abstract This chapter compares initial teacher education in Singapore and South
Korea. The key features of teacher education in both countries are identified and
critically discussed. It is noted that initial teacher education in Singapore is char-
acterized by a rigorous selection of teachers, a values-based and learner-centred
approach to initial teacher education, and a strong theory–practice nexus. In the
case of Korea, initial teacher education is marked by a well-structured programme,
the high standards set by the government, and a recent push for a learner-centred
teacher education. When we compare initial teacher education in Singapore and
Korea, it can be observed that teacher education is effective in both countries due to
heavy state investment, recruitment of highly qualified applicants, systematic teacher
preparation that underscores values development, and progressive teacher education
approaches that have evolved to meet the needs of modern times. It is also observed
that teacher education in both countries is underpinned by Confucian values that
emphasize the high societal status of teachers and a strong collaborative culture. An
ongoing challenge faced by both countries is to further develop teacher education in
a post-pandemic world to meet the changing needs of students.

Keywords Confucian values · COVID-19 pandemic · High-performing education
system · Initial teacher education · Learner-centredness · South Korea · Singapore

Introduction

Research has consistently shown that a major factor that shapes the quality of student
learning and achievement is the standard of teaching (Darling-Hammond, 2010;
Flores, 2016; Hattie, 2009). The standard of teaching that takes place in the class-
room in turn depends on, among other factors, the quality of teacher education. It
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is therefore critical for education jurisdictions around the world to provide first-
rate teacher preparation programmes. A pertinent question is how high-performing
education systems prepare their teachers for the teaching profession. This chapter
focuses on initial teacher education in two high-performing education systems in
Asia: Singapore and South Korea (hereinafter Korea).

Singapore students have consistently outperformed their peers in International
Large-Scale Assessments (ILSAs). In the 2019 Trends in International Mathematics
and Science Study (TIMSS) and Progress in International Reading Literacy Study
(PIRLS), Singapore students emerged top in mathematics and science achievement
at the 4th and 8th grades. In another ILSA known as the Programme for Interna-
tional Student Assessment (PISA) that assesses reading, mathematics and science
for 15-year old students, Singaporewas ranked second globally (OECD, 2019). Like-
wise, Korea has consistently stood out for its impressive performance in PISA and
TIMMS (OECD, 2019). Reflecting its status as a highly literate society, almost all
Koreans (98%) aged between 25 and 34 completed secondary education, and 64% of
them finished post-secondary education (Kwon et al., 2017). This makes Korea the
country with the highest ratio of students who completed upper secondary education
among all the member countries of the Organisation for Economic and Co-operation
Development (OECD) since 2001 (OECD, 2013).

The aim of this chapter is to provide an overview and comparison of initial teacher
education in Singapore andKorea. The chapter is organized as follows: (1) a historical
overview of and introduction to the salient features of initial teacher education in
Singapore and Korea, (2) a comparison of initial teacher education in both countries,
and (3) a discussion of a common challenge and recommendation for initial teacher
education in both countries.

Initial Teacher Education in Singapore

Historical Overview

Although schools had existed for over a century in Singapore during the colonial
periods, there was no formal teacher education programme in place until 1950 when
the Teacher Training College (TTC) was formed. With Singapore’s independence
in 1965 and subsequently the establishment of government schools, TTC increased
its capacity to train sufficient number of teachers for the nation. A turning point
came in 1991 when TTC was incorporated as an autonomous institute within the
newly formed Nanyang Technological University (NTU) (Hogan & Gopinathan,
2008; Loh & Hu, 2019). Adapting from Deng and Gopinathan (2001), there are five
broad and overlapping stages of teacher education in Singapore (pp. 86–87, also see
Gopinathan et al., 1999; Sim & Ho, 1994):

(1) 1967–1972: a rapid increase in the number of teachers after Singapore’s
independence in 1965.
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(2) 1973–1981: a qualitative improvement in teacher education through structural
changes.

(3) 1982–1990: the professionalization of teacher education and teaching through
new initiatives and a synthesis of efforts.

(4) 1991–1999: the “universitization” of teacher education (Deng & Gopinathan,
2001) when National Institute of Education (NIE) was established and became
a part of the Nanyang Technological University (NTU).

(5) From the start of the twenty-first century to present: the strengthening of local
partnerships between NIE, the Ministry of Education and the schools, and
overseas partnerships with universities around the world.

A unique feature of teacher education in Singapore is its highly centralized
approach: NIE is the only institute for initial teacher education in the country. Pre-
service teachers are enrolled in one of three teaching tracks for teaching: primary,
secondary and high school (known locally as junior college) levels (for details, see
National Institute of Education, n.d.). OECD (2013) reports that “Singapore has
put in place strong teacher preparation and peer mentoring programmes to help
newer teachers succeed” (para 1). Initial teacher education at NIE is marked by
three attributes: a rigorous selection of teachers, a values-based and learner-centred
approach to initial teacher education, and a strong theory–practice nexus. The next
section elaborates on each of these characteristics.

Rigorous Selection of Teachers

The first significant feature of initial teacher education in Singapore is its stringent
process to select the best and brightest to join the teaching profession. Only the top
one-third of eachgraduating cohort is recruited,with the selection process comprising
two stages and involving both theMinistry of Education (MOE) andNIE. Lim (2014)
gives details:

MOE and/or NIE complete the first step by short-listing candidates based on NIE’s univer-
sity admission criteria. MOE will then interview the short-listed candidates individually as
part of the selection process. NIE faculty members are also involved as members of the
interview panels for the degree programmes. Criteria used by the interview panels to assess
the candidates include communication skills, interest in teaching, goals and aspirations, and
willingness to learn. (pp. 5–6)

Another indication of careful teacher selection is that candidates who have passed the
interview with MOE are required to complete a teaching stint as untrained teachers
in schools before they formally begin their initial teacher education at NIE. This
additional layer of checks ensures that the candidates have met the prerequisites
to be teachers and are sure of committing themselves to the teaching profession.
Candidates who fail to complete their teaching stint satisfactorily will be asked to
withdraw from their teacher education programmes or extend their teaching stint
(Lim, 2014). For those who proceed to be enrolled in NIE, they will receive tuition
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waivers and a monthly salaries or stipends. Each teaching candidate receives the
equivalent of US$30,000–$50,000 per year in salary, plus tuition, books, and laptop
computers; in return, they need to fulfil a bond with the government to teach for
3–5 years, depending on the kind of programme completed (Darling-Hammond,
2017).

Values-Based and Learner-Centred Approach to Initial
Teacher Education

A values-based and learner-centred approach is adopted for initial teacher education
in Singapore. This approach is based on aV3SK framework that sketches the essential
values (V), skills (S) and knowledge (K) needed by all pre-service teachers in the
twenty-first century (Tan et al., 2017). There are three core values for V3:

The framework is premised along three value paradigms. They are learner-centered values
that put the learner at the centre of teachers’ work, teacher identity values that refer to
having high standards and strong drive to learn, and service to the profession and community
that focuses on teachers’ commitment to their profession through active collaboration and
striving to become better practitioners to benefit the teaching community. (Liu, 2017, p. 35,
italics in the original)

Empathy and a commitment to nurture the potential of each child are examples
of learner-centered values (V). Reflective skills and thinking dispositions are the
examples of skills (S) in the framework, whereas knowledge (K) encompasses areas
such as educational foundation and policies (for details, see National Institute of
Education, n.d.). That values form the foundation of teacher education in Singapore
is testified to in the words of a former Director of NIE: “When there is rapid pace
of technological development combined with the constant upheavals on the socio-
politicoeconomic fronts, it is values that provide the anchor of stability, consistency
and centredness in a changing vortex” (Tan, 2012, p. 39).

As part of inculcating the values of service to the community, all pre-service
teachers at NIE need to complete two core mandatory programmes: Group Endeav-
ours inServiceLearning (GESL) and theMeranti Project (Lim, 2013).GESL involves
the pre-service teachers identifying and working with a community partner to carry
out a service; examples are conducting a reading programme for children with
learning difficulties and running a mindfulness workshop for residents in a nursing
home. The Meranti Project complements GESL by focussing on the pre-service
teachers’ self-awareness as teachers-to-be. To further promote self-reflection and
formative assessment, pre-service teachers use the teaching and learning e-portfolio
to record their development as learners and teachers, interact with other users on the
online platform, and obtain constructive feedback from their tutors and peers (Lim,
2013).

A values-based approach to teacher education is fortified and enacted through
learner-centred pedagogies. Lowet al. (2012) point out that a central goal is to develop
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reflective teachers using “a social constructivist approach, in which trainee teachers
discuss and debate critical issues impinging on their professional practice, is more
successful than the traditional ‘tell and regurgitate’ approach, in developing reflective
teachers” (p. 200). Learner-centric pedagogies are also manifested through “a range
of innovative approaches such as a developmental model for the practicum compo-
nent, appropriate use of case methods such as Problem-Based Learning projects,
effective use of blended learning and use of authentic assessment such as portfolio
evaluation” (National Institute of Education, n.d., para 4).

A Strong Theory–Practice Nexus

The third characteristic of initial teacher education in Singapore is a strong theory–
practice nexus. All pre-service teachers have to complete school teaching prac-
tice attachments of between 10 and 22 weeks. In addition, digital technology is
harnessed for the teacher education programmes at NIE where the pre-service
teachers have real-time access to a selection of the country’s classrooms (Schleicher,
2020). Rasmussen and Bayer (2014) report that the teacher education programmes at
NIE utilize evidence-based professional knowledge that synthesizes research-based
and practice-based knowledge. As the teacher education programme gives the pre-
service teachers access to “actual planning tools, teaching materials and narratives
about successful practice”, such a programme “provides a more solid foundation for
the students’ activities during their practical training” (Rasmussen & Bayer, 2014,
p. 816). The coupling of theory and practice is illustrated in the introduction of
focused conversations (FC). According to Lim (2014), FC enables the pre-service
teachers who are completing their practicum to share with their school mentors
about their learning in NIE, issues faced during the practicum on classroommanage-
ment and motivating pupils, as well as their journey towards developing teaching
competencies.

In sum, Flores (2016) reports that Singapore provides quality teacher educa-
tion programmes that are undergirded by these principles: “vision (common and
clear vision of good teaching practice); knowledge of learners linked to curriculum;
integration of foundations, methods, and teaching practice; addressing the appren-
ticeship of observation; strategies to examine culture and schooling (cultural homo-
geneity, diversity and change); strong relationships, common knowledge and shared
beliefs (built on university-school partnerships); and, integration focused projects
(e.g. case studies, portfolios)” (p. 12). Highlighting the strong partnership between
the education ministry and NIE, Sclafani (2008) avers that the NIE/ministry connec-
tion provides a model a school district might consider implementing. Specifically,
he suggests that districts in the USA stipulate the teaching competencies required
for teachers to be hired in the district and refuse to accept applicants from colleges
of education that do not meet the requirements (Sclafani, 2008). Having introduced
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initial teacher education in Singapore, the next segment turns the attention to initial
teacher education in Korea.

Initial Teacher Education in Korea

Historical Overview

The history of teacher training in Korea can be primarily divided into three stages
(Kim, 1989, 1994; Kim et al., 1995; Oh, 2001; Shin, 2010):

(1) 1953–1963: the probationary period and the institutionalization period
(2) 1963–1990: the chaotic period and the non-interference period
(3) 1991–present: the maintenance period and the qualitative leap

During the probationary and institutionalization periods, the secondary teacher
training system began to take shape as the government took over the education
system from the Japanese colonial government. These changes were made after the
Japanese, who composed more than 40% of elementary school teachers, and most
secondary teachers at the time left the teaching profession. Some adjustments were
made to the training system for elementary school teachers through the implementa-
tion of educational laws. During the chaotic and non-interference periods, the focus
of the government was on the reorganization of the universities as a response to
a sudden increase in the demand for qualitative improvement. The relative neglect
of teacher education during this phase led to the establishment of private teacher
training institutions to meet the surge in demand for education.

During the third period of maintenance and qualitative leap, the government
updated the laws and regulations to manage the quality of teacher’s education.
Primary school teacher training institutions became a four-year system in 1981–
1988, and secondary school teacher training institutions became a four-year system
in 1962. These lawswere subsequently revised through the EducationAct and annual
promotion plans. A significant policy change launched by the government was the
open appointment system in the form of the Comprehensive Teachers Plan, where
teachers who graduated from national universities were no longer differentiated from
their counterparts who graduated from private universities. The open teacher training
system replaced the purpose-built teacher training system which was a specialized
teacher education system operated by appointed universities. Another major devel-
opmentwas the evaluation of teacher training institutions through the teacher training
quality management in 1998 (Kwak, 1998; Oh, 2001; Shin, 2010).
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Initial teacher education in Korea is marked by three fundamental features: a well-
structured programme, high standards set by the government, and a recent push for
a learner-centred teacher education. These three characteristics are amplified in the
next section.

A Well-Structured Teacher Education Programme

Teaching is a highly coveted profession in Korea, as evident in the competition rate
of 12.7 in 2016 for national and public secondary school teachers (Gwon, 2017; Kim
et al., 2004). The competition rate has risen since the late 2000s: only 2,687 out
of 67,509 applicants passed in 2011, with an average competition rate of over 25:1
(Ahn, 2017, p. 131).

A well-structured teacher education programme has been put in place in Korea.
Currently, teacher education in Korea is divided into primary and secondary training
system. Korea’s primary training institutions include the purpose-built teacher
training system operated by several national universities of education and the depart-
ment of primary education at Korea National University of Education, the education
college at Jeju National University, and the department of primary education in Ewha
Woman’s University (Ministry of Education in Korea, 2017b). After Jeju National
University of Education was integrated into Jeju National University in 2008, there
were a total of 13 educational institutions, including 10 national universities of educa-
tion, two national universities, and one private university. In 2017, 3,847 elementary
teachers were trained in these institutions (Ministry of Education in Korea, 2017a,
b). According to Article 42 of the Higher Education Act, primary school teachers’
curriculum operates for four years. According to Article 44 of the same law, univer-
sities are free to design their curriculum as long as the programme inculcates the
values as educators, teach ethics, ideology and education, and develop the qualifi-
cations and capabilities of educators (Jeong et al., 2010, p. 40). Education practice
consists of field practice in schools and educational volunteer work.

In contrast to primary training system which relies on the purpose-built teacher
training system, secondary training system adopts the open teacher training system.
As mentioned earlier, this system accepts teachers who graduate from both national
and private universities. This system was first introduced in April 1953 through the
Education Public Officials Act Article 5 of the Education Public Officials Act that
gave preference to graduates of national training institutions with senior certificates.
Then, in November 1954, the enforcement rules were enacted under the ministry
of education and in 1955, the teaching courses in private Universities were insti-
tutionalized and public school teachers were selected for appointment based on
a government-regulated exam (Oh, 2001). Presently, secondary school teachers in
Korea are trained through exclusive training systems such as teacher colleges, depart-
ment of education at private universities, and teacher training courses at universities
and graduate schools of education (Jeong et al., 2010). In total, there are 15 national
and 30 private universities dedicated to training secondary school teachers. There are
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149 non-educational universities operating teacher training courses of which 117 are
private. Due to increased competition for teaching appointments and the competence
of teacher training institutions, student enrolment in university teacher training has
decreased by about 45% from 16,165 to 6,946 (Jeong et al., 2010, p. 35).

High Standards Set by the Government

The second prominent feature of initial teacher education in Korea is the leadership
of the government which ensures its high standards. A case in point is the intro-
duction of competency diagnosis system for teacher training institutions and teacher
appointment tests at teacher training institutions. The competency diagnosis system
of teacher training institutions,which assesses teacher training institutions,was rolled
out in 1998 and aimed to improve teacher training quality (Ministry of Education
in Korea, 2018a, b). Administrative measures such as the reduction or abolition of
the number of institutional educational proportion were also implemented, resulting
in the reduction of the capacity of teacher education from 67,216 in 2010 to 45,212
in 2018 (Ministry of Education in Korea, 2016, 2017c, 2018a, b). In addition, the
government manages the quality of teacher training at the national level using the
teacher appointment test. Teacher appointment is conducted via two assessments: the
first exam comprises descriptive, and essay-type tests based on the 1992 competitive
examination for the appointment of education officials. The second exam consists of
in-depth interviews on teaching aptitude and evaluation of teaching ability (written
teaching course and demonstration) (Jeong et al., 2016). These tests which are very
competitive ensures that candidates meet the national standards expected of teachers
across the country. Overall, the initial teacher education programmes in Korea offer
high-quality management through government control, monitoring and evaluation
(Kim, 2003; Kim et al., 2005).

A Recent Push for a Learner-Centred Teacher Education

The third aspect of initial teacher education in Korea is a recent push for a learner-
centred education in the aftermath of theCOVID-19outbreak.After 2020, the govern-
ment revised the teacher training system through the National Education Council
under the president’s direct supervision. In response to the coronavirus pandemic, the
government improved the role of the school curriculum and teacher training system
by calling for a more learner-centred education (National Education Council Under
the President’s Direct Supervision, 2020a). Reflecting a desire to elicit views from
educational stakeholders, the presidential National Education Council conducted a
poll and presented the future direction of the Korean teacher training system through
deliberation with representatives from segments of society. Several important policy
moves have been forwarded through the consultation between the government and
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educational stakeholders in the National Education Council. One is that the direc-
tion of future education in Korea should aim at creating an educational ecosystem
that values students’ real-life experiences and strengthens their capabilities, that is, a
learner-centered education. In order to achieve this goal, the schooling system should
work towards transforming the teacher’s role from a mere knowledge transmitter to
a learning promoter. The representatives in the National Education Council advocate
an overall reorganization of the teacher training system to enhance the capabilities of
new teachers (National Education Council Under the President’s Direct Supervision,
2020a).

The deliberative group also suggested reforming the teacher training system so
as to enrich the students’ life and capabilities. To achieve this desired outcome, the
government should establish the criteria and concepts for teachers, and increase the
applicability of teacher training curriculum to schools. The government should also
reduce the teacher training scale through a quality and quantity path that consolidates
the secondary teacher training system, coupled with concrete measures for local
universities. Furthermore, the government should formulate a medium- and long-
term agenda to expand the teacher training period or convert teacher training colleges
into professional graduate schools. To achieve this, the Ministry of Education should
establish a governance organization involving pre-service teachers, education offices,
teachers training institutions and civil society as soon as possible. Moreover, teacher
training institutions should strengthen contents related to school sites by crafting
teacher training curricula that foreground students’ developmental stages, learning
characteristics, and educational practices. Lastly, city and provincial education office
should closely cooperatewith the local levels, i.e. with teacher training institutions, to
support the consolidation of the on-site suitability of the teacher training curriculum
(National Education Council Under the President’s Direct Supervision, 2020a, b).

The recommendations by the council are supported by research that highlights
the urgency to enhance creativity and strengthen the teachers’ capabilities in Korea
(Jeong et al., 2010). Kim’s (2018)’s policy research on the Ministry of Education
(2018) also suggests the need for a future-ready competency-oriented curriculum, on-
site curriculum, stronger educational practice and greater autonomy in organizing the
teacher training curriculum. In other words, the priority is to draw a comprehensive
blueprint for training highly qualified preliminary teachers by establishing curricula
based on the core competencies applicable to society’s future (Park et al., 2015).
To conclude this segment, the leadership of the government and its collaboration
with educational stakeholders ensure the consistently high-quality management of
teacher training institutions and the orientation of teacher education towards learner-
centredness. The direction of the reorganization is to enhance the ability of learners
in a post-COVID-19 era by equipping teachers to become learning promoters. As
a specific measure, medium- and long-term strategies and plans have been estab-
lished, such as strengthening on-site training in the teacher training course. The core
competency-based teacher training educationmodel has been emphasized for teacher
training to improve not only knowledge but also essential twenty-first century skills
for society’s future.
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A Comparison of Initial Teacher Education Between
Singapore and Korea

It is evident from the foregoing that initial teacher education in Singapore and Korea
is marked by heavy state investment, recruitment of highly qualified applicants,
systematic teacher preparation that synthesizes knowledge, skills and values, and
progressive teacher education approaches that have evolved to meet the needs of
modern times. In particular, initial teacher education in both countries share two
prominent characteristics: an emphasis on values development and the influence of
Confucian values. The next section elaborates on these two qualities.

An Emphasis on Values Development

Initial teacher education in Singapore and Korea stresses not only the acquisition
of knowledge and skills but also the dispositions, attitudes, and values as educators
who bring out the best in their students. It is worthy of note that teacher education
in many education systems revolves around the attainment of competencies, leading
to a neglect of the engagement with fundamental educational questions of purpose,
content, and relationships (Biesta, 2012). Zeichner (2014) cautions against reducing
teachers to “‘educational clerks’ who purely implement scripted teaching strategies
and curriculum; he contends for the need to equip teachers with adaptive expertise
so that “they are able to exercise their discretion and judgement in the classroom to
adjust their teaching to meet the varied needs of their students” (p. 559).

A functionalist approach that undermines values development in initial teacher
education is eschewed in both Singapore and Korea. We have noted that teacher
education in Singapore is grounded in the a V3SK framework. An illustration of a
values-driven pre-service course offered in NIE is a module on multidimensional
thinking (Tan, 2019c). This course exemplifies Shulman’s signature pedagogies
where pre-service teachers explore and internalize three essential aspects of profes-
sional work—to think, to perform, and to act with integrity. Signature pedagogies
direct pre-service teachers to learn and embrace three essential aspects of profes-
sional work—to think, to perform, and to act with integrity. The pre-service teachers
cultivate the habits of mind and heart by developing the students’ power of analysis,
reasoning abilities and emotional well-being. They reflect on the implicit structure of
signature pedagogies that hinge on beliefs about professional attitudes, values, and
dispositions, and ponder on fundamental ethical issues in life and their implications
for their students (for details, see Tan, 2019c).

Likewise in Korea, there is a high level of interest in and demand for the devel-
opment of teachers’ expertise and the character of teachers (Park et al., 2015). The
government has been paying particular attention to personality development for pre-
service teachers (Seo et al., 2013). The desired characteristics of teachers encompass
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various components such as character, quality, mission, service spirit, and dedica-
tion as educators. Teacher training institutions have set goals and standards and
enacted teacher education programmes to develop these attributes in the pre-service
teachers. The government also acts in tandem to reinforce these moral qualities in
the pre-service and existing teachers. According to the government’s comprehensive
plan for teacher training and appointment in 1989, teacher training institutions such
as education universities and teachers’ colleges should conduct a teaching aptitude
and personality test for evaluating teachers’ aptitude and personality (Choi, 1994,
p.135). Since 2013, the government has used a teaching aptitude and personality
tests as part of the teacher qualification examination. When acquiring primary and
secondary teaching qualifications, pre-service teachers are expected to demonstrate
the teaching aptitude and meet the personality qualifying criteria at teacher training
institutions (Article 19, Paragraph 3 in Ordinance of Teachers Qualifications and
Attached Table 1).

The premium placed on character development of teachers is illustrated in the
example of Ewha Woman’s University which was chosen as the best college of
education in the first and second training institution assessment cycles in 1998 and
2003. Ewha Woman’s University underscores teaching personality such as the atti-
tude towards teaching, students, self, and society. The university’s core competency-
based teacher training model underlines the nurture of creative teachers who actively
respond to various complex social changes, thrive in a globalizedworld, accept diver-
sity in multicultural societies, and have a sense of duty and social responsibility. The
five core competencies expected of all teachers are academic competence, creative
convergence competence, global competence, respect, and ethics (Joo et al., 2006;
Lee, 2019).

In a nutshell, the experiences of Singapore and Korea testify to teaching in general
and initial teacher education in particular as “an intellectual, cultural, and contextual
activity that requires skilful decisions about how to convey subjectmatter, apply peda-
gogical skills, develop human relationships, and both generate andutilise knowledge”
(Cochran-Smith, 2004, p. 298).

The Influence of Confucian Values

The second notable characteristic of initial teacher education in Singapore and Korea
is the influence of Confucianism, given that both countries are Confucian heritage
cultures (Tan, 2019a, b). We have elsewhere reported that the dominant world-
pictures of Singaporeans and Koreans stem from and are determined by Confucian
norms and practices (Yang&Tan, 2019; Tan, 2019a; Tan&Yang, 2019). Park (2015)
concurs that many Asian countries “have been highly influenced by Confucianism, a
system of teachings in which the importance of education is emphasized as a tool for
personal development and the primary mechanism promoting mobility” (p. 145, also
see Choi & Choi, 2016). Framed by Confucian beliefs and presuppositions, initial
teacher education in both countries is aided by the high societal status of teachers
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and collaborative culture between the education authorities, colleges/universities for
teacher education, and schools. The TALIS survey in 2018 reports that over 70%
teachers in Singapore and over 65% in Korea agree that their profession is valued
in society—percentage that is way above the OECD average of 26% (Schleicher,
2020). The reverence for and high expectations of teachers are captured in the tradi-
tional quote, “King, Parents, and teachers are one” (군사부일체,君師父一體). Due
to the social atmosphere of respecting and supporting teachers, pre-service teachers
need to undergo exacting training and pass competitive tests before qualifying as
teachers. The consistently high standards of Korea’s teacher education are attributed
to the superior management of teachers’ training institutions and the assessment of
government-led teachers’ training institutions within a Confucian culture that exalts
the teaching profession.

A collaborative culture is also observed in Singapore and Korea. We have noted
howNIE works closely withMOE in teacher recruitment and the schools for the pre-
service teachers’ practicum. The school–university cooperation in Singapore “takes
place through shared decision-making about student-teachers, and opportunities for
teachers to serve at NIE and for NIE faculty to serve in schools through a “school
attachment” opportunity” (Darling-Hammond, 2017, p. 300). Similarly in Korea, the
government not onlymanages the quantity and quality of teacher training institutions
through evaluation and teacher appointment tests, but also sets the directions for
teacher training.Looking ahead, the president-led deliberative groupwill propose and
partner with the government to bring about positive and impactful changes to teacher
education in Korea. The Ministry of Education will continue to oversee governance
organizations education offices, teacher training institutions and civil society while
maintaining close relations between the state and teacher training institutions.

A Challenge and Recommendation in a Post-pandemic World

Notwithstanding the effectiveness of initial teacher education in Singapore and
Korea, an ongoing challenge is how teacher education can be further developed
to meet the evolving needs of a post-pandemic world. The COVID-19 pandemic
has caused massive educational disruptions around the world. It has led to school
closure and emergency remote teaching and learning. Teacher education has also been
affected, with teacher educators turning to online learning and social medial tools for
their courses. Teacher educators all over the world have experimented with blended
learning that combines face-to-face and online learning (Tan, 2021). In the aftermath
of COVID-19, the contents, mode of delivery, and assessment formats of teacher
education have also been revamped. In an educational landscape where learning
from home will become the norm in Singapore and Korea, pre-service teachers need
to learn how to design and carry out alternative teaching strategies and resources for
their students. This task includes the mastering of innovative and hybrid teaching
approaches that employ technologies and encourage student engagement. The initial
teacher education programmes also need to prioritize the teaching and learning of



8 Initial Teacher Education in Singapore and South Korea 153

advanced thinking such as critical thinking and problem solving that are essential in
the Fourth Industrial Revolution (Darling-Hammond, 2017; Tan, 2021). In a word,
online learning will become a permanent fixture for schools and teacher training
centres in the contemporary world. Hence, it is imperative for teachers and teacher
educators to make use of digital devices, online resources, social media technology,
and e-learning activities (Mulenga & Marbán, 2020).

It is recommended that teacher educators be guided by the following four peda-
gogical principles when promoting online/blended learning (Evans et al., 2020,
p. 280):

• knowing how to engage students in an online environment by providing themwith
intuitive interaction,

• enabling social learning connections with educators and their peers,
• promoting active facilitation and learning support (including feedback) through

synchronous and asynchronous channels, and
• utilizing appropriate smart technologies and digital learning assets that enhance

the experience.

In all, the new normal will pose challenges and offer opportunities for teacher
educators and pre-service teachers as they explore themost effective and contextually
appropriate ways to help the students in schools.

Conclusion

This chapter has examined initial teacher education in Singapore and South Korea.
The salient characteristics of teacher education in both countries are distilled and
analysed. We have explained that initial teacher education in Singapore is char-
acterized by a rigorous selection of teachers, a values-based and learner-centred
approach to initial teacher education, and a strong theory–practice nexus. In the case
of Korea, initial teacher education is marked by a well-structured programme, the
high standards set by the government, and a recent push for a learner-centred teacher
education in the aftermath of the pandemic. It is noted that both countries offer high-
quality teacher education that goes beyond a skills-based approach towards values
development. In addition, teacher education in both countries, reflecting the influ-
ence of Confucian worldviews, appreciates the work of teachers and partnerships
between educational stakeholders. A major challenge faced by both countries is to
further develop teacher education in a post-pandemic world, especially pertaining to
information and communications technology, to meet the evolving needs of students.

It is widely acknowledged that a critical, if not most important, component for
successful student learning is the quality of the teacher education (Qvortrup, 2008).
Flores (2016), in reviewing the international trend in teacher education, singles out
two main trajectories: either a shift towards higher qualifications for teachers at a
master degree level where the research component is underlined, or a move towards
a more practical and school-based orientation. In the case of Singapore and Korea,
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both trends are discernable: pre-service teachers are enrolled in programmes that
are evidence-based and oriented towards the learner needs in schools. To put it
simply, both countries go beyond viewing teacher education through a technical,
functionalist lens to situating it within a values-based and communitarian framework.
Azorın (2020) suggests that a post-pandemic world is the best time to redesign “a
better education for all, where equity, excellence and student well-being will be
the foundations on which to build” (pp. 1–2). Regardless of the changes that will
take place in the future, initial teacher education in both Singapore and Korea will
continue to be geared towards providing a better education for all. Both education
jurisdictions are expected to offer state-of-the art teacher preparation so as to nurture
high-quality teachers that both systems are known for.
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Chapter 9
Teacher Education Curriculum in India:
National Imagination and Actual
Practices

Aarti Mangal

Abstract The historical changes in teacher education in India have been envi-
sioned through the recommendations of various national policies and commission.
Despite it, the most crucial of such changes in the contents of the teacher education
programme is constituted and reviewed through the teacher education curriculum
framework. How do those changes surface in the actual curriculum? This interro-
gation makes the problematic of this chapter. The chapter identifies and elucidates
the shifts in the policies and teacher education curriculum frameworks since the
independence of India (1947). It offers to examine such connected reflection as they
seem to appear in the teacher education programme for secondary school teachers at
University ofDelhi. By doing so, the paper tends to show the gaps between the recom-
mendations of teacher education and the actual curriculum of the teacher education
programme. Finally, it attempts to problematize the innovations in the teacher’s
education and query why school education fails to match the national imagination.

Keywords Teacher education curriculum framework · Delhi University · B.Ed
programme · Rigid · Constructivism

Introduction

Teacher education has always received an ample amount of attention because of
its significance for school education, viz. preparing future citizens of the country,
meeting the societal needs, syncing education with political agendas and in a global-
izedworld, meeting the needs of theworldmarket (Agoston&Nagy, 1974; Boatman,
1972; Giroux et al., 1988, Green as cited in Warren, 1998, Hayes et al., 2006; Boyle,
2011). Therefore, all over theworld, different times sawdifferent kinds of emphasis in
teacher education and hence the development in the teacher education. For example,
Germany after the defeat of Prussia by Napoleon had expressed its desire to compen-
sate physical losses with spirituality through the medium of education and so the

A. Mangal (B)
Jawaharlal Nehru University, New Delhi, India

© The Author(s), under exclusive license to Springer Nature Singapore Pte Ltd. 2022
M. S. Khine and Y. Liu (eds.), Handbook of Research on Teacher Education,
https://doi.org/10.1007/978-981-16-9785-2_9

159

http://crossmark.crossref.org/dialog/?doi=10.1007/978-981-16-9785-2_9&domain=pdf
https://doi.org/10.1007/978-981-16-9785-2_9


160 A. Mangal

teachers were sent to learn the principles of Pestalozzi, teaching which to the subse-
quent candidates led to the need of instituting normal schools in Germany (Edwards,
1929). Similarly, in America, the need to spread Pestalozzi’s principles in educa-
tion led to the formation and increase in the normal schools. However, the case of
England was different and teacher education in England gained prominence due to
the need of the quality teaching in Grammar schools which provided students for
the universities (McMahon, 1950). Since the present chapter deals with the teacher
education in India, therefore, only the Indian scenario with regards to the teacher
education will be discussed.

In colonial India, with the arrival of Wood’s Despatch in 1854, education was
considered a state duty, and simultaneously, establishment of teacher training insti-
tutions was recommended. The subsequent despatches in 1854 and 1859 noted the
discontent with the existing condition of teacher training. Thereafter, a lot of commit-
tees, commissions have highlighted the question of teacher preparation. The dete-
riorating quality of teachers and the teacher education programmes has remained a
constant concern, in order to ameliorate which, a lot of recommendations were put
forward. As a result of this, the number of normal schools and teacher training insti-
tutes increased by the time India gained independence (1947), although many of the
normal schools were also closed during the said time period. Similarly, new teacher
degrees got devised as well as the syllabus of the teacher education undergone a
change. However, the ideas with regard to the teacher education were fluid (Holme,
1923) and so the programme for preparing teachers became disparate and chaotic
all over India. The discrepancy within the teacher education programmes occurred
with regard to the admission eligibility criterion, the duration of the programme
and syllabus which was followed. Nonetheless, in spite of the fluidity in the ideas
for teacher preparation, the latter deemed significant for moral education and disci-
plining students (Croft, 1888). Therewas no doubt regarding disciplining the students
and providing them moral education, however, the methods with which to do it was
highly debated. This had also brought in light the preparation as well as selection of
quality teachers.

A large part of preparation of teachers is determined with the curriculum of the
teacher education programmes while they reflect the primary vision for not only
the teacher preparation but also the school education. Fox and Gay (1995) write
that although there are various ways in which a curriculum is defined but there
is a consensus among the curricularists regarding curriculum being a desired plan
intending a change in the students’ behaviour or learning. Therefore, “it is the plan
for instruction rather than the act of instruction itself” (Fox & Gay, 1995, p. 65). The
most tangible form of curriculum is its course content or the written syllabus, which
would be used for the purposes of present chapter.

In spite of the important role that a curriculum plays in the entire scheme of
a programme, it is more shocking than surprising that the syllabus/curriculum of
teacher education programmes did not receive sufficient attention from the point of
view of research (Denham, 1985). In India, the curriculum of teacher education is
an under researched area (Sharma & George, 2017). Therefore, the present chapter
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concerns specifically with the curriculum of B.Ed programme of theDelhi University
in the backdrop of the teacher education curriculum frameworks.

The B.Ed programme is a teacher education programme which prepares candi-
dates to teach in a secondary school. The minimum admission eligibility criterion
for B.Ed is graduation and so a graduate B.Ed candidate after passing the course is
eligible to teach in secondary school classes, that is, from VI standard to X standard
and a postgraduate B.Ed candidate after passing of the course is eligible to teach
at the higher secondary classes, that is, XI and XII standards. The duration of the
B.Ed programme was usually1 used to be one year until recently in 2015 when it
was extended to two years. This programme is offered in various centrally funded,
state-funded and privately funded institutions.

The Delhi University which has been chosen as a site of inquiry in the present
chapter is a public central university located in New Delhi (the capital city of India).
This university is one of the premium and largest universities of India which was
established in 1922byan act of the thenCentralLegislativeAssemblyofBritish India.
The decision for establishing faculty of education in Delhi University was taken after
the Central Advisory Board of Education in 1944 presented post-war educational
development report, and it proposed establishment of new teacher training institutions
both by the central and by the provincial governments. After this, the educational
plan of central government included setting up of faculty of education named as
Central Institute of Education (CIE) in Delhi. In the establishment of CIE, a special
interest has been taken by the first prime minister and first education minister of
India, Pandit Jawaharlal Nehru and Maulana Abul Kalam Azad, respectively. It was
hoped that this institution would outturn the model teachers as well as help in solving
the existing educational problems of the country. Therefore, Maulana Abul Kalam
Azad did not want to delay the running of the institution even though the building
for it was not built due to the non-availability of the building material and later due
to disturbances in Punjab and then the partition (CIE, 1957). So, CIE was started in
tents and a bungalow belonging to the university which finally was inaugurated on
December 19, 1947 by Edwina Mountbatten. CIE still is a popular institution for its
B.Ed programme and students from different places in the country come to study
B.Ed here. The B.Ed programme in Delhi University, apart from CIE, is being run
in three of its sister institutions.

Moving further, the present chapter includes the curriculum analysis of B.Ed
programme of Delhi University from the years 1981, 2010, and 2015. The 2015
presents the recent reformed curriculum of the B.Ed programme, and 2010 is the
one that was in use before. The curriculum of the year 1981 was found by sheer luck
as it is not widely available and had been helpful in comparing and contrasting the
gaps within the teacher education curriculum framework and actual curriculum, and,
locating the shifts in the curriculum of the B.Ed programme of Delhi University.
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Teacher Education Curriculum Frameworks and Policy
Recommendations

After India gained independence, the first ever commission was the University
Education Commission, set up in 1948–49. This commission while recognizing
the poor service conditions and status of the teachers in the society had recom-
mended improving both the salaries of the teachers as well as providing them better
work conditions. It stated that only those who do not find employment with any
other services join teaching and so the quality of school education suffers. It also
stated that until the school education will improve the quality of the entrants to the
university education will remain low. Therefore, it becomes essential to improve the
quality of teacher education and teachers. However, the report had simultaneously
defended the discrepancies between the pay of teachers and those in other administra-
tive services saying that teaching is a noble profession, intellectually and spiritually
satisfying and devoid of office anxieties, the privileges which people occupying posts
in other public services cannot enjoy. Therefore, while recommending an increase
in pay of the teachers, the report had also made a note that teaching should not
be compared with other public services, and hence, their salaries also should not
be comparable (University Education Commission, 1949). Moreover, while recog-
nizing that men and women teachers should be paid equally for the equal work, the
commission had refrained from giving it an women empowerment tone as it believed
that teaching is in accordancewith the nature ofwomen so they should be promoted to
take up roles such as teaching, nursing and homemanagement. Therefore, the univer-
sity education commission had althoughmade recommendations which were needed
at the time to ameliorate the condition of teachers, however, the overall approach of
it towards teaching as a profession and women teachers was not very progressive.
With regard to the curriculum of the teacher education programmes, the University
Education Commission (1949) reported that the theory papers taught at different
institutions were usually similar, but there were huge discrepancies regarding prac-
tice teaching. The theory course usually had compulsory papers on “Principles (or
Theory) of Education”, “Methods of Teaching”, “History of Education”, “School,
Management and Hygiene”. Besides these compulsory papers the students were also
to specialize in the methods of teaching of one or more paper. The rest is the practice
teaching of whose evaluation differed from institution to institution and where at one
place students were to take 60 supervised lessons in school at another, they were
not to take even 10 supervised lessons. This variation in the assessment of the prac-
tical aspect of teacher education programme has been lamented by the University
Education Commission (1949) which then suggested that equal amount of weight
and time should be given in assessing both the theoretical and practical aspects of
teaching. It also suggested that during the one year course at least twelve weeks
of practice teaching should take place. Furthermore, giving priority to the practice
teaching experience at school, the commission recommended that at least 50% of the
staff at the teacher education institution should have had a direct school experience as
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well as it was desirable that M.Ed candidates obtain few years of school experience
before joining the programme (University Education Commission, 1949).

After four years of publication of University Education Commission Report
(1949), the report of the Secondary Education Commission was released in 1953,
which like the previous report has worried over the deteriorating condition and status
of school teachers. The report expressed discontent over the recruitment of untrained
teachers in school as well as disparities between the selection and recruitment proce-
dures of teachers all over the country. Therefore, it was recommended that the policies
regarding selection and recruitment need to be uniform all over the country as well
as across different school managements (Secondary Education Commission, 1953).
Moreover, like the previous report, Secondary Education Commission (1953) has
also highlighted the importance of practical knowledge and inculcation of proper
attitudes and habits among the students, which it stated could be done through the
personal conduct and attitude of the teachers.

Similarly, after 10 years another commission known as the Education Commis-
sion (1964–66) set up which while taking cognizance of the disparate structures
in teacher education had suggested about bringing parity in the condition of both
the teachers and the teacher training institutions. Moreover, it was suggested that
the traditional methods of training teachers should be abandoned to make way for
flexibility and syncing it with the needs of the society (Indian Education Commis-
sion & Kothari, 1966). The discussions pertaining to education initiated as a result
of Education Commission (also known as Kothari Commission) culminated into
publication of National Policy on Education (1968) which had emphasized upon
the importance of teachers in successfully implementing all educational endeavours
vis-à-vis national development. Therefore, National Policy on Education stated that
teachers be provided a respectable position in the society and they should receive
satisfactory salaries and their work conditions should be adequate. Moreover, the
academic freedom of teachers to speak, write, and publish on issues of national and
international concerns should be protected (National Policy on Education, 1968).

In spite of various commissions reflecting over the concerns regarding the dete-
riorating status of teachers and the traditional ways of imparting teacher training,
the scenario did not improve much. Moreover, there were thoughts going in to
transform the school education of the country and so the national curriculum for
school education was being set up. The first national curriculum for school educa-
tion was released in 1975. After a year of its publication, the National Council for
Teacher Education (NCTE) in its annual meeting had expressed a desire to bring
reforms in the teacher education as a result of which committees were set up and
issues pertaining to teacher education was discussed. The recommendations which
emanated from these committees took the shape of the document “Teacher Educa-
tion Curriculum Framework”. This got released in 1978, and it was the first teacher
education curriculum framework. This framework criticized the existing curriculum
of teacher education for being rigid and traditional. It also noted that in order to
make education a transforming agent the current practices need to be discontinued.
This framework suggested that a number of courses should be developed in teacher
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education for the programme “education as a discipline” and “education as a peda-
gogy” separately. Besides, it also suggested introducing semester system,making the
system flexible, making evaluation completely internal and research methods as an
integral component of the teacher education. It also envisioned the role of a teacher
that of a social transformer, a guide, a follower, and a leader (National Council of
Educational Research and Training, 1978).

Even after having the teacher education curriculum framework and advising over-
haul in the teacher education system, much does not seem to change. The National
Policy on Education in 1986 and its subsequent review in 1990 have showed that the
teacher education is still marred with similar problems. It still was using traditional
methodology to train the candidates, there was no interest in developing the affective
domain and inculcation of values in teachers and the given practicum was inade-
quate. The report envisaged removing the abovementioned defects in the teacher
education and it has simultaneously recommended preparing teachers for the new
thrusts in education such as, education for the differently abled children, activity-
based teaching–learning, continuous and comprehensive evaluation, and scientific
methods of obtaining knowledge. The recommendations of the National Education
Policy to integrate the new thrusts in teacher training also got reflected in the NCTE’s
annual meeting (National Council of Educational Research and Training, 1988). This
is the same year when the second curriculum framework for teacher education got
released in 1988 (this document could not be found though).

In 1993, NCTE was made a statutory body by an Act of Parliament and so it got
established in 1995. In 1998, the third curriculum framework for teacher education
was published by NCTE titled “Curriculum Framework for Quality Teacher Educa-
tion”. Like previous policies and curriculum frameworks, this framework has also
lamented that the teacher preparation is still traditional, the balance between theory
and practical is inadequate, and there are gaps between the methods advocated and
methods employed in the teacher training institutes (Khosla, 1998).Nevertheless, this
framework has expanded upon the previous curriculum frameworks and included the
areas on alternative system of education, physical education and education of chil-
drenwith special needs. The framework also recommended expansion in the duration
of the teacher preparation to two years at both primary and secondary levels. A new
feature of “pedagogical analysis of teaching subjects” has been added into the given
outline for course content (Khosla, 1998). It recommended several measures some
of which include maintaining a link between institutions of higher learning and
teacher education institutions, designing curriculum so as to maintain a continuity
between the pre-service and in-service teacher education, preparing teachers to use
culture-specific pedagogy, enabling teachers to actively cater to the community needs
and making research and innovation an integral part of the teacher education at all
stages. The framework also insisted on replacing the educational practices borrowed
from different parts of the world with that of the indigenous ideas and thinkers.
It also suggested a separate programme of teacher preparation at senior secondary
which will include two courses: one for academic stream and other for vocational
stream. Moreover, the framework recommended encouraging the teachers to realize
the constitutional goals and inculcate values among the students.
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After two years of the release of the teacher education curriculum framework in
1998, the school education curriculum framework was published in 2000. In order to
direct the teacher education in sync with the new ideas put into the school education
curriculum framework, the document of teacher education curriculum framework
was released in 2004. The prime motive with which the committees for framing
up of curriculum for teacher education set-up was to turn the existing institutions
of teacher education into quality institutions. During this time, the areas of work
education, vocational education, education of children with special needs as well
as new techniques and technology were getting focus in education. The underlined
idea of education as was manifested through the document was to achieve social
cohesion, communal harmony, national integration, and establishment of peace. The
teacherswere sought to beprepared to integrate indigenous knowledge, to use culture-
specific pedagogy, to inculcate values among children, and to establish links with
the parents and the community. Moreover, this framework specifically mentioned
about appreciating the impact of changes in society due to liberalization, privatiza-
tion, and globalization. It has looked at the child as a constructor of his/her knowl-
edge and thus has used the term “child-centred” (National Council of Educational
Research and Training, 2004). Furthermore, this framework like previous frame-
works and reports has recommended on substituting theory dominated methodology
with practical approaches to bring a balance, to extend the duration of internship and
to encourage the students to make use of action research.

The vision for school education was changing at a faster pace and so new frame-
works for school educationwere getting devised. One such curriculum framework for
school education was formulated in 2005. Along with suggesting changes in school
curriculum, it also listed few problems in teacher education. Some of such problems
as has been identified were discrepancy between the theory and practice and non-
availability of criterion to asses pupils’ dispositions, habits and attitudes (National
Council for Teacher Education, 2009; National Council of Educational Research
and Training, 2005). It has also suggested that the teacher educators are the weakest
links in the entire teacher education system. Post this in 2009, the “Right of Chil-
dren to Free and Compulsory Education” got enacted. Both the National Curriculum
Framework (2005) and Right of Children to Free and Compulsory Education had
pushed for reform in the teacher education. Therefore, in 2009, the fifth and the latest
curriculum framework for teacher education got formulated. This framework enlisted
some of its immediate concerns in teacher education as inclusive education, gender
concerns, information and communication technology (ICT) and e-learning, commu-
nity knowledge and equitable and sustainable development. It advocated bringing
humane and constitutional values to the core of the teacher education and highlighted
preparation of teachers as reflective practitioners.

So, all of the policies and the teacher education curriculum frameworks have
lamented the poor condition, salaries and status of teachers in the society. Simul-
taneously, they all have suggested some measures to improve the situation, some
among which include removing the isolation of teacher training institutions and
linking them with the other institutions of higher education, improving salaries and
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work conditions of teachers, bringing uniformity in admission and recruitment crite-
rion of teachers, and bringing parity between the women and men teachers in terms
of their pay. These suggested measures have almost been fulfilled except removing
insularity of the teacher training institutions2; yet, the status of the teachers in the
society is not uplifted. Moreover, some of the suggestions mainly those given in the
teacher education curriculum frameworks have focused on revamping the teacher
education through changing the traditional methods of imparting the teacher educa-
tion, removing the gap between methods advocated and methods employed, making
a proper balance between theory and practicum, adequate practice teaching, avail-
ability of sufficient tools to assess the dispositions, habits and attitudes of pupils,
preparing teachers to become reflective practitioners and making research an inte-
gral part of the teacher education at all stages. Whether these suggestions to reform
the teacher educationmake its way into the actual curriculumof the teacher education
programme is examined in the next section.

Implementation of National Curriculum Frameworks
for Teacher Education

The different curriculum frameworks on teacher education since 1978 have although
emphasized upon some of the common problems in teacher education as already been
discussed here, but there also have been noted shifts in these as has been observed by
Pandey (2011) with regard to the weightage given to the practicum, issues of real-life
problems, change in the structure and titles of the core papers. Whether the same has
been observed in the actual curriculum of teacher education of Delhi University is a
query this section tries to understand.

Foremost, the first curriculum framework on teacher education in 1978 has recom-
mended that there shall be two different programmes for preparing teachers at the
secondary level; first is one year professional education after graduation, and second
is four-year integrated programme after higher secondary. While the first kind of
programme already existed, the second kind of four-year integrated programmenever
came to exist except those which were taught in regional colleges of education in
India. Secondly, the framework of 1978 has advised that education should either
be made a social science discipline or an independent discipline, development of
courses to cater to a discipline-oriented teacher education and task oriented teacher
education programme, introducing semester system, making evaluation completely
internal and making research an integral part of the entire teacher education. None
of these suggested measures were implemented in the B.Ed curriculum of 1981–82.
In this curriculum, annual system is followed, evaluation is not internal completely,
and research does not become a part of the teacher education at least at this stage.
Moreover, the proportion of weightage given to the theory and practicum areas as
suggested in the framework does not get reflected in the B.Ed curriculum of Delhi
University (1981–82). Furthermore, there is no paper on “teacher and education in
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the emerging Indian society” as has been envisaged in the framework as well as
there is no section on “working with community” for which a special committee was
formulated prior to release of the framework (1978). The focus in this curriculumwas
still on the methods and techniques of teaching a subject and the course of studies for
core papers were very briefly and abruptly described. Moreover, minimal attention
is given towards the attitudinal and inculcation of values among students. Further-
more, the teacher education curriculum framework 1978 stated that teachers should
be prepared to be leaders, social transformers, and socially sensitive. However, the
given course of studies of 1981 does not emphasize any of these. The syllabus does
not even mention anything about the kind of roles that teachers are to be prepared for.
For example, it writes words and phrases like “The Geography Teacher—his qual-
ities and outlook on training and education”, “The Civics Teacher—Knowledge,
outlook, and skills”. But it does not talk about what those qualities, outlook or skills
are supposed to be. Therefore, the B.Ed curriculum of Delhi University of 1981–82
does not reflect the suggestions and recommendations made in the teacher education
curriculum framework of 1978.

Similarly, the teacher education curriculum framework of 1998 has provided a
number of recommendations. For example, it recommended an expansion in the
duration of the teacher education programme to two years, which did not get imple-
mented until recently in 2015.3 It has also included the features of special educa-
tion, education of alternative systems, pedagogical analysis of school subjects,
maintaining a balance between theory and practice,4 removing the discrepancy
between methods advocated and methods employed, using culture-specific peda-
gogy, enabling teachers to actively respond to the community needs and, making
research an integral component of the teacher education. However, on looking up the
curriculum of the B.Ed programme of Delhi University of 2010, it was found that
it largely was the same curriculum to that of 1981–82 with minor changes. Most of
the papers in 2010 were ditto from the 1981–82, only there have been changes in the
number of papers in the category of “Methodology of Teaching” and “Compulsory
Elective” papers. Although some of the new papers have been introduced in these
categories, but some of these followed the traditional patterns and content while
some others actually showed new thrusts that were been given in the curriculum
frameworks of the teacher education. However, the papers which were developed
on the basis of emerging needs and trends were very few in number. Even after the
time lapse of 30 years and a plethora of recommendations given in 1998 curriculum
framework, 2004 curriculum framework and 2009 curriculum framework, it appears
strange that the theory papers and practicum in 2010 carried the same weightage
as it carried in 1981–82. Even the titles and structures of the papers were same.
Research and community work failed to become the part of the curriculum in spite of
every other document suggesting otherwise. Even the pedagogical analysis of school
subjects as was suggested in the curriculum framework of 1998 has not been added
in the old teaching methodology papers. Similarly, the feature of alternative systems
of education did not get reflected in this curriculum as opposed to the curriculum
framework. The lethargy of bringing changes in the teacher education curriculum
becomes more apparent when the list of colleges offering B.Ed programme in Delhi
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University remained same even after there has been an addition in the list 14 years
prior to the release of 2010 curriculum. All of this happens in spite of the direc-
tion by the National Knowledge Commission to the University Grants Commission
(UGC) that the “departments that do not update their syllabus for the two consecutive
years shall be asked to provide a justification” (as cited in Sharma & George, 2017,
p.43).5 There is no answer as to why the direction made by the National Knowledge
Commission was not adhered. This then also leads to the role of the UGC in making
the teacher education departments accountable for being stagnant for such a long
period of time.

Finally, in 2015, after the recommendations of the teacher education curriculum
framework 2009 and Justice Verma Commission 2012, the duration of the B.Ed
programme was extended from one year to two years. Therefore, the curriculum
of the teacher education programme had to be completely revamped following the
guidelines of the teacher education curriculum framework of 2009. This curriculum
has integrated epistemological concerns of the disciplines as was envisaged in the
curriculum framework. Furthermore, it has included the gender concerns, inclusive
education, constructivism and has focused on the constitutional values and values
of peace. However, the larger focus of the curriculum was still on the teaching–
learning processes related to understanding of child-childhood and the concerns for
preparing a humane teacher which has been stressed equally in the teacher education
curriculum framework 2009 seemed to be sidelined. This curriculum seemed to be
progressive in comparison with the previous curriculums of the teacher education
programme. It also seemed tobe largely basedon the recommendations of the national
curriculum framework of teacher education 2009; however, the actual curriculum
still have missed some points which have been repeated over a long period of time.
One of those concerns is with regard to making research an integral component
of the teacher education programmes. The B.Ed curriculum of the 2015 does not
specifically mention anything about conducting a research project as part of the
programme. Moreover, the curriculum does not mention anything about conducting
a project or discussion on reservation6 policy as opposed to the teacher education
curriculum framework 2009 recommending about it. Furthermore, there have been
no conscious effort to evaluate the dispositions, habits and attitudes of the teacher
candidates as has been recommended in the framework. One of the best thing that
happened in the teacher education system of the country as per the recommendations
provided for the last 50 years was expanding the duration of the teacher education
programme and giving sufficient time for the practice teaching (however, there have
been doubts among the educationists, researchers, educators and practitioners about
the efficacy of this current arrangement in the teacher education programme).

Conclusion

It is seen that after India gained independence various attempts were made to bring
reforms in the teacher education of the country, be it the structural reforms or at the
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level of the curriculum. A big step towards improving the quality of the teacher
education programmes through curriculum was taken by initiating the publica-
tion of teacher education curriculum frameworks in almost every ten years. These
curriculum frameworks along with the policies on teacher education gave some of
the common recommendations over a period of time. Some such recommendations
included getting rid of traditional methods of teaching, making a balance between
theory and practicum, providing sufficient school teaching practice to the candi-
dates, removing the gap between the theory and practice, removing the discrepancy
between the methods employed and methods advocated by the teacher educators,
making research an integral component of teacher education, emphasizing on atti-
tudinal domain along with the cognitive and inculcation of values. The repetition
of these recommendations over a long period of time is in itself an indicator that
the suggested measures were not getting implemented in spite of the felt need. This
became more apparent after actual curriculums of the B.Ed programme from Delhi
University have been analysed in this chapter.

The substantial changes in the actual curriculum of B.Ed programme of Delhi
University starting from 1981 did not happen until 2015. Moreover, most of the
changes which appeared in the previous curriculums such as that of 2010 seemed
superficial, and they were actually in sync with the old ideas (Morgan, 2008). In
2015, one year teacher education programme was expanded to two years and so
the reform in the curriculum of teacher education sort of became mandatory. The
lethargic or no changes in the actual curriculums of teacher education programme
for decades in spite of having policy recommendations, school education curriculum
framework, and teacher education curriculum framework is not only reflective of the
weak relationship between the social development and the actual academic progress
(Lee, as cited inMorgan, 2008) but is alsoworthyof raisingquestions on the education
system of the country and its administration.

There have been ample evidences that teacher education is intrinsically linked
with the school education. Therefore, both of these need to go hand in hand. Hence,
this chapter reveals that in spite of having changes in national imagination for teacher
education, the same has not been resulting into the changes in the actual scenario.
This becomes one of many reasons for stagnancy not into the teacher education of
the country but also the school education. If a teacher is not prepared according to the
emerging needs of the society as well as the school education, it would be becoming
overambitious to demand changes or reforms in the society through the mode of
education.

This also shows that there is hardly any attention given to analysing the actual
curriculums of either teacher education and school education. Lack of research in this
area also indicates towards the complacency of the educationists with the national
level reforms. The teacher education departments were not held accountable for not
updating their syllabus even after having guidelines for doing the same. Therefore,
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the need of the hour as it appears is to constantly check whether the policy recom-
mendations get implemented at the ground level and to have a system of making the
teacher education departments accountable for implementation of the given recom-
mendations. Otherwise, if the changes at the ground level occur at its current pace,
such as 30 years for any substantial changes (as shown in this chapter) to happen, the
educational policies will be a waste and educational change an unachievable dream.

Notes

1. Four regional colleges of India established in the four regions of the country,
named as RIE (Regional Institutes of Education) offered four year inte-
grated B.Ed programme leading to the degree like, B.Tech.Ed, B.Sc.B.Ed and
B.A.B.Ed.

2. The recent National Education Policy (2020) has advocated measures to bring
in the teacher education within the fold of the institutions of higher education.

3. The expansion in the duration of the teacher education programme was a result
of the recommendations made in the teacher education curriculum framework
2009 and justice verma commission 2012.

4. It was deemed that the weightage given to practicum is still not sufficient.
5. The National Knowledge Commission got suspended in 2014.
6. Reservation policy in India is an affirmative action meant to reserve certain

number of seats in the education, job and politics for the historically marginal-
ized groups of people.
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Chapter 10
Teacher Education Research
and Development in Indonesia:
Preparing Educators
for the Twenty-First Century

Bambang Apriady Loeneto, Zahra Alwi, Ernalida Ernalida,
Eryansyah Eryansyah, and Santi Oktarina

Abstract This chapter aims to describemain problems in Indonesian context related
to the educational research on teachers’ teaching ability and their low profession-
alism related to competence and professionalism, theoretical review on educational
research approach, teaching profession in the twenty-first century, teacher profes-
sionalism development and strategy, professional teachers in the era of Industrial
Revolution 4.0, government efforts to improve teacher professionalism by giving an
example of PPG program (Pendidikan Profesi Guru—Teacher Professional Educa-
tion), classroom action research conducted by the PPG participants. The CAR is
an activity carried out by the PPG participants in order to improve their teaching
competency. The government’s efforts to continue to develop the teaching profes-
sion as a strong and respected profession can be seen from the issuance of Govern-
ment Regulation No. 14 of 2005 concerning teachers and lecturers who seek to
develop the teaching profession through legal protection. Other efforts made by
the government are the certification program, and the establishment of the Pusat
Kerja Guru—Teacher Activity Center (PKG), Musyawarah Guru Mata Pelajaran—
Subject TeacherConference (MGMP), andKelompok Kerja Guru—TeacherWorking
Group (KKG).Teachers in the twenty-first century are facingmore complex and diffi-
cult challenges of their works, for example, an increasing diversity of students and
parents, a higher demands of education quality, the higher standard of teaching and
learning process and outcomes, etc. Looking back to the previous era, a professional
teacher today should have a wider range of teaching competencies, such as teaching
and managing class effectively; building, developing, and managing the relationship
with students and school community; using technology for more effective commu-
nication and instruction; and also becoming a continuous professional learner to
adjust himself/herself to the rapid changes and demands of his or her school envi-
ronment. Consequently, teachers need an effective teaching development to provide
helps and support for their professional development. Through CAR, teachers can
conduct research on the actual problems they face for the subjects they teach.Teachers
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can immediately take actions to improve or improve learning practices that are less
successful in order to become better and more effective in their future teaching and
learning in the classroom.

Keywords Teacher · Teacher development · Teaching competency · Teacher
professionalism · PPG program · Classroom action research

Introduction

In an effort to develop national education in Indonesia, teachers are verymuch needed
in a guaranteed quality standard of competence and professionalism. To achieve
the number of professional teachers who can drive dynamics progress in national
education requires a guidance process sustainable, right-on target, and effective.
Process towards this professional teacher needs to be supported by all elements
related to the teacher. In otherwords, the Indonesian teachersmust have the necessary
talent, interest, zeal, idealism, commitment, faith, piety, and a noble character. For
teachers to be able to develop these attributes, they must undergo formal teacher
education before they are certified as qualified teachers.

In line with government policy, the Regulation of the Government of Republic of
Indonesia No. 14 of 2005, Article 7, mandated that the empowerment of the teaching
profession be carried out through self-development that is carried out in a demo-
cratic, just, non-discriminatory manner, and sustainable by upholding human rights,
religious values, cultural values, national pluralism, and professional code of ethics.
Besides, obeying Article 20, in carrying out professional duties, teachers are obliged
to improve and develop academic qualifications and competencies sustainable in line
with the development of science, technology, and art. Keeping inmind theweight and
complexity of building education, it is very important to make efforts to encourage
and empower educators to bemore professional. This is to emphasize that for making
efforts to build education strong and able to continue making improvements towards
a higher quality.

The professionalism of teachers and education personnel is still inadequate espe-
cially in terms of scientific fields. For instance, a biology teacher can teach chemistry
or physics subjects. Or social studies teachers can teach Indonesian. Quality and the
professionalism of teachers is not yet in line with expectations. Many of them are
not of high quality and convey the wrong material so they are less able to provide
true education quality. The teaching skills of the teachers in Indonesia from several
studies are still questionable, such as reported by Loeneto et al. (2019) their meta
knowledge (referring to the skills of problem-solving, critical thinking, communi-
cation and collaboration, and creativity and innovation) show on the average only
49.85% of the teachers applied the skills.

Meanwhile, the assessment carried out by the Chairman of the Executive Board of
the Indonesian Teachers Association (PB PGRI) shows the unsatisfactory results of
UKG (Teacher Competency sTest) as follows: in 2015, the national average score for
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kindergarten teachers was 43.74 points. Primary school teachers had 40.14 points,
junior high school teachers 44.14 points, and senior high school teachers 45.38 points.
In other words, the recruited teachers were 50% less than the expected standard
results. Furthermore, until the 2017 UKG, the average score did not yet reach 70
points. Still in 2020, the national average of UKG score was below the standard.

Director General of Teachers and Education Personnel of the Ministry of Educa-
tion and Culture stated that so far the government has only had a portrait of the
Teacher Competency Test (UKG) for 1.6 million teachers. The minimal passing
score for UKG test was 66 (scale of 1–100). Pathetically, there were only 192 people
whose competence was above 90, meaning that it was only 8.33% achieving the
required standard competency of the teachers.

According to Supranata, the average UKG score was 4.7. In 2018, the strategic
plan target was an average UKG score of 5.5. Later in 2019, the average teacher
competency would be expected to be 8.0.

Educational Research on Teachers’ Teaching Ability
and Their Low Professionalism

In Indonesia, education is the right of every citizen. Carrying out education is one
of the state’s services to its citizens (a public service obligation), aiming to educate
them. Education is an important thing that must be considered by the state.

Education is a formal way by the state to educate citizens, so that compet-
itive human resources will be produced. The educational process will produce
intellectuals, politicians, scientists, statesmen, teachers, and other professions.

Equality problems can occur due to the lack of coordination between the central
governments and regional governments, even in remote areas. This has resulted in
disconnection of communication between the central government and the regions.

In addition, the problem of equitable education also occurs due to the lack of
power of an educational institution to carry out the educational process, and this
could have happened if the education controls carried out by the central and regional
governments did not reach remote areas.

In Indonesia, to be professional a teacher must have four competency standards
stipulated by the Regulation of the Republic of Indonesia Number 14 of 2005
concerning Teachers and Lecturers (hereinafter abbreviated to PP No. 14 of 2005)
in Chapter IV Article 8.

1. Professional competence, namely the ability of a teacher to carry out matters
related to professionalism which can be seen in his ability to develop respon-
sibility, carries out roles well, strives to achieve educational goals, and carries
out his role in classroom learning.

2. Pedagogic competence is to master and understand character and identify the
potential and learning difficulties of students. Teachers must also be able to
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develop curricula in order to create attractive learning designs and utilize
technology and information for educational purposes.

3. Social competence, namely the ability of teachers to interact with students,
parents, colleagues, and the environment, either directly or indirectly.

4. Personality competence, namely the ability to model a positive attitude.

Students have a desire to make it easier for them to understand the lesson. To
achieve this successfully, a professional teacher can do it if she/he is able to involve
students in the learning process, be able to treat them fairly and be able to distinguish
the differences between each student, able to master the field of knowledge being
taught, and relate it to other subjects and relate it to the real world, able to create,
enrich, and adapt teaching methods that are of interest to students, and finally able
to combine personality competence and social competence.

Another study by Rahma et al. (2020) indicated that teachers’ perception of ICT
use in teaching and learning process was positively good and it claimed to help
both the teachers and students to learn easily since the material is easily accessed
through the Internet. In addition, the problems faced by the teachers and students in
using the ICT in the classroom showing that while they believed that ICT could bring
positive impact on teaching and learning process, there was an insufficient number of
computers provided by the school. Somehow, the number of computers was limited.
Many of them had no personal computers. Thus, if they needed the computers, they
had to go to the ICT Laboratory. The trainings and workshops were only burdened
to the senior teachers.

Mulyasa (2007) state that teacher professionalism in Indonesia is still very low, this
is because there has been no change in teaching patterns and conventional systems
to the competency system and high teacher workloads, and there are still many
teachers who have not conducted classroom action research. A study by Syaidah
et al. (2018) on teachers’ pedagogical competence and professional competence
showed that teacher competence provides a contribution proportion of 80.2% to
learning outcomes. In other words, successful students learning results quite depend
on teacher competence.

Research in the Field of Education

Educational research refers to the systematic collection and analysis of data related
to the field of education. Lodico et al. (2010), and Anderson et al. (1998) point out
that “research may involve a variety of methods and various aspects of education
including policy, principal leadership, infrastructure, and the learning process. The
most important thing policy, especially the one that applies nationally: the curriculum
and national examinations. Other important things to take into account comprise
teacher distribution and recruitment policies as well as student learning, teaching
methods, teacher training, and classroom dynamics”.
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Educational researchers generally agree that “research should be rigorous and
systematic (Anderson et al. 1998)”. Yet, according to Lodico et al. (2010), Lodico
et al. (2010), Kincheloe (2004), there is less agreement about specific standards,
criteria, and research procedures. Many educational researchers possibly apply
various disciplines such as psychology, sociology, anthropology, and philosophy
(Lodico et al., 2010; Yates, 2004). Furthermore, Yates (2004) and Kincheloe (2004)
point out that methods may be obtained from a range of disciplines. Still, according
to Yates (2004), “conclusions taken from an individual research studymay be limited
by the characteristics of the participants who were studied and the conditions under
which the study was conducted”.

There is no single “correct” way of conducting research in the field of education.
Anderson et al. (1998) outlined ten aspects of educational research as follows: such
as.

(1) “Educational research attempts to solve a problem.
(2) Research involves gathering new data from primary or first-hand sources or

using existing data for a new purpose.
(3) Research is based upon observable experience or empirical evidence.
(4) Research demands accurate observation and description.
(5) Research generally employs carefully designed procedures and rigorous

analysis.
(6) Research emphasizes the development of generalizations, principles, or

theories that will help in understanding, prediction, and/or control.
(7) Research requires expertise—familiarity with the field; competence in

methodology; and technical skill in collecting and analysing the data.
(8) Research attempts to find an objective and unbiased solution to the problem

and takes great pains to validate the procedures employed.
(9) Research is a deliberate and unhurried activity which is directional but often

refines the problem or questions as the research progresses.
(10) Research is carefully recorded and reported to other persons interested in the

problem”.

Approaches

Different purposes affect the nature of the respective research. There are different
approaches—basic approach referred to as an academic research approach and
applied approach referred to a contract research approach as pointed out by Lodico
et al. (2010) and Anderson et al. (1998). In addition, basic or academic research
focusses on the search for truth, meaning it concerns with the development of
educational theory. The researchers design studies that can test, refine, modify, or
develop theories. In general, they are affiliated with an academic institution and are
performing this research as part of their graduate or doctoral work.
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Teaching Profession in the Twenty-First Century

In the era of the Industrial Revolution 4.0, there is an increase in professionalism
regarding the attitudes and commitment of teachers to always improve their quality
to have competence in lines with the times. Besides, the main task of the teachers is
to educate, teach, guide, direct, train, assess, and evaluate each student. Therefore,
the teaching profession is very important.

The Indonesian Ministry of Education and Culture (Kemendikbud) stated that
professionalism for a teacher is a necessity that must be fulfilled and used as the
main guide in teaching at any level and educational unit. The professionalism of a
teacher is also inseparable from fulfilling the competency standard requirements that
have been regulated in regulations including the Regulation of Ministry of National
Education Number 16 of 2007. To put in a different way, teachers are given the
opportunity to develop their potential with students. Therefore, there is a demand for
literacy programs in schools which are developed for students as well as an effort to
improve teacher professionalism over time.

With the existence of this literacy program, the community labelling of schools
such as superior schools or luxury schools and so on which refer to certain schools
does not become an obstacle for teachers in strengthening their professionalism with
certain patterns.

In fact, the Ministry of Education and Culture is currently developing a teacher
competency model so that educators have strong knowledge content in learning.
Moreover, in future, continuous professional development will be implemented
which requires teachers to continue to improve their abilities and must not stop at
certain professional or achievement limits. Teachersmust always develop their poten-
tial, act as active learners, then be active in the community, and actively collaborate
and share information.

In the twenty-first century, teacher work is a complex and difficult job in line with
the large and rapid changes in the school environment that are driven by advances in
science and technology, changing demographics, globalization, and the environment.
Teacher competence in the twenty-first century, professional teachers are no longer
just teachers who are able to teach well but teachers who are able to become learners
and agents of school change, and are also able to establish and develop relationships
to improve the quality of learning in their schools.

In the twenty-first century, humans experience the development of science in all
fields. One of the most prominent is the field of information and communication.
This seems to make the world have more time because all information from around
the world can be accessed instantly and quickly by anyone, anywhere. On the other
hand, in the twenty-first century, the problems faced by humans are increasingly
complex, such as global warming, global economic crisis, terrorism, racism, drug
abuse, human trafficking, low multicultural awareness, gaps in the quality of educa-
tion, not to mention the pandemic of 2019 coronavirus disease. This era is also
marked by increasingly intense competition in various fields between countries and
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between nations. All of these things indicate that in the twenty-first century, thor-
ough preparation and solid both concept and application are needed to form superior
human resources. For this reason, educational institutions and teachers as the most
dominant elements have a significant role in efforts to improve human resources in
the twenty-first century.

The teacher paradigm from professional teaching has turned into professional
learning, meaning that teachers are not just teaching but also continuously learning
(continuous professional learning). Teachers are reflective practitioners who are a
key part of evaluating teacher performance in many countries. Reflection starts
from describing experiences, understanding and feeling the situation, evaluating
and analysing, coming to conclusions, and formulating action plans. Teachers must
be able to recognize gaps in their competence as material for compiling self-
development plans and undertaking independent learning. Independent learning is
an active learning activity, driven by motivation to master competencies and built
with the knowledge that is owned. Independent learning has 3 dimensions, namely
a social dimension, a pedagogical dimension, and a psychological dimension. Inde-
pendent learning is done in a way: (1) diligent, continuous, and non-stop, (2) consis-
tent, steady, disciplined, and unreasonable, (3) planned and competency-oriented,
(4) focussed on achieving goals, (5) innovative or using new methods, (6) there
is a clear follow-up, and (8) it is carried out throughout life. Skills in independent
learning contain three main concepts, namely: (a) independent learning, (b) indepen-
dence, and (c) psychological control. Independent learning can transform a teacher’s
self-culture and become part of continuous professional development.

A study by Aminullah et al. (2019) shows that the attitudes of the teachers
towards the use of ICT in the process of teaching and learning English were positive.
However, some of them still faced many problems such as lack of ICT equipment,
lack of competency, and also unsupported regulation from the institution. This study
indicated that in line with the development of technology, particularly ICT, though
the study results showed that the teachers had positive attitude towards ICT use,
the teachers and schools had problems in applying technology in their classrooms
and schools. These constraints came from the institutions or schools—lack of ICT
facility and also from the teachers themselves—not understanding how to operate
ICT devices properly. Their schools did not have an ideal regulations towards the use
of ICT, especially for English subject, and some schools also did not have enough
ICT, while some teachers lack knowledge of ICT necessarily needed in their teaching
and learning process in the classrooms.

The challenges of education in the twenty-first century are getting tougher. This
requires increasing professionalism regarding the mental attitude and commitment
of teachers, especially to improve quality so that they have competencies that are in
line with the times.

This above matter is related to the Industrial Revolution 4.0 which has penetrated
all sectors. So, it must be addressed wisely because it has fundamentally changed
human civilization. Professional teachers will be able to take advantage of advances
in information technology, to improve the quality of the teaching and learning process
in order to prepare superior human resources.
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The task of teachers as educators is to gradually but firmly establish the basic
values of character development of students in their lives, including the use of
advances in information technology wisely and as an inspiration for their students.

A study by Loeneto et al. (2019) shows that the proficiency of teachers of English
in using computers in the teaching and learning process and proficiency of students
in using computers in their learning process fall in the categories of novice or
moderate users of computer literacy. Half of the majority of the teacher respon-
dents recorded their classroom observation and any inappropriate code of conduct.
The remaining teacher respondents stated that in doing these tasks they considered
themselves belonging to the novice or moderate or level of proficiency. More than
half of the teachers stated that they were in the moderate and expert level of profi-
ciency in doing the tasks of monitoring students’ achievement data, students’ grades,
preparing classroom evaluations, and searching sources of the curriculum. Forty-two
per cent to sixty-three point three of the responding teachers stated they were at the
moderate or expert level of proficiency in preparing school scheduling template,
curriculum, graphs, and charts.

To prepare student teachers to develop their skills and knowledge they do require is
not an easy effort since in future these skills and knowledge are not always the same.
According to Schleicher (2018), the teachers face difficulty. Challenges of twenty-
first century require teachers to be passionate, compassionate, and thoughtful so that
they will feel valued and included in a collaborative learning environment.

Teacher Professional Development

Educators or teachers as the main agents in the development of national education
are required to have quality standards of competence and professionalism. Profes-
sional teachers are not yet sufficient enough so that it needs a process to move the
dynamics of national education progress continuously, on target, and effectively
(Dasuki, 2010). This process requires support from all parties related to teachers in
order to successfully meet the needs of professional teachers.

Enactment of the policy of Regulation No. 14 of 2005 Article 7 is one of the
government’s efforts in realizing teacher professionalism stipulating that the empow-
erment of the teaching profession is carried out through self-development carried out
in a democratic, fair, non-discriminatory, and sustainable manner to uphold human
rights, religious values, cultural values, national pluralism, and professional code of
ethics (Dasuki, 2010). Article 20 concerning professional duties states that teachers
are obliged to improve and develop academic qualifications and competencies on
an ongoing basis in line with the development of science and technology (Dasuki,
2010).

Thepolicy is intended to empower and improve thequality of teachers in a planned,
directed, and sustainablemanner so that the teachingprofessionneeds to bedeveloped
as a profession that is prosperous, dignified, and protected (Komara, 2016). Teachers
can professionally carry out their duties safely because these policies are the basis
for teachers to take steps to develop their professionalism as educational agents.
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Teacher Professional Development

Teacher professional development is a process of activities in order to adjust the
professional abilities of teachers to the demands of education and teaching. The
development of the teaching profession in the educational environment is directed
at professional quality, objective performance appraisal, transparency and account-
ability, as well as motivating to improve performance and achievement (Putri &
Imaniyati, 2017). Professional development of teachers as part of improving the
teacher competence quality is expected that teachers have to have the expertise,
skills, or skills that meet certain quality standards or norms.

Professional development is the teachers’ activity in the practice of science and
knowledge, technology, and skills to improve quality, both for the teaching and
learning process and the professionalism of other education personnel. Further, Putri
and Imaniyati (2017) point out that professional development is a personal improve-
ment made by a person to achieve a professional plan. In other words, profession is
an ordinary position or job as is the case with other jobs. Therefore, the development
of the teaching profession is an important thing to pay attention to in order to antic-
ipate changes and the large demands on the teaching profession which are mainly
emphasized on the mastery of science. Professional development can be defined as
a long career process in which educators perfect their teaching to meet the needs of
students (Maggioli, 2004).

As a result, teacher professional development has to be carried out repeatedly
without any interruption as a step to stimulate, maintain, and improve teacher compe-
tence in solving educational and learning problems so as tomeet student needs. It is in
line with what Dasuki (2010) argues that the development of the teaching profession
is also an absolute requirement for the progress of the nation in order to encourage
the improvement of the quality of education.

Legal Basis for Teacher Professional Development

One form of the government’s efforts to continue to develop the teaching profession
as a strong and respected profession in line with other professions is by establishing
the Regulation No. 14 of 2005 on Teachers and Lecturers which describes how
the government tries to develop the teaching profession through legal protection
with certain standards which are expected to encourage professional development of
educators (Darmawan, 2020; Dasuki, 2010; Komara, 2016; Matnuh, 2017).

Legal protection is needed especially in away that relates to society so that the civil
effect of the teaching profession gets adequate recognition (Dasuki, 2010). This does
not necessarily guarantee the development of the teaching profession individually,
because in the individual context, the ability to develop oneself is the most important
thing that needs to be done, and it can strengthen the teaching profession (Komara,
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2016). Consequently, efforts to continue to empower them are a must so that the
self-development abilities of teachers are increasing.

Dasuki (2010) clearly states that legal protection is important but self-development
is more important and strategic in professional development efforts based on several
reasons, among others, legal protection is important in creating basic conditions
for strengthening the teaching profession, but it cannot make the substance of the
professional development of educators automatic, legal protection can provide legal
power to teachers, but it will be difficult to grow the teaching profession in carrying
out the roles and duties in the field of education, and self-development can make
the teaching profession aware and continue to empower itself in improving abilities
related to its roles and duties in the field of education. Therefore, teachers must
continue to strive to develop themselves so that in carrying out their roles and duties
they can make a significant contribution in efforts to improve the quality of human
resources for the benefit of developing an advanced and moral nation in accordance
with the goals of national education.

The legal basis for the development of the teaching profession consists of various
policies that have been ratified by law and by ministerial regulations. First, the Regu-
lation Number 14 of 2005 concerning Teachers and Lecturers in article 5 paragraph
1 regarding the profession of teachers and lecturers as part of a special field of work
requires the following professional principles that the teachers and lecturers:

(1) Have talents, interests, vocation and idealism,
(2) Have educational qualifications and educational background in accordance

with their field of work,
(3) Have the necessary competencies in accordance with their field of work,
(4) Adhere to professional code of ethics,
(5) Have rights and obligations in carrying out their duties,
(6) Earn a determined income in accordance with his work performance,
(7) Have the opportunity to develop their profession in a sustainable manner, and
(8) Obtain legal protection in carrying out their professional duties, and
(9) Have a professional organization that is a legal entity.

Second, the Government Regulation Number 74 of 2008 concerning teachers in
Articles 46, 47, and 49 regarding teacher professional development stipulates that

(a) Article 46 stating that teachers have the opportunity to develop and improve
their academic qualifications and competencies, as well as obtain training and
professional development in their fields,

(b) Article 47 paragraph 2 stating that teachers who have met the qualifications
of undergraduate or Diploma IV graduates can develop and improve academic
qualifications higher than those specified,

(c) Article 47 paragraph 5 stating that the government and/or local government
shall provide a budget for the development and improvement of academic
qualifications and competencies, and

(d) Article 49 stating that the development and improvement of the academic qual-
ifications, competence, and professionalism of teachers by in-service teachers
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as referred to in Articles 46 and 47 is carried out while continuing to carry out
their duties.

Third, the Regulation of the Minister of National Education Number 16 of 2007
concerning standards of academic qualifications and teacher competence and the
Government Regulation of the Republic of Indonesia Number 19 of 2005 concerning
national education standards stipulate that each teacher has different academic qual-
ifications for each education level and must master the four competencies that have
been determined in order to improve teacher professionalism.

Fourth, according to the Regulation of the Republic of Indonesia Number 20 of
2003 concerning the National Education System regarding the development of the
teaching profession as follows:

(a) The government and regional governments are obliged to foster and develop
education personnel in educational units organized by the government and
regional governments.

(b) Education providers by the community are obliged to foster and develop
educational staff in the education units they organize.

(c) The government and regional governments are required to assist in the guidance
and development of education personnel in formal education units organized
by the community.

(d) Article 61 paragraph (3) states that competency certificates are given by
the education providers and training institutions to students and community
members as acknowledgement of competence to carry out certain jobs after
passing a competency test held by an accredited educational unit or certification
institution.

Finally, the Regulation of the Minister of National Education No. 18 of 2007
concerning certification for in-service teachers through portfolio assessment and
the Regulation of the Minister of National Education No. 40 of 2007 concerning
certification for in-service teachers through the educational pathway contain the
regulations regarding the program for providing education certificates for teachers
who have successfully completed their professional education. Teacher professional
education is part of the process of developing and improving the quality of teachers
which is still ongoing today. The provision of education certificates is a formal proof
of teacher professional recognition given to teachers as professionals (Latiana, 2019).

In addition, Arifin quoted in Dasuki (2010) states that professional Indonesian
teachers are required to have (1) a strong scientific basis as an embodiment of the
technological society and the scientific community in the twenty-first century; (2)
mastery of professional tips based on research and educational practices, namely
education science as practical science is not just mere concepts; education is a
process that occurs in the field and is scientific in nature, and educational research
should be directed at the educational praxis of the Indonesian people; and (3) contin-
uous professional development, the teaching profession is a profession that develops
continuously and continuously between LPTKs and educational practice. The weak-
ness in the teaching profession and education science is caused by the disconnection
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of pre-service and in-service programs due to rigid bureaucratic considerations or
weak education management.

Given these requirements for teacher professionalism, there is a need for a new
paradigm to create a professional profile of Indonesian teachers in the twenty-first
century, namely: (1) have a mature and developing personality; (2) strong mastery
of science; (3) skills to awaken students to science and technology; and (4) contin-
uous professional development. These four aspects are a unified whole that cannot
be separated and coupled with other efforts that influence the development of the
professional teaching profession (Dasuki, 2010).

Government Efforts to Improve Teacher Professionalism

The government has made efforts to improve the professionalism of teachers,
including increasing the qualifications and requirements for higher education levels
for teaching staff from school to university levels. The government hasmade efforts to
improve teacher professionalism, including increasing the qualifications and require-
ments for higher education levels for teacherswho do not yet have these qualifications
or requirements. If they do not have the required qualifications, elementary school
teachers must take the Diploma II equalization program (two-year program), junior
high school teachers take the Diploma III education program (three-year program),
and high school teachers take the undergraduate program (four-year program).
However, these programs do not mean a lot if the teachers lack entropy of the power
to make changes.

Another effort made by the government is the certification program. Teacher
Professional Education (Pendidikan Profesi Guru—PPG) is a higher education after
undergraduate education program that prepares students to have jobs with special
skill requirements in becoming professional teachers. The PPG must be taken for
one to two years after a candidate graduates from an undergraduate degree program
in education or non-graduate education. The program started in 2005. The graduates
of PPG will get a degree. Professional education will legitimize the teaching profes-
sion. Professional education will also add a Gr title after the teacher’s name because
according to the law, a teacher is a profession, just like a doctor. The aim of PPG
produces teachers who have pedagogic, social, personal, and professional compe-
tencies and are able to develop competencies in a sustainable manner. The program
takes 2 semesters or 1 year. It applies to those who want to become professional
teachers, both undergraduates from education major and non-education major.

Apart from the PPG, to improve teacher professionalism, there are some activities
for teachers to participate in such as PKG—Pusat Kegiatan Guru (Teacher Activity
Center), KKG—Kelompok Kerja Guru (Teacher Working Group), and MGMP—
Musyawarah Guru Mata Pelajaran (Subject Teacher Consultation) which allow
teachers to share experiences in solving problems they face in their teaching activities
(Darmawan, 2020; Dasuki, 2010).
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Professionalization should be taken into account as a continuous process. In this
process, pre-service education, in-service education including upgrading, coaching
from professional organizations and workplaces, community appreciation for the
teachingprofession, enforcement of professional codes of ethics, certification, quality
improvement of teacher candidates, rewards, etc., together determine one’s profes-
sional development, including teachers. Thus, efforts to improve teacher profession-
alism are a shared responsibility between FTTE as the teacher producers, agencies
that develop teachers (in this case the Ministry of National Education or private
foundations), PGRI—Teachers Association of the Republic of Indonesia, and the
community.

In conclusion, the development of the teaching profession is very important
because teachers have an important role in the world of education. Several attempts
have been made by the government to develop teacher professionalism. In addition,
teacher professional development is based on various policies such as laws, minis-
terial regulations, and presidential regulations. This policy is a good step from the
government to create professional teachers.

Teacher Professional Development Strategy

Teacher professional development is very important for every teacher especially in
the era of digital technology where teachers are faced with a lot of challenges in
teaching their students. They need the program to meet the current students’ needs
of skills and knowledge and to adapt themselves with the development of knowledge
and technology to improve their teaching.

Teacher professional development must be designed so that effective results
can be achieved. Mizell (2010) put forward three indicators that a teacher profes-
sion development program is successful. They are “(a) educators learn new knowl-
edge and skills because of their participation; (b) educators use what they learn to
improve teaching and leadership; and (c) student learning and achievement increase
because educators use what they learned in professional development” (p.16). All of
these indicators can be accessed through some instruments such as: surveys, tests,
observations, video recordings, and interviews (Mizell, 2010).

Regarding the teacher professional development strategy in Indonesia, the govern-
ment has supported the program by reforming the national education in Indonesia
covering the national curriculum, 20% of the national budget provided for educa-
tion, school operational assistance grant (BOS), and the smart Indonesia program.
The increase of the national education budget has enabled the Department of Educa-
tion and Culture, currently changed to Ministry of Education, Culture, Research and
Technology, to apply strategies to improve teachers’ professional development.

In order to improve teacher professionalism and competence, some policies have
been made in Indonesia. There are two programs that have been organized by the
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government. They are Teacher Professional Education (PPG) andContinuing Profes-
sionalDevelopment.Byparticipating in the twoprograms, the in-service teacherswill
get opportunity to learn various competences they need to be professional teachers.

In 2017, the PPG program had been designed into two. They are pre-service
PPG program (PPG Pra Jabatan) and in-service PPG program. They become a
sole route for a teacher to earn a professional teacher credential. In these programs,
teachers will participate in seminars and internships in a school to strengthen their
pedagogical competency, topic understanding, communication skills, and character
as professional educators.

In the Continuing Professional Development program, themajority of participants
are certified teachers. They are encouraged to develop their abilities in understanding
the abilities of pedagogy and subject area by enrolling in a 60-h PKB education and
training program (Revina, 2019).

Unfortunately, the teacher professional development (TPD) program that has been
run in the last four decades does not seem to be effective to develop teachers’ compe-
tence. Teachers’ academic knowledge and pedagogic skills continue to be poor. The
level of learning among Indonesian students is still poor. Based on data provided
by PISA (Programme for International Student Assessment) in 2018, Indonesian
students reading literacy in 2018was the same as itwas in 2000. Indonesian children’s
arithmetic skills deteriorated between 2000 and 2014 (Beatty et al. 2018).

Innovative Teacher Professional Development

As previously stated, TPD program in Indonesia does not seem to be successful.
One of the causes as stated by Ekawati and Kohar(2017) is that the program lacked
follow-up activities where teachers may discuss the benefits and challenges of using
a learning style, for example, in their classrooms. Revina (2019) also adds that the
TPD program such as PKB or PPG is “simply a refreshment of the materials which
teachers have previously obtained in college”; therefore, those programs are not
effective in developing teachers’ competence.

Reflecting on the unsuccessful TPD programs previously, innovative TPD
programs must be developed and designed to create “opportunities for teachers to
take control of their own learning, deepen their subject knowledge, construct knowl-
edge from previous knowledge and experiences, and develop intellectual community
with colleagues” (Ekawati & Kohar, 2017. Similarly, Loucks-Horsley et al. (1996)
as cited in Ekawati and Kohar (2017) state that a good TPD program is:

driven by a clear, well-defined image of effective classroom learning and teaching; provide
teachers with opportunities to develop knowledge and skills and broaden their teaching
approaches, so they can create better learning opportunities for students; and build or
strengthen the learning community of science and mathematics teachers. (p. 3)

To achieve an effective TPD program, the program should consider teachers’
needs as well as their abstraction levels on their roles and obligations as educators.
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Therefore, the programs should be focussed on five domains. They are: “teachers as
innovators; teachers as scientific developers to the community; teachers as network
makers; teachers as educational designers; and teachers as entrepreneurs” (Imron,
et al., 2020).

Professional Teachers in the Era of the Industrial Revolution
4.0: Challenges and Hopes

Education is an important aspect of life. Through education, human resources can
be created and improved in quality. Quality resources are very vital in a country,
including in the world of education. Formal and non-formal educational institutions
are the key to the nation’s civilization. Therefore, the teacher is one of the human
resources engaged in education responsible for ensuring the quality of education.

A teacher as one of the elements in ensuring the quality of education must be a
professional one. As a professional teacher, s/he must be able to carry out his/her
duties and functions well. Professional teachers according to the PP No. 14 of
stipulates that teachers are professional educators whose main tasks include “edu-
cating, guiding, directing, training, assessing, and evaluating students in early child-
hood education through formal education, basic education, and secondary educa-
tion”. In other words, the government has made various efforts to improve teacher
professionalism.

In improving the professionalism of teachers as educators, the government has
launched various programs aiming to provide opportunities for teachers to develop
and improve their quality. On the top of that, in 2020, the education budget allocation
would reach Rp 508.1 trillion, or 20% of the 2020 state budget.

The allocation of this education budget is a very good opportunity for the world
of education in Indonesia. With this amount of budget allocations for education, it is
expected that education can develop teachers’ capabilities and shape their character
and civilization of a dignified nation in the intellectual life of the nation. Furthermore,
teachers would have faith in God Almighty and noble character, are healthy, capable,
creative, independent and responsible as well. A teacher is the heart of education;
without the active role of teachers, reform policies on education will not produce
optimal results.

The era of the Industrial Revolution 4.0 is one of the hot topics discussed by
various groups today, including among the teachers. This era views information
technology as the basis of human life. The rapid development of technology has
a very fundamental impact on various aspects of human life. Digital technology
provides various conveniences in innovating.

This amazing development of digital technology makes the movement and
connectivity of humans and machines create a borderless world. This era is believed
to shift activities that were originally carried out in the real world to the virtual world.
This will affect many fields without exception in the field of education (Suwandi,
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2018). This raises many challenges, especially for teachers in learning. Great hopes
for universities, especially those that specialize in producing teachers so that their
graduates are professional and can answer the challenges of the Industrial Revolution
4.0 intelligently.

Professional Teachers in the Industrial Revolution Era 4.0

Professional teachers are those who have 4 competencies, namely pedagogic, social,
personality and professional competencies. Pedagogic competence is a skill thatmust
be possessed by a teacher related to the characteristics of students which include
physical, moral, social, cultural, emotional, and intellectual aspects. Social compe-
tence is related to the ability of teachers in terms of communication, working in
groups, socializing, sympathizing, and having a sincere and pleasant spirit. Person-
ality competence is related to attitudes that show good personality such as beingwise,
mature, authoritative, and having noble character to imitate. Professional competence
is related to scientific mastery competence in accordance with their field (Alwi et al.,
2018). This raises a further question of “How are professional teachers in the era of
the Industrial Revolution 4.0?”.

The era of the industrial revolution 4.0 makes information and technology so easy
for anyone who needs it (Sukartono, 2018). Education has undergone tremendous
changes. The task of the teacher who used to be a source of knowledge is slowly
shifting and even that role will move away from him/her. In the era of the Industrial
Revolution 4.0, the role and presence of teachers in the classroomwill be increasingly
challenging and require very high creativity so that learning is more meaningful
(Pannen, 2018). Learning in the twenty-first century requires teachers to be able
and have critical thinking skills, digital literacy knowledge and skills, information
literacy, media literacy and mastering information and communication technology
(Maya & Charles, 2015).In addition, the skills that must be possessed by students
in the twenty-first century are life and career skills, learning and innovation skills,
and information, media and technology skills (Trilling & Fadel, 2009; Saavedra &
Opfer, 2012). Thus, a professional teacher should equip himself/herself with these
skills so that students can answer the challenges of the twenty-first century.
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Furthermore, the Indonesian Partnership for 21 Century Skill Standard (IP-
21CSS) put forward the concept of twenty-first-century thinking in Indonesia
(Sukartono, 2018). There are 5 conceptual frameworks for twenty-first-century skills,
namely (1) creative thinking and innovation, (2) critical thinking and problem-
solving, (3) communication and collaboration, (4) information,media and technology
skills, and (5) life skills and career.

Creative thinking and innovation are related to aspects of how a teacher can
think creatively, work creatively and implement new innovations in learning. Critical
thinking and problem-solving skills are closely related to reasoning skills, good
thinking systems, making judgments and decisions and being able to solve problems.
Communication and collaboration is related to the aspect of communicating skills
clearly and being able to collaborate with others. Information, media and technology
skills have aspects of skills to access and evaluate information, use and organize
information, analyse and produce media and apply technology effectively.

Life and career skills are of great significance in relation to character building
and spiritual values. Character building has two aspects, namely showing scientific
attitude behaviour (curiosity, honesty, thoroughness, openness and prudence) and
showing acceptance of the moral values prevailing in society. While spiritual value
is related to two aspects, i.e. living the concept of divinity through science and
internalizing spiritual values in daily life. The complete framework of the twenty-
first-century skills concept can be seen in Table 10.1.

In its application, the above skills can also be reflected in the use of language.
There are several linguistic phenomena that are very interesting to assess whether
we have lived up to the twenty-first-century skills above.

To answer the challenges of the Industrial Revolution 4.0, the Indonesian govern-
ment has tried to improve the professionalism of teachers through formal educa-
tion or training organized by the government and educational institutions, for
example,PPG—Pendidikan Profesi Guru (Teacher Professional Education) attended
by both in-service teachers and prospective teachers in the Pre-service PPG Program.
Through this activity, teachers and prospective teachers are provided with various
materials about learning activities, for example, approaches, methods, or learning
models.

Various approaches, methods and learning models have been developed to realize
the demands of twenty-first-century skills. Regulation of the Minister of Education
and Culture Number 65 of 2013 has formulated that the inquiry learning model
(Inquiry-Based Learning), the Discovery learning model, and the problem-based
learning model have to be implemented in learning based on the 2013 curriculum
stipulated by the Ministry of Education and Culture (Sufairoh, 2016). Thus, profes-
sional teachersmust understand and apply the various learningmodels above because
they are in accordance with the demands of the Industrial Revolution 4.0.
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Table 10.1 Conceptual framework of twenty-first-century skills

Framework of twenty-first-century
skills

IP-21CSS Aspects

Creativity thinking and innovation 4 Cs • Thinking creatively
• Working creatively
• Implementing innovation

Critical thinking and problem-solving • Reasoning properly
• Thinking in a good way
• Giving judgments and decisions
• Providing the right solution

Communication and collaboration • Communicating effectively
• Collaborating well in groups

Information, media and technology
skills

ICTs • Receiving and evaluating
information

• Managing and organizing
information

• Using media appropriately
• Applying technology
appropriately

Life and career skills Character building • Behaving with a scientific
attitude (curiosity, honesty,
thoroughness, openness and
prudence)

• Accepting the prevailing moral
values in society

Spiritual value • Appreciating the concept of
divinity through understanding
science

• Internalizing spiritual values in
daily life

Challenges of the Industrial Revolution 4.0 Era

The challenges of the Industrial Revolution 4.0 era, particularly in the field of educa-
tion, are related to the various skills that a professional teacher must possess. With
the wide open accessibility of the open current flow of information and communi-
cation, the development of blended learning patterns is a must in responding to the
challenges of the 4.0 Industrial Revolution era. Consequently, a teacher must have:
(1) technological knowledge, (2) possess competence about the content of learning
materials (content knowledge and (3) pedagogical knowledge).

Data literacy, technology and human skills are very needed.Data literacy is needed
to improve skills in selecting and using an enormous amount of data. Technological
literacy is needed to utilize digital technology to process data and information. And
literacy related to humanity must be mastered to refine soft skills or individual char-
acters so that they can work together in groups, be able to adapt, and be wise in this
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information "flood" era (Iswan&Herwina, 2018:Winarso, 2018). This is a challenge
that teachers inevitably have to face in the era of the Industrial Revolution 4.0.

Skills in applying various approaches, methods and learning models are needed.
The inquiry learning model (Inquiry-Based Learning), the Discovery learning model
(Discovery Learning, and the Problem-Based Learning model) are learning models
that should be studied and implemented in learning (Maya & Charles 2015). These
models can provide the skills to be possessed by students who have character in
learning.

On the other hand, the toughest challenge is how to develop a character education
model. However, the skills provided in schools to maximize skills and abilities must
be balanced with character education to refine character. Character education is an
attempt to balance cognitive skills with ethical values for students individually and
as citizens (Zubaedi, 2011).Character is a psychological, moral or character trait that
shows the identity of a person, both teachers and students.

Character education has three important components interrelated with each other,
namely (1) knowing the good, desiring the good, and doing the good (Machsin,
2014). The three elements of character education complement each other. Character
education not only teaches what is good and what is not, but more than that, character
education tries to gradually and firmly establish habits. Students are accustomed to
understand, feel, and do good. This will have a good impact on students in improving
their behaviour to show good character.

Hope

In facing the Industrial Revolution 4.0 Era in the field of education, there are some
very important hopes raised now and here. First, motivation alone is not enough for
professional teachers but there must be a concrete form and a hard effort to create
professional teachers in the era of the Industrial Revolution 4.0. Second, teachers
must be faced with every innovation and technology transition. Therefore, teachers
must be brave and ready to face it, otherwise we will be drowned by this era of
disruption. Third, teachers must be creative and critical in facing this digitalization
era, both in the learning process and to develop self-skills. Otherwise, the position
of teachers as educators will be crushed by the skills possessed by students because
they are faster in the world of digitalization.

In learning, it is hoped that a teacher can use various approaches, methods and
appropriate learning models. This is in accordance with the demands of the 2013
Revised Curriculum that has been proclaimed by the government through the govern-
ment regulations. In addition, the greatest hope for teachers is to provide character
education appropriately so that they can balance between skills and good character.
Thus, professional teachers are teachers who can "hold the world through cyber"
but do not abandon character education so that students are intellectually intelli-
gent, emotionally intelligent, and spiritually intelligent. Hopefully future teachers
can make this wish come true.
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Professional teachers in the 4.0 revolution era havemany challenges in the learning
process. These challenges must be faced by teachers by improving their skills and
being willing to work hard to realize learning expectations in the era of the Industrial
Revolution 4.0. Every educational institution will of course also strive to create
professional graduates to answer the challenges of the Industrial Revolution 4.0.

Government Efforts to Improve Teacher Professionalism

Through education, human resources can be created and improved in quality. Quality
resources are very vital in a country, including in the world of education. Formal and
non-formal educational institutions are the key to the nation’s civilization. Therefore,
the teacher is one of the human resources engaged in education who is responsible
for ensuring the quality of education.

It is no doubt that education is a very valuable future investment. The government
has committed that education for future generations must be initiated and prepared
in earnest. For this reason, the process of seeding future generations must be accom-
panied by the preparation of professional teachers through a quality and accountable
teacher education system.

Teachers as an element in ensuring the quality of education must be professional
teachers. As a professional teacher, he must be able to carry out his duties and
functions well. Professional teachers according to PP No. 14 of 2005, teachers are
professional educators with the main task of educating, guiding, directing, training,
assessing, and evaluating students in early childhood education through formal
education, basic education, and secondary education”. This Regulation stipulates
that teaching is a profession. For this reason, the government provides some efforts
to improve teacher professionalism throughTeacher Professional Education Program
(PPG).

PPG—Pendidikan Profesi Guru (Teacher Professional
Education)

The certification program is one of the government’s efforts to improve teacher
competence in Indonesia. One of the indicators that someone has been declared
worthy and passed the competency test to become a professional teacher is education
certification. For vocational teachers, a certificate of competency expertise is an
indicator that the vocational teacher is an expert in the vocational field.

With an education certificate, teachers are prepared to face challenges in the 4.0
era. To be able to compete in the era of the industrial revolution 4.0, innovation is
needed so that prospective professional teachers are exposed to information tech-
nology from an early age and use technology in the learning process. The Ministry
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of Research, Technology and Higher Education continues to increase the number of
vocational or vocational teachers through the PPG program.

The PPG program launched by the government is in accordance with Regulation
of the Minister of Research, Technology and Higher Education Number 55 of 2017
concerning Teacher Education Standards. “The pre-servicePPG program is intended
for graduates who have various backgrounds, namely graduates of undergraduates
in education or non-education or Diploma 4 (who have not/not served as school
teachers). Meanwhile, PPG is intended for teachers who have taught to improve
their ability to be professional in teaching in accordance with the Regulation of the
Minister of Education of the Republic of Indonesia Number 37 of 2017 concerning
Certification of Teachers in Appointed Positions until the end of 2015.

The PPG program is designed systematically by applying quality principles
starting from the selection, learning process and assessment. The competency test
is expected to be able to produce professional teachers. To accelerate this program,
PPG is implemented in two forms, namely subsidized PPG and self-financing PPG.
Subsidized PPG is the implementation of PPG financed by the government. While
the self-financing PPG is fully borne by students.

The PPG program is expected to produce professional teachers according to the
development of the industrial revolution 4.0. Because the professionalism of teachers
in Indonesia must be able to answer the challenges of advances in science and tech-
nology that have an impact on changes in learning patterns and increase student
creativity in learning.

The preparation of teachers as a profession is stipulated in the Government Regu-
lation No. 74 of 2008 concerning Teachers. In addition to a teacher must have an
undergraduate qualification, that teachermust have a professional teaching certificate
obtained through professional education or PPG. The Government Regulation No.
74 of 2008 Article 2 states that teachers are required to have academic qualifications,
competencies, educator certificates, physically and mentally healthy, and have the
ability to realize national education goals.

Furthermore, Article 4 paragraph (1) states that Educator Certificates for teachers
are obtained through professional education programs organized by universities that
have accredited education personnel procurement programs, both organized by the
government and the Community, and determined by the government. In paragraph
(2) it is stated that the professional education program as referred to in paragraph
(1) is only attended by students who already have the Academic Qualifications of
undergraduate or Diploma IV in accordance with the provisions of the legislation.

The PPG is expected to be able to answer various educational problems, such as:
(1) shortage of teachers, especially in the outermost, leading, and underdeveloped
areas, (2) unbalanced distribution, (3) qualifications under standards, (4) teachers
who are less competent, and (5) mismatched educational qualifications with the field
being taught. Besides, the PPG can produce professional teachers and graduates who
are excellent and ready to face the demands of the times.
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Research Development: Method and Procedure

Stages: Preliminary Study–Development Phase–Model
Validation–Effectiveness Test

The type of research mostly carried out by undergraduate students (as prospective
teachers of junior and high schools or equivalent) and by postgraduate students,
most of whom work as teachers, is development research, namely the development
of teaching and learning textbooks, learning modules, media (electronic and non-
electronic), and student worksheets. According to Gall (2007) p. 256, research and
development

… is an industry based development model in which in the finding of research are used to
design new products and procedures, which then are systematically filed-tested, evaluated,
and refined until it meets the specified criteria of effectiveness, quality, or similar standard.

Regarding the learning materials, Tomlinson (2011:66) points out that

Materials include anything which can be used to facilitate the learning, they can be presented
in print, through live performance or display, or on cassette, CDI-ROM,DVD. or the internet.

It is quite obvious that teaching and learning materials must be designed and
written in such a way in accordance with the instructional rules because it will
be used by teachers to assist and support the learning process of their learners. In
addition, teaching materials are a set of learning tools that contain learning materials,
methods, limitations, and ways of evaluating which are designed systematically and
attractively in order to achieve the expected goals, namely achieving competence
with all its complexity (Widodo & Jasmadi, 2008).

In general, there are three main stages carried out in development research,
namely: preparation/problem determination/needs analysis, development, and
assessment.

In detail,Gall (2007) states that there are ten steps to carry out, namely: (1) research
and information collecting, (2) planning, (3) develop preliminary form of product,
(4) preliminary field testing, (5) main product revision, (6) main field testing, (7)
operational product revision, (8) operational field testing, (9) final product revision,
and (10) dissemination and implementation. Jolly and Bolitho in Tomlinson suggest
that there are 7 steps that can be taken, namely: (1) identification of need for mate-
rial, (2) exploration of need, (3) contextual realisation of materials, (4) pedagogical
realization of materials, 5) production of materials, (6) student use of materials, and
(7) evaluation of materials against agreed objectives. Alessi and Trollip (2001) claim
there are three stages, that is Planning, design, dan development, on the whole, there
are 18 steps. Tessmer (1993) put forward 5 stages in formative evaluation which
include (1) self-evaluation, (2) expert review/expert validation, (3) one-to-one eval-
uation, (4) small group evaluation, dan (5) field test/experiment research. It is in
line with Dick et al. (2005) stating that the three types of formative evaluation are
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referred to as one-to-one evaluation, small group evaluation, and field trial evalua-
tion”. Specifically, various experts offer their various and dynamic stages to carry
out development research. Gall (2007) offers ten steps as follows:

(1) research and information collecting;
(2) planning,
(3) developing preliminary form of product,
(4) preliminary field testing,
(5) main product revision,
(6) main field testing,
(7) operational product revision,
(8) operational field testing,
(9) final product revision, and
(10) dissemination and implementation.

Jolly and Bolitho in Tomlinson (2011) suggest that there are 7 steps that can be
taken, namely:

(1) identification of need for materials,
(2) exploration of need,
(3) contextual realization of materials,
(4) pedagogical realization of materials,
(5) production of materials.
(6) student use of materials, and
(7) evaluation of materials against agreed objectives.

Alessi and Trollip (2001) state that there are three stages, that is planning, design,
and development.

In assessing the teaching and learning materials, Tessmer (1993) suggests 5
stages including: (1) self-evaluation, (2) expert review/expert validation, (3) one-
to-one evaluation, (4) small group evaluation, and 5) field test/experiment research.
This stage is similar to what Dick et al. (2005) referring to the three types of
formative evaluation: “one-to-one evaluation, small group evaluation, and field trial
evaluation”.

During the academic year of 2020/2021,many students of undergraduate andgrad-
uate (master degree) students of Indonesian Language Study Program of Indonesian
Language and Literature Education Department, Faculty of Teacher Training and
Education (FTTE) of Universitas Sriwijaya (Unsri)undertook their thesis research
on development. Before taking thesis examination, it is compulsory for the students to
publish an article relating to their theses (undergraduate and master degree levels) in
any relevant journals of education. The following are some examples of the results of
research on the development of teaching materials that have been carried out in 2020
and reported by the master degree students of Language Education Study Program,
FTTE Unsri, Umiyatun, Development of Student Worksheets in Writing Moodle-
Based Scientific Articles in Grade XI of SMANegeri 1 Parittiga, West Bangka. This
development research aimed to:
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• produce worksheets based on the Moodle application. It described the results of
the needs analysis on the development of Moodle-based scientific article writing
worksheets;

• produce a prototype of Moodle-based scientific article writing worksheets in
accordance with the results of the needs analysis;

• describe the results of the StudentWorksheets alpha test for writingMoodle-based
scientific articles;

• describe the results of the Student Worksheets beta test for writing Moodle-based
scientific articles; and

• describe the results of product validation using Moodle-based scientific article
writing.

The study adopted the three stages of research and development model by Allesi
and Trollip (2001) as follows (Fig. 10.1).

And then the three stages were broken down into 14 steps as follows:
Planning:

(1) Determining the Field/Scope of Research Study
(2) Identifying Student Characteristics
(3) Determining and Gathering Resources
(4) Doing Brainstorming

Design

(1) Analysing Concepts and Tasks
(2) Preparing the Prototype
(3) Designing Flowcharts and Storyboards

Fig. 10.1 Stages of
development model (adopted
from Alessi and Trollip
Theory)
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Development

(a) Combining the parts
(b) Preparing Supporting materials
(c) Carrying out Alpha Test
(d) do Revision
(e) Carrying out Beta Test
(f) Revising Final Results Hasil
(g) Validating Products (Summative Evaluation

The research was conducted at SMA Negeri 1 Parittiga, West Bangka Regency,
Kep. Bangka Belitung Islands from 24 February to 30 April 2020. The research
subjects consisted of 35 students of Grade XI IPA1 (Science Major). The develop-
ment procedure consisted of three stages, namely the planning, design, and devel-
opment stages. The planning stage includes activities to determine the field/scope
of research studies, identify student characteristics, determine and collect sources,
and conduct brainstorming activities. The design phase included activities to analyse
concepts and tasks, develop prototypes, and design flowcharts and storyboards.At the
development stage, the activities included combining and integrating parts, preparing
supporting materials, carrying out alpha tests, conducting revisions, conducting
beta tests, conducting final revisions, and conducting product validation (summative
evaluation).

The data were obtained from the questionnaires, interviews, and tests. The ques-
tionnaire data were derived from needs analysis, alpha tests, and beta tests. The
interview data were obtained from the brainstorming activities with the research
subjects, Indonesian language teachers of SMA Negeri 1 Parittiga, and members
of the Indonesian Language MGMP (Musyawarah Guru Mata Pelajaran-Subject
Teacher Conference) of West Bangka District. The test data were obtained from the
initial test and final test in the learning process.

The study showed that: (1) based on the results of the needs analysis, it was neces-
sary to develop technology-based supporting teaching materials such as Moodle-
basedWorksheets to support scientific article writing learning activities, (2)Moodle-
based Worksheet prototype consisted of two parts: the introduction and worksheets.
The arranged Worksheets consisted of four types that were adapted to the basic
competencies that need to be mastered by Grade XI SMA students; (3) the assess-
ment at the alpha test stage showed that the product was feasible and categorized
as very good with an average score of 4.36 for material experts and 4.55 for media
experts; (4) the assessment at the beta test stage showed that the student’s response
to the product was quite good with an average value of 3.89; and (5) the product vali-
dation stage (summative evaluation) shows that the product was quite effective in
improving student learning outcomes based on anN-gain score of 0.49 in themedium
category. The following is an example of the resulting worksheet (Fig. 10.2).

The worksheet consisted of four types according to the basic competencies that
need to be mastered by the students. In each worksheet there was a summary of
the material, presentation of examples, discussions, group assignments, and inde-
pendent assignments. Worksheet 1 described identifying the information, purpose,
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Fig. 10.2 Example of the resulting worksheet

and essence of a scientific article that is read. The features used in this worksheet
included summarymaterial, examples, discussions, group assignments, and indepen-
dent assignments. Worksheet 2 explained the designing information, objectives, and
critical importance to be presented in scientific articles. This worksheet contained
material summary features, examples, database, and independent assignments.Work-
sheet 3 described the systematic and linguistic analysis of scientific articles. In this
worksheet, there are features of material summaries, examples, discussions, group
assignments, and independent assignments. Worksheet 4 described the construction
of a scientific article by paying attention to content, systematics, and language. This
worksheet had material summary features, examples, workshops, and independent
assignments. In addition, in each task feature there are work instructions, questions,
and an assessment rubric.

Classroom Action Research to Improve Teacher Competence

Technological advances and the development of today’s world require teachers to
be able to adapt to change and have various skills such as critical thinking, creative,
collaborative, communicative, and so on. PPG is expected to be able to improve the
quality of prospective teachers and be ready to implement the principles of Indepen-
dent Learning in carrying out their duties. The implementation of thePPGProgram is
expected to produce graduate teacher candidates who are able to prepare students to
face increasingly complex challenges in the twenty-first century and make a positive
contribution to realizing sustainable development goals.

In an effort to improve the competence of teachers, especially those who partic-
ipate in PPG, each of these teachers must conduct a classroom action research in
their respective classes and report it in the form of a final report. It is contained in the



10 Teacher Education Research and Development in Indonesia: Preparing … 199

PPG Implementation Guidelines (2017 that one of the objectives of implementing
the Field Teaching Practice is “Students have the ability to plan classroom action
research (CAR) activities”. Previously, in the definition section, point (2) was also
stated, “The intended learning tool review is an activity to review learning tools and
learning practice videos that have been made by students at the development stage
of previous learning tools, new peer teaching models, CAR, reflection, and RTL”.
In the Lecturer and Teacher Tutor activities section, it is also stated that there are:
(1) explanations of techniques for preparing CAR proposals and their implementa-
tion in schools, (2) providing input in the preparation of CAR plans, (3) monitoring
the preparation of CAR proposals, and (4) online discussions with students need
assistance in preparing the CAR proposal.

In the Introduction section, FieldExperiencePractice (PPL—Praktek Pengalaman
Lapangan) is one of the courses in the PPG Program which contains teaching and
non-teaching training activities, including conducting CAR exercises, which are
carried out in a guided and integrated manner to meet the requirements for the
formation of professional teachers. PPL is held so that PPG participants have real
and contextual experience in applying a set of knowledge, attitudes, and skills that
can support the achievement of the full competence of professional teachers. In the
COVID-19 Pandemic Era, PPL is carried out online, where preparation, implemen-
tation, guidance/monitoring, and reporting are carried out online. The objectives are:
a) Improve students’ ability to prepare for the implementation of offline and/or online
learning and CAR, b) Improve students’ ability to apply learning tools and CAR that
have been designed, both offline and/or online, and c) Improve students’ ability to
prepare the implementation of feasible non-learning activities is carried out offline
and/or online.

The PPG participants in 2020 conducted a CAR entitled “Improving the Ability to
Identify the Values and Main Contents of the Story with the Mind Mapping Method
for Grade X Students of Adhyaksa 1 Senior High School of Jambi”. The formulation
of the problem was whether or not the mind mapping method improve the ability
of Grade X students of Senior High School Adhyaksa 1 of Jambi in identifying the
values and contents of saga texts.

As we know, mind mapping is a method to maximize the potential of the human
mind by using the right brain and left brain simultaneously. This method was first
introduced in 1974 by Tony Buzan, a British human potential development expert.
Mind mapping can also be interpreted as a process of mapping the mind to connect
the concepts of certain problems from nerve cell branches to form a correlation of
concepts towards an understanding and the results are poured directly on paper with
animations that are liked and easy to understand by the maker. Thus, the resulting
writing is a direct description of how the connections in the brain work. Figures 10.3
and 10.4 illustrate a Mind Map (Buzan, 2012).

TheCARwas carried out online usingWhatsApp class groups and zoommeetings
with the students. The data collection techniques used tests and non-tests. The test
instrument was in the form of questions that were done by the students in the initial,
while, and final activities of the teaching and learning process in the classroom. The
non-test instruments were in the form of observations made in its implementation.
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Fig. 10.3 Examples of mind mapping (adopted from Buzan, 2012)

Fig. 10.4 Examples of mind mapping (adopted from Buzan, 2012)

To determine the end of the nth cycle, the criteria for the success of the action were
set. The action was declared successful if 70% of the students got an average score
of at least 70 in the final test. The mean formula = total student scores/number of
students. The minimum attitude value had to be Good (B).

In Cycle 1, the average student learning outcomes and the percentage of complete-
ness increased compared to the results obtained in the test before being subjected
to action (pre-action), but still did not reach the passing grade because it was still
below 70 and on the average most of the students did not reach 75% of the passing
grade. Therefore, the study was continued to the second cycle based on the learning
outcomes of Cycle 1. The average student learning outcomes and the percentage of
the passing grade in cycle 2 increased compared to those obtained in Cycle 1. Yet,
students still needed strengthening in order to have more maximal result. Conse-
quently, the study was continued to the third Cycle. The results of the 3rd cycle
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treatment showed an increase in the scores obtained by the students. The average
score increased was 6.6, and the average score of Cycle 1= 66.6, Cycle 2= 80, and
Cycle 3 = 86.6.

Obviously, classroom action research (CAR) conducted by teachers has its own
characteristics. It is not to test a hypothesis, as is usually the casewith formal research
conducted by individuals or institutions. It is a step or a series of processes carried
out by the teacher in and during learning. This process is carried out independently
where the teacher acts as an internal researcher. The implementation never ends. It
is sustainable and forms an iterative cycle of activities.

The teacher realizes that something is wrong and blocks the learning process.
A teacher might have these questions in his/her head “What’s not right? What’s
bothering me?” and perhaps other similar questions. These problems are recorded
and scheduled by the teachers as a record of the learning problems they run into. The
recordsmust be analysed and problem-solving actionsmust be planned. For example,
students’ daily test results are very low. The teacher reflects on the flashback of the
learning process that has been carried out.

It was noted that students were less enthusiastic about learning. Are they caused
by their lack of enthusiasm, inappropriate strategies and methods, or not using media
and props.

The teacher plans alternative actions to solve the problems that are considered
most crucial. The goal to be achieved by the teacher in doing CAR is to improve the
quality of the learning process and results. Unsatisfactory learning outcomes are an
indication of a learning process that is having problems. In fact, there is not a single
teacher who does not experience obstacles and problems in teaching.

By carrying out CAR activities, several benefits will be obtained for teachers,
including:

(1) Written reports on CAR activities can be used as physical evidence that
the teacher has written scientific papers. This scientific work can be used
by teachers for various purposes such as promotions/classes, participating in
outstanding teacher competitions, teacher creativity competitions, and so on.

(2) Teachers are accustomed to carrying out research independently to solve the
learning problems they are carrying out. In turn, the teacher will become a
reliable learning problem solver so that he deserves the title of a professional
teacher.

(3) Can improve the quality of the process and learning outcomes. Usually, a
quality process will lead teachers to quality results as well.

Conclusion

The teacher’s job in the twenty-first century is a complex and uneasy one along with
large and rapid changes in the school environment driven by advances in science
and technology, demographic changes, globalization and the environment. Profes-
sional teachers are no longer just those who are able to teach well, but those who are
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able to become learners and agents of school change, and are also able to establish
and develop relationships to improve the quality of learning in their schools. For this
reason, teachers need effective professional development such as having competence
in mastering the substance of the field of study and scientific methodology, the struc-
ture and material of the curriculum in the field of study, and utilizing information and
communication technology in learning, organizing curriculum materials in the field
of study, and improving the quality of learning through classroom action research.

The challenge of twenty-first-century teacher competence leads the professional
teachers to adapt themselves to understand their disciplines from various contexts,
as well as being sensitive to the development needs of students and society. The
most important thing is that teachers have to race to keep up with the demands of
development, not only get involved but act innovatively. A teacher has to be able to
formulate, construct, compile, modify and be sensitive to information so that it can
be understood as knowledge. The development of ICT brings changes in all lines of
life due to the fact that our twenty-first-century learners live in a digital environment
full of information flow.

Many countries are reforming educational goals and practices owing to the influ-
ence of ICT developments and various forms of educational innovation. The greatest
hope of educational innovation is the support and integration of ICT in the learning
process, thereby enhancing the quality of the learner’s learning experience. Teachers
must be actively involved in pedagogical innovation. Teachers not only have a major
role in implementing educational reform, but alsomust be involved in formulating the
concept and design of the necessary educational reforms. Herein lies the importance
of teachers to also act academically. At the practical level, in carrying out the main
task of facilitating learning, every teacher should act based on pedagogical decisions
in accordance with the latest learning and learning theories, as well as developmental
theories.

The government’s efforts to continue to develop the teaching profession as a
strong and respected profession in line with other professions can be seen from the
issuance of PP No. 14 of 2005 seeking to develop the teaching profession through
legal protection. The government has made some efforts to improve the profession-
alism of teachers, including increasing the qualifications and requirements for higher
education levels for teaching staff from the secondary level to tertiary institutions.
The Diploma II equalization program for elementary school teachers, Diploma III
for junior high school teachers and undergraduate for senior high school teachers.
Other efforts made are the certification program and the establishment of the PKG
(Teacher Activity Center and KKG (Teacher Working Group). In addition, a teacher
who got an educator certification is given a monthly allowance.
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Chapter 11
Teacher Education in Lao People’s
Democratic Republic

Varadune Amarathithada, Vong Deuan Osay, and Richard Noonan

Abstract This chapter covers teacher education and the characteristics and deploy-
ment of school teachers in Lao PDR. The teacher education programs covered here
range from early childhood education and development through upper secondary
general education. Both pre-service and in-service teacher professional develop-
ment are covered. Policy and practice concerning inclusive education and other
equity issues are also discussed as they relate to teacher education. The historical
development of teacher education from the post-revolutionary period to the end of
the twentieth century is discussed elsewhere (Amarathithada et al in Teachers and
teacher education. Chapter 7 in Noonan (Ed.), pp. 163–190, 2020). The most signif-
icant policy and other developments in teacher education in the twenty-first century
and current problems and policy issues in teacher education are discussed in depth
here. Although the Ministry of Health and the Ministry of Labor and Social Welfare
also provide some education and training services, this chapter is limited to the
professional preparation of teachers in public and private pre-school institutions and
primary and secondary schools operating under theMinistry of Education and Sports
(MOES). Both public and private schools are covered.
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Introduction

This chapter covers the area of responsibility of theMinistry of Education and Sports
(MOES),1 Department of Teacher Education (DTE), i.e. on teachers serving from
pre-school through upper secondary general education. More complete coverage of
teacher education in Laos can be found in the following:

• Teachers and teacher education: Amarathithada et al. (2020), Chap. 7, pp. 163–
190;

• Teacher education for technical and vocational education and training: Phoumilay
and Noonan (2020, Chap. 5, pp. 111–142);

• Non-formal education and lifelong learning: Saleumsouk et al., (2020, Chap. 6,
pp. 143–163);

• Post-secondary and Tertiary Education: Moxom and Noonan (2020, Chap. 8,
pp. 191–216); and

• Buddhist Education: Vongsopha and Noonan (2020, Chap. 10, pp.245–263).

Teachers play a most significant role in children’s education, and many policy
issues relate specifically to teachers and teacher education:

• Selection of candidates for teacher education;
• The candidates’ employment intentions after completion of the program;
• Available and preferred teaching positions;
• Employment conditions;
• Deployment conditions; and
• Availability of physical facilities and teaching/learning materials.

Although it ismore progressive to refer to “teacher education” and “teacher educa-
tion institutions” (TEIs), the terms “teacher training” and “teacher training college”
(TTCs) are still widely used. “TEI” here is a generic term, and “TTC” and “Fac-
ulty of Education” (FOE) are used when the distinction is necessary. There are four
categories of TEIs:

• Eight provincial and regional Teacher Training Colleges (TTCs) for general
education teachers, under the MOES Department of Teacher Education (DTE);

• Four Specialized TTCs under DTE;
• The Vocational Education Development Institute (VEDI), under the Department

of Technical and Vocational Education (DTVE), which serves as a Technical and
Vocational Education and Training (TVET) teacher education institution; and

• Four University Faculties of Education (FOEs).

Section Emerging Teacher Education Policy below concerns general policy
on teacher education. Section Teacher Education Institutions and Programs
concerns teacher education institutions and programs. Section Teachers and
Teaching/Learning Practices covers teaching and learning methods used in the

1 Note that in late 2011 the Ministry of Education (MOE) was renamed Ministry of Education and
Sports (MOES). In this chapter, the contemporaneous acronym is always used.
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schools and TEIs. Section Teacher Recruitment, Employment, Deployment, and
Management covers issues related to recruitment, employment, deployment, and
management of teachers. Section Issues and Challenges discusses some of the issues
and challenges in teacher education and training in Laos today and some of the
policy responses. Section Statistical Trends provides some statistical evidence about
the teacher corps and current trends in teacher education and training.

Emerging Teacher Education Policy

Education Sector Vision, Strategy, and Planning. The twenty-first century began
with a renewed thrust for the quantitative and qualitative development of the educa-
tion system. Whereas in the past, development of the education system was based
on a sub-sectoral approach, the new century began with a program approach across
sub-sectors and a sector-wide approach. Amajor themewas qualitative development,
and teacher education and deployment were a centre of focus. The aims for education
system development by 2020 were set in key official documents shown in Box 11.1.

Box 11.1 Major Policy Documents for Teacher Education

• Education Strategic Vision up to the Year 2020 (MOE, 2000).
• Education Strategic Planning 20Years (2001–2020), 10Years (2001–2010),

and 5 Years Development Plan for Education (2001–2005) (MOE 2001).
• Education for All National Plan of Action (2003–2015) (EFA-NPA) (MOE

2005).
• Teacher Education Strategy 2006–2015 and Action Plan 2006–2010

(TESAP) (MOE, 2006).
• National Charter of Teacher Competencies (NCTC) (MOE, 2007).
• Education and Sports Sector Development Plan 2016–2020 (ESSDP)

(MOES, 2015).

The seminal documents Education Strategic Vision (2000) and Education
Strategic Planning (2001) pointed the way for the quantitative and qualitative
development of the education system, including extending compulsory education.
Improvement of teacher preparation was a major recurrent recommendation. Most
teachers at pre-primary and primary school level, had “8 + 3” or lower qualifica-
tions, i.e. completed lower secondary (LS) education followed by a three-year teacher
training program. About half of the teachers at secondary level had “11+ 3” qualifi-
cations, i.e. completion of upper secondary (US) education followed by a three-year
teacher education and training program. At the beginning of the twentieth about half
of the teachers had only “8 + 3” or lower qualifications (MOE 2000, pp. 7–46).
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Education forAllNationalPlanofAction. TheEducation forAllNational Plan of
Action (EFA-NPA) (MOE2005)was developed tomeet the EFAgoals. It focussed on
three main target areas: (1) Access and Participation; (2) Quality and Relevance; and
(3) Management. All objectives under the Quality and Relevance program concern
activities directly related to either teacher education or the deployment of teachers,
as shown in Table 11.1. Education quality and relevance were to be improved by both
improving teacher education and providingmore equitable and inclusive deployment
of teachers.

TheEFA-NPA indicated future plans to addonegrade toLS, changing the structure
from an 11-year system (5+ 3+ 3) to a 12-year system (5+ 4+ 3) to align the Lao
school system with the standard in the region. That made improvement of teacher
education all the more urgent. The aim was to improve teacher:

• To reform the teacher education curricula in line with the future 5+4+3 school
system structure;

• To strengthen both pre- and in-service teacher and staff development;
• To implement national teacher certification and accreditation standards; and
• To transform TEIs into degree-granting institutions.

The aim was to make teacher deployment more equitable and inclusive by
attracting more TEI applicants from rural, remote, and other disadvantaged areas
and by providing incentives for new TEI graduates to teach in such underserved

Table 11.1 FA-NPA quality and relevance in primary and lower secondary education

No Objective Activities

6.1 Improve management and coordination of teacher education delivery 17

6.2 Develop a comprehensive but flexible teacher training curriculum 15

6.3 Capacitate teacher trainers through training of trainers program for different
modalities of teacher training

8

6.4 Improve management capacity in TEIs through management training 4

6.5 Provide research to support teacher education development projects 2

6.6 Increase recruitment and retention of teachers, and improve their status
through teacher incentives

4

6.7 Effective deployment of trained and professional teachers 10

6.8 Improve quality of pre-service teacher training 9

6.9 Improve quality of in-service teacher training 10

6.10 Provide learning materials and adaptation to local conditions 11

6.11 Improve student assessment systems 5

6.12 Improve management and supervision of schools 7

6.13 Expand health promotion in primary schools (HPS), in collaboration with the
Ministry of Health and concerned organizations

8

Total Activities 110

Source MOE (2005, pp. 58–63)
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areas. In addition, minimum standards of student learning outcomes were set for
Grades 3, 5, and 9.

Teacher Education Strategy and Action Plan. A seminal document guiding the
development of teacher education in the early years of the twenty-first century was
the Teacher Education Strategy 2006–2015 and Action Plan 2006–2010 (TESAP)
(MOE 2006). The aim was to support the quantitative and qualitative develop-
ment of basic education. The Strategy included continuing professional develop-
ment, enhancing the status of and incentives for teachers and teacher educators, and
improving teaching methods.

National Charter of Teacher Competencies. The TESAP was followed by the
development of the National Charter of Teacher Competencies (NCTC) to support
career-long professional development (MOE 2007). It also led to the development of
a system of accreditation and certification of teachers and a quality assurance (QA)
system for TEIs.

National Education System Reform. The restructuring from a 5 + 3 + 3 school
system to a 5 + 4 + 3 system was formalized in the Education Law of 2007 for
implementation in the 2009/2010 school year (SY). Implementation was guided by
the National Education SystemReform Strategy (NESRS) 2006–2015 (MOE, 2008).
The reform strategy included the improving of the competence and status of teachers.
It included upgrading of some of the TTCs to enable the awarding of the Bachelor of
Education (B. Ed.) programs in cooperation with the Faculty of Education, National
University of Laos (NUOL).

Education Sector Development Plan. The first Education Sector Development
Plan (ESDP) (MOES 2011a) focussed on equitable teacher supply, especially
assuring that remote, isolated, and underserved communities have access to qualified
teachers. This was to be achieved by:

• Providing scholarships for students from such communities to attend teacher
training;

• Improving incentive for recruiting and retrainingwell-qualified teachers to remote
and poor districts; and

• Enhancing the status of teachers and their living conditions.

TheEducationStandards andQualityAssuranceCenter (ESQAC)was established
atMOE in 2008, leading to the EducationQualityAssurance Strategic Plan for 2011–
2020 (EQASP) (MOE 2010), which covered the whole education system. Program
5 of the EQASP covered the development of a QA system for teacher education, as
shown in Table 11.2.

The first Education Sector Development Plan (ESDP 2011–2015) (MOES 2011a)
established new target distributions for teacher qualifications. The second ESDP
(ESDP 2016–2020) targets represented a stronger focus on qualifications of TEI
teachers than of school teachers (MOES 2015). Improvement of teacher educa-
tion through upgrading of qualifications of TEI lecturers was a strategic priority
for improvement of student learning outcomes at school level.
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Table 11.2 Quality
assurance strategy for teacher
education, 2011–2020

Main activities

To Develop

Quality standards for TEIs and FOEs;

Mechanisms for quality self-assessment and internal and
external assessment;

Standards for teacher training programs and modules;

A registration system for programs and modules for efficient
management; and

Rules for credit transfer between teacher education programs

To Establish

QA units in TEIs and FOEs; and

A council for teacher education institution quality accreditation

To Organize

Internal assessments with assessor teams TEIs and FOEs;

Teacher education external assessors training

Teacher education external assessment

To Strengthen

Self-assessment capacity in teacher education

Source MOE (2010, pp. 9–13)

Teacher Education Institutions and Programs

Pre-service Teacher Education Institutions and Programs

Prior to the National Education System Reform, teacher education for lower
secondary school teachers was based on completion of lower secondary followed
by a three-year Certificate-level teacher education (8 + 3) or completion of upper
secondary followed by a three-year Diploma-level program (11 + 3) intended
specifically for teachers at lower secondary level.

Many pre-primary and primary teachers at that time had received pre-service
professional preparation based on completion of a 3-year Certificate-level teacher
education program following lower secondary school (9 + 3). Today most pre-
primary andprimary teacher trainees participate in a two-yearDiploma-level program
(12 + 2). The 9 + 3 program is still important, however, because it enables lower
secondary school graduates from poor and remote non-Lao Tai minority ethnic
communities to receive teacher education and return to their communities to teach.

Most TEIs no longer offer separate programs for lower- and upper secondary
teachers. Instead they offer combined secondary programs, which allows teachers to
serve fromGrades 6 to 12. Today pre-service education for secondary school teachers
is based on 4-year Bachelor degree programs or on Master degree programs.
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TTCs offer Bachelor degree programs, and University FOEs offer Bachelor and
Master degree programs for secondary school teachers. University FOEs also offer
Master degree programs for TTC lecturers to upgrade their qualifications.

Most TEI students in pre-primary and primary programs are enrolled at Certificate
or Diploma level, but most students in secondary teacher education programs are
enrolled at Bachelor or Master degree level. In the specialized TEIs (Music and Arts,
Physical Education) most of the enrolment is at the Certificate or Diploma level.

There are altogether 17 teacher education institutions providing professional
preparation:

• Eight regional or provincial TEIs under supervision of DTE;
• The National Art Education Teacher Training College, the National Physical

EducationTeacherTrainingCollege, and twoBuddhist TeacherTrainingColleges,
also under the supervision of DTE;

• Four university faculties of education (FOEs), serving under the supervision of
the Department of Higher Education (DHE); and

• The Vocational Education Development Institute (VEDI), under the joint super-
vision of DHE and the Department of Technical and Vocational Education and
Training (DTVE).

The distribution of TTC enrolments by institution and teaching level is shown in
Table 11.3, and the distribution of FOE enrolments by degree level is shown in Table

Table 11.3 Enrolments in teacher education institutions 2018/19

TTC Program Grade Level

Nursery Primary Secondary Total

Provincial & Regional TTCs

Luangnamtha 141 316 387 844

Luang Prabang 217 125 575 917

Khungkhay 116 92 643 851

Bankern 204 92 596 892

Savannakhet 194 201 711 1106

Saravane 303 213 273 789

Pakse 136 123 631 890

Dongkhamxang 573 368 200 1141

Specialized TTCs

Music and Arts 436 436

Physical Education 471 471

Wat Ongtue Monk TTC, Vientiane 280 280

Wat Thahin Monk TTC, Champasack 298 298

Total TTCs 1884 1530 5501 8915

Source MOES (2019a, Table 58, pp. 58–65)
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Table 11.4 Enrolments in university faculties of education 2018/19

University faculties of education and institutes Bachelor’s degree Master’s degree

National University of Laos. (Vientiane) 1575 177

Souphanouvong University (Luang Prabang) 564

Savannakhet University 546

Champasack University 976

Vocational Education Development Institute. (Vientiane)* 141

Total University Faculties of Education & Institutes 3802 177

Source MOES (2019a, Table 60, pp. 69–74)
* The Vocational Education Development Institute (VEDI) is under the joint responsibility of the
Department of Higher Education (DHE) and the Department of Technical and Vocational Education
and Training (DTVE)

11.4.

In-service Teacher Education Programs

The continuing professional development of teachers is provided with formal and
non-formal programs, self-development, and collaboration among schools, usually
at the district level. Following the school system structure reform (from 5+ 3+ 3 to
5+ 4+ 3), teacher upgrading programs (TUPs) are used for raising teachers’ formal
academic qualifications, especially for teachers with out-of-date 5+ 3 Certificates or
8+ 3 Diplomas. In each province there is a designated In-service Teacher Upgrading
Center (ISTUC) for primary school teachers. An ISTUC can be a TTCs (possibly
in a neighbouring province), a Provincial Education and Sports Services (PESS), or
a District Education and Sports Office (DESO). Teachers with basic qualifications
have the right to relevant professional upgrading, which is usually provided by a
TTC or an FOE.

“Refresher” programs usually introduce new content, pedagogical methods, or
policies for teachers generally. Refresher courses are usually delivered by teams of
district or provincial trainers, often Pedagogical Advisors (PAs) or staff from the
PESS or a TTC. PAs are well-qualified, experienced teachers at district or provincial
level. They are responsible for monitoring, supervising, and supporting teachers at
school level. PAs serving at primary level are usually based at the DESO, while those
serving at secondary level are usually based at the PESS.

There are several pathways for upgrading the formal qualifications of teachers:

• Professional development programs at TEIs, which are usually organized during
the school summer breaks and often continuing for several summers;

• School-based trainingwith internal supervision and the support of theProfessional
Development Network (PDN); and

• Online programs.
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There are also upgrading programs that do not upgrade formal qualifications,
including:

• Not-for-credit workshops; and
• Workshops for learning more in-depth about government policies.

To support the new 5 + 4 + 3 school system structure, competency-based
curriculum development and assessment methods were introduced. Pre-service
programs were updated, and the commitment to Universal Basic Education (UBE)
and the Millennium Development Goals (MDGs) was strengthened.

The MOES Institute for Educational Administration Development (IEAD) was
established for improving theMinistry’s human resource development functions. The
Teacher Development Center (TDC; a unit within IEAD) supports development of
curricula and instructional materials for all pre-service training programs in support
of the new education system (5 + 4 + 3) and competency-based curricula.

MOES also introduced a Bachelor-level Secondary Teacher Education Program
(STEP) for lower and upper secondary education teachers, which places a greater
focus on soft skills. Under the present system of teacher allocation to schools, MOES
determines the number of candidates per province to attend teacher education. After
they have completed their education program, they usually return to their home
province, take a provincial examination, and are allocated by the provincial and the
district authorities to schools (RIES, 2007, p. 64).

Teachers and Teaching/Learning Practices

Primary Teachers’ Characteristics and Their Work Situation

Teaching andLearning Standards. The aim of theNCTC is to support good teaching
methods through pre-service teacher education programs, practical teaching expe-
rience, and in-service teacher education programs. The main categories used for
assessment of teacher performance and to guide teachers’ professional development
include teachers’:

• Personal characteristics and professional ethics;
• Knowledge and understanding of children;
• Subject matter knowledge; and
• Pedagogical knowledge.

Teachers can be promoted to higher positions with a salary increment (Sect. 5
below) based on performance assessment.
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Table 11.5 Assessments of student learning outcomes (ASLO)

ASLO Year Grade Subjects Sample size

I 2006 5 Lao language, Mathematics, World around us (WAU) 7450

II 2009 5 Lao language, Mathematics, World around us (WAU) 6188

III 2011 3 Lao language, Mathematics 5860

IV 2017 3 Lao language, Mathematics 17,535

Sources RIES (2007, 2010, 2014, 2018)

Research Institute for Educational Sciences (RIES). The main research unit
underMOES is the Research Institute for Educational Sciences (RIES),2 which regu-
larly conducts curriculum-based nationally representative sample surveys of student
achievement. The results of these surveys are reported under the collective title
Assessment of Student Learning Outcomes (ASLO).

These surveys also include information about characteristics of teachers and class-
room teaching and learning practice (see Table 11.5). The main findings from these
surveys are reported below.

The teacher characteristics reported here are based on the findings of the ASLO
national surveys shown in Table 11.5 above and other sources as noted.

Basic Characteristics and Conditions of Teachers. At Grade 3 level, approx-
imately 52% of teachers are female, but at Grade 5 level approximately 60% of
teachers are male. The mean age of teachers is around 35 years. Primary school
teachers have on average about 10–15 years of teaching experience.

Teachers at Grade 3 level consider career advancement, perception of teacher
status, and educational outcomes to be most important. Relationships with others are
important, especially relationships with the school management and the community.
The most important sources of satisfaction for teachers are salary, teaching tech-
niques, and having teaching and learning materials. Very few teachers have a paid
second job, although many teachers in rural and remote areas work in farming, and
a few provide extra teaching outside school hours (ESQAC & Emblen, 2011).

Most teachers live in their own housing or with their parents, but 10% live in
government housing. Living conditions are generally not seen as important sources
of satisfaction.

Almost all classrooms have blackboards, a teacher’s desk, and a table, but many
schools in rural and remote areas do not have electricity or bookshelves. Nearly all
students have sitting and writing places and are in non-shift classrooms, but there
are too few books in classroom book corners—often not more than about 25.

Most teachers have access to teacher guides, but only half have access to extra
reading materials, and less than 20% have access to a Lao dictionary.

Teaching Practices. The teaching load for Grade 3 teachers is approximately 30–
35 h per week, typically around 4 h in the morning and 3 h in afternoon (ESQAC &
Emblen, 2011). The Grade 5 teaching load is typically 35–36 h per week, and

2 Formerly named National Research Institute for Educational Sciences (NRIES).
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teachers spend approximately 7 h per week checking homework and preparing
lessons. Teachers usually meet parents about four times per year.

For teaching the Lao language the most important pupil activities are “Working
in pairs or groups to discuss”, followed by “quizzes, tests, examinations, etc.”, and
“learning by heart, reciting tables”. “Individual teaching” and teaching in small
groups are uncommon approaches.

As goals, “thinking skills” and “basic reading skills” are considered very impor-
tant, while “enjoy doing an exercise in Lao” or “writing a story” are considered less
important.

Almost all Grade 3 and Grade 5 teachers assign homework in Lao Language and
Math at least once or twice per week, sometimes as often as 3–4 times per week, and
they almost always correct the homework.

Visits by School Principals and Pedagogical Advisors. Pedagogical Advisors
(PAs) are selected fromamong the professional personnel at the provincial anddistrict
education offices. The provincial education offices then organize the training of the
advisors. The Heads of the District Education Offices decide which schools are to be
visited by the PA. According to the regulations, each teacher should be visited by a
PA three times per year, but many report that they are visited by a PA less than twice
per year. Most teachers view the PA’s role as giving advice, but many feel that the
PAs contribute little to improving the classroom teaching. Most teachers report that
they are visited by the school Principal at least once a term but are seldom observed
by other teachers.

Lower Secondary Teachers’ Characteristics and Their Work
Situation

Lower Secondary School Survey (LSSS). In 2006 the Lower Secondary School
Survey (LSSS) was conducted at Grade 6 level and included classroom observation
in Lao language classes and mathematics classes (Benveniste et al., 2007).3 Only
about 75% of the teachers had prepared lesson plans, and only half of the teachers
reported that they had frequent informal conversations with other teachers about
teaching. Nearly half reported visiting another teacher’s classroom, but few did so
on a regular basis. More than half reported that their lessons were observed monthly
by the school Principal, and most reported that the visits were very helpful. Few
teachers reported being visited by officials from MOES, the PESS, or the DESO
(ibid., pp. 83–84).

Students were usually assigned homework approximately three times per week.
Students usually worked individually, rather than in groups. Teachers often gave
praise or encouragement but rarely scolded. They often asked students to give opin-
ions. Both teachers and students used the blackboard. Almost 90% of teachers copied
lessons from the textbook onto the blackboard. Most teachers reported that they

3 The LSSS was not based on a nationally representative sample.
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emphasized the importance of developing thinking skills and problem-solving, but
in practice the most common method of instruction was frontal lecturing, copying
lessons on the board, recitation, and memorizing (ibid., pp. 85–86).

Teacher Recruitment, Employment, Deployment,
and Management

Categories of Teachers. There are several categories of teachers:

• “Quota teachers” are civil servants, whose salary is based on a long-term commit-
ment established by the National Assembly and the Ministry of Finance—the
“government quota”;

• “Contract teachers” are usually employed on a one-year contract, and their salary
is determined on the basis of non-binding recommendations byMOES and agreed
by the both parties—usually the teacher and the DESO or the PESS;

• “Community teachers” or “village teachers” are employed by the local commu-
nity. Their remuneration is based on negotiations between the teacher and school
or the Village Education Development Committee (VEDC).

These employment categories do not always reflect formal qualifications. There
are quota teachers who are underqualified (especially by current standards), and
volunteer teachers who are qualified recent TEI graduates seeking a “quota assign-
ment”. Such contract and volunteer teachers typically constitute some 8–10% of
primary school teachers and 12–16% of secondary school teachers.

Pay Conditions. Teacher pay scales in public schools are nationally standardized.
Salary supplement are provided to attract qualified teachers to serve in some areas:

• 30% for remote and isolated area;
• 40% for remote and mountainous areas; and.
• 50% for especially difficult areas.

There are also pay supplements for multi-grade teaching: an increment of 25%
for two-grade classes and 50% for three-grade classes.

Teachers are allowed to have some kinds of other paid employment outside the
regular working hours. Many teachers tutor students or use their skills in other areas
than education. For example, some English teachers work as tourist guides, and some
technology teachers provide ICT or other technical support. In rural areas, many
teachers receive payment in kind in the form of rice from parents’ associations. In
some places they may receive land or wood when the community builds a school
(Barma & Orac, 2014, passim).

Even with salary supplements, there is often a supply and demand imbalance
between urban, rural, and remote areas. This is due in part to lack of qualified teachers
applying for positions in rural and remote areas (MOES 2019b). More qualified
teachers tend to prefer to teach in urban areas, so positions in urban areas are often
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“over-subscribed” (Barma & Orac, 2014, p. 18). See also Gender, Ethnicity, and
Geography below.

In principle, the main determinant of teacher allocation is the official
Student/Teacher Ratio (STR) targets, as shown in Table 11.6. It is sometimes
suggested that the teacher shortage in rural and remote areas is due to the small
class size in such areas, but the evidence is mixed, as shown in Table 11.7. However,
it is inherently difficult to control the actual STR in communities with a small number
of children of primary school age. For primary school the STR target is 34:1, but in
small schools this can be difficult to achieve. For example, consider a community
with 46 children at Grade 3 level. If there is only one Grade 3 teacher, the STR is
46:1, which is too high by 12; if there are two Grade 3 teachers, the STR is 23:1,
which is too low by 11.

The conditions in many small rural and remote communities cannot support
complete schools (primary schools with all five grades) with one teacher per grade.

Table 11.6 Student/teacher ratios targets by level of educational institution

Type of institution Education sector
development plan 2011

Teacher education
action plan 2011

PMO decree 2012

Pre-school 20:1 20:1 15:1

Primary school 31:1 30:1 34:1

Lower secondary
school

25:1 25:1 30:1

Upper secondary
school

20:1 20:1 25:1

Vocational school – – 20:1

Teacher education
institutions

– 25:1 –

University – 30:1 30:1

Sources “Education Sector Development Plan”. (MOES 2011a)
“Teacher Education Action Plan 2011-2015”. (MOES 2011b)
“Decree on Teacher Civil Servants”. (Prime Minister’s Office 2012)
Note The PMO Decree covers only public institutions

Table 11.7 Mean class size for remote, rural, and urban primary schools

ASLO I, 2006 ASLO II, 2009 ASLO III, 2011

Location Grades 1–5 Grade 5 Grades 1–5 Grade 5 Grades 1–5 Grade 3

Remote 33.8 26.2 35.7 28.9 25.3 26.6

Rural 31.1 27.7 31.6 26.9 38.2 26.0

Urban 33.5 33.2 27.0 27.6 30.8 29.1

National 32.6 30.5 30.5 27.3 34.4 29.6

Sources RIES (2007, p. 101; 2010, p. 142; 2014, p. 120)
Note These figures are estimates based on large-scale national sample surveys



11 Teacher Education in Lao People’s Democratic Republic 219

The two most common solutions to managing STRs so that all children can attend
school are multi-grade teaching and shifting (see Fig. 11.1). Approximately 26–28%
of primary classrooms nationwide conduct multi-grade instruction, but the figures
vary considerably, from 5% in Vientiane Capital to over 50% in the most sparsely
populated provinces (MOES 2020a, p. 11). Shifting (i.e. students attend only the
morning shift or only the afternoon shift) is much less common. At Grade 3 approx-
imately 8% of students attend shifted classes; at Grade 5 level approximately 3% of
students attend shifted classes (RIES, 2014, p. 79; 2010, p.88).

Fig. 11.1 Shifting and multi-grade classrooms

Fig. 11.2 TEI enrolments and student/teacher ratios.SourceMOESAnnual SchoolCensus 2013/14
to 2019/2020; LAOSIS 2021
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Issues and Challenges

Quality: Pre-service and In-service Education and Training

Practice Teaching. The time allocated to TEI students for actual classroom teaching
practice is quite short. The two-year Diploma program for primary school teachers
provides only one week of classroom observation in each of first three semesters and
10 weeks of practice teaching in the final semester.

The 2016–2020 ESDP recommends one demonstration school be attached to each
TEI, with defined missions and duties for the professional development of teachers
(MOES 2015, p. 57). Practice teaching is typically conducted in complete schools
(i.e. schools with all five primary school grades) and only single-grade classrooms.
The conditions thus model “best practices”, but some student teachers (“teacher
trainees”) never experience the kind of multi-grade classrooms and shifting context
in which they ultimately will teach.

Facilities. The facilities and resources available to TEIs are often inadequate and
outdated. Often they do not allow for practical exercises, they lack science laborato-
ries and ICT facilities, and theyhave limited access to reading and referencematerials.
The 2016–2020 ESDP strategy for increasing the quality of teaching in TEIs includes
improvement of laboratories, IT facilities, libraries, and student dormitories (MOES
2015, p. 60).

In-service Programs. In-service teacher education is typically based on a cascade
approach involving lecture and theory-oriented content that often does not reflect the
individual teacher’s real conditions and needs.

It is suggested that the approach of internal supervision should involve more
school-based professional development. That would provide more effective support
for existing school-based teacher professional development, managed by principals
and supervised by PAs. Principals’ monthly meetings should be coordinated with a
TEI in-service planning at district and province level, supported by a professional
development network (PDN).

Capacity of TEI Faculties

Inclusive Education and Special Needs. The National Strategy and Action Plan on
Inclusive Educationwas an important step towards Education for All (MOES 2011a),
but the number of teacher educators with expertise in “special needs” education is
very limited. As a result, the integration of special needs and disability into the pre-
service teacher education programs is quite limited. The ESDP 2016–2020 strategy
includes developing TEI lecturers’ skills for teaching learners with diverse learning
needs, such as those whose mother tongue is non-Lao Tai and children with special
needs (MOES 2015, p. 58).

Important development goals for TEI lecturers include:
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• Improvement of pedagogical knowledge of TEI lecturers for teaching Lao
language reading and writing, mathematics, natural sciences, and social sciences;

• Development of skill in the use of laboratories for teaching biology, chemistry,
and physics;

• Development of the capacity for classroom-based research and encouraging study
for Master’s and Ph.D. degrees;

• Improvement of proficiency in the English language and ICT; and
• Development of the capacity of TEI lecturers and encouragement to be active in

speaking and writing about education, and provision of consulting services.

Recruitment and Deployment

The Common Lao Perception of School Teachers. In Laos, teaching is regarded as a
“noble profession”, and teachers are often influential members of their communities.
In remote communities they often hold leadership positions and have a significant
influence on the social and political development. Nevertheless, teaching is not gener-
ally regarded as a “fully fledged profession”. In addition, low salaries and minimal
power and authority result in the relatively low status of school teaching compared
with other professions (MacKinnon & Thepphasoulithone 2014, p. 21).

Gender, Ethnicity, and Geography. Inclusiveness is an integral feature of Lao
education policy, and it is thus also a feature of teacher education. The 2011–2015
Teacher Education Action Plan emphasizes “gender balance, geographic, and ethnic
distribution”, although no specific targets are given for the gender distribution of
teachers (MOES 2011b, passim). Table 11.8 shows the distribution and the Gender

Table 11.8 Gender distribution of students in TTCs and FOEs

Program Female Male % Fem GPIA

TTCs

Pre-school 1884 0 100 2.00

Primary 931 599 61 1.36

Secondary 2262 1754 56 1.22

Secondary Secular Specialist TTCs* 428 479 47 0.89

Sum of Secular TTCs 5505 2832 66 1.49

FOEs

Bachelor level 2205 1597 58 1.28

Master’s level 67 110 38 0.61

Sum TTCs and FOEs 7777 4539 63 1.42

Source MOES (2019a, pp. 58–65, 69–74)
* Includes Music and Arts TTC and Physical Education TTC but does not include the two Buddhist
monk TTCs
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Table 11.9 Distribution of
ethnic groups in Laos

Ethnic group %

Lao Tai 62.4

Mon-Khmer 23.7

Hmong–Yao 9.7

Tibeto-Burman 2.9

Other 1.2

Source MOPI (2016. Table P2.7, pp. 121–122), author summation

Parity Index Adjusted (GPIA)4 by teaching program level for TTCs and FOEs. The
most significant gender imbalance at TEIs is at the Pre-school level, where all of
the teachers are female. Geography is another source of imbalance, and secondary
schools in rural and remote areas often lack qualified teachers (MOES 2019b, p. 3).

Laos is a multi-ethnic society, as shown in Table 11.9. In some areas—typically
small towns, rural, and remote areas—language barriers present a significant chal-
lenge affecting education participation and quality, especially for very young chil-
dren. Where children and their teachers are members of the same ethnic group, there
is a visibly close relationship between the teachers and children. Where the children
and their teachers are members of different ethnic groups, “the children tend to play
among themselves rather than demand the attention of the teacher” (MOES 2020b,
p. 4).

Financing the Civil Servant Quota. New TEI graduates cannot always be
recruited as teachers due to the limited civil servant quota (see Categories of Teachers
above), and as a result newadmissions intoTEIs are sometimes reduced by the author-
ities. Nevertheless, many TEI graduates are not recruited. The shortage of teachers in
rural and remote areas often leads to oversize classes, multi-grade classes, or shifting.
These condition are among the factors causing high repetition rates at primary level
(MOES, 2019b, passim). In late 2020, according to a Prime Ministerial decision, the
largest number of new civil servants were to be allocated to MOES, almost all of
whom were to be teachers (Vientiane Times, 31 December 2020, p. 3).

Statistical Trends

The Data Set and the Projections

This section provides statistical information on development trends, in some cases
with author estimates to 2020. The source of the data set used for most of the tables
below is the UNESCO Institute for Statistics (UIS), but the original source of the

4 Gender parity is indicated when GPIA= 1.0. GPIA < 1.0 shows that the indicator in question for
is lower for females than for males. GPIA > 1.0 shows that the indicator for females is higher than
that for males.



11 Teacher Education in Lao People’s Democratic Republic 223

data used here is the MOES Statistics and Information Technology Center (SITC),
unless otherwise noted. The SITC data are used annually to produce the MOES
Annual School Census. The advantage of using the UIS data set is that the data
are conveniently structured for time series analysis and are based on standardized
definitions that facilitate cross-national comparisons. The tables below cover both
public and private institutions.

Teacher Deployment and Characteristics

Over the past decade there has been a significant decline in TEI enrolments,
raising concern about TEI policies and practices. The decline is due in part to the
issues discussed above in Financing the Civil Servant Quota. A closer examination,
however, suggests two other developments leading to this decline. First, Laos experi-
enced rising economic growth rate from the early 1990s, accompanied by declining
fertility rates, leading in turn to a slight decline in the higher education population
cohort from 2012. This same decline in enrolments has also been seen in the whole
higher education subsector at large (Moxom & Noonan, 2021).

Second, the rapid growth of employment opportunities in the industrial sector has
tended to attract many youth who do not see teacher education as a path to attrac-
tive employment opportunities. Despite the decline in TEI enrolments, however,
Student/Teacher ratios have also declined at all levels, from pre-school through
secondary, as shown in Fig. 11 2 and Table 11.10.

Table 11.11 displays the gender distribution of teachers at each level. At pre-
primary level, almost all teachers were women throughout the first two decades of
the twenty-first century, although a small number of men entered the profession. At
all other levels the distribution was more balanced, but the trend has been towards
an increasing proportion of female teachers, approaching gender parity by the end
of the second decade.

Table 11.10 Actual and projected student/teacher ratios, by level

Actual Estimated

1999/00 2004/05 2009/10 2014/15 2019/20

Pre-primary 17 15 19 19 18

Primary 30 31 29 24 20

Lower secondary 22 23 20 18 16

Upper secondary 21 28 21 19 18

Source http://data.uis.unesco.org/, accessed 30 November 2018

http://data.uis.unesco.org/
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Table 11.11 Gender distribution of teachers, by level (% female) from 2000

Actual Estimated

2000 2005 2010 2015 2020

Pre-primary 100 99 97 98 99

Primary 43 45 51 51 52

Lower secondary 41 41 47 52 51

Upper secondary 39 44 47 46 51

Source http://data.uis.unesco.org/, accessed 23 February 2021

Table 11.12 Proportion teachers with required qualifications, by level (%)

Actual Estimated

2000 2005 2010 2015 2020

Pre-primary 81.3 81.8 97.5 91.5 90

Primary 76.7 83.4 95.4 98.4 97

Lower secondary 98.5 91.0 99.3 99.5 98

Upper secondary 95.6 89.8 99.4 99.0 98

Source http://data.uis.unesco.org/, accessed 23 February 2021

Teacher Qualifications

At the pre-school and primary levels the proportion of trained teachers has risen
considerably since the beginning of the twenty-first century, as shown in Table 11.12.
At the secondary level the proportion of trained teachers has remained relatively
stable but may have declined very slightly from 2015 to 2020. This possible decline
may be a reflection of two factors. First, due to rising qualification standards, some
teachers who were classified as “Trained” in 2000 were classified as “Untrained” in
the later statistics. Second, with of the education system reform (see National Educa-
tion System Reform above) and the rapid expansion of enrolment at the secondary
level, some teachers who were qualified at a lower level were “promoted” to teach
at a level for which they were not formally qualified.

Conclusions

Although facedwith considerable challenges, the teacher education systemhas devel-
oped favourably from the beginning of the century. Student/Teacher ratios have
improved and the proportion of qualified school teachers has risen even as the number
of TEI students has declined. Significant challenges remain, however.One of themost
difficult challenges is to provide quality schooling in rural and remote communities,

http://data.uis.unesco.org/
http://data.uis.unesco.org/
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especially where many children come from homes and communities where the Lao
language is not spoken.

Appendix

Appendix: Selected Policy Aims for Teacher Education in ESSDP 2016–2020

By 2020

• 70% of all new trainees are selected by passing entrance examinations, and 30% are quota
students awarded scholarships after selection by provinces

• 95% of all contracted teacher trainees are recruited as teachers

• 3 to 5 TEIs prepare teachers for pre-school teacher education

• 5 to 6 TEIs train primary teachers at Bachelor’s level

• 6 to 7 TEIs train secondary education teachers at Bachelor’s level in selected subjects based on
the strength and readiness of each TEI to teach these subjects

• Each TEI has a demonstration school annex, with defined missions and duties in detail for
implementation; and

• Each TEI has the capacity to support continuing professional development for general
education teachers through in-service training programs

Source MOES (2015, pp. 56–57)
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(a) The quantitative aspects—the total numbers of teachers required in the national
education system, numbers in different categories, demand and supply of teachers and
the education workforce, and the significance of the size of the education workforce
for personnel preparation through tertiary education; (b) The qualitative aspects—
general intellectual capability, knowledge, and skills of teachers related to academic
disciplines relevant for school curricula, knowledge, and skills about pedagogy, social
and emotional maturity, and personal qualities and values orientation of teachers and
would-be teachers; (c) Preparing and orienting the education workforce—attracting
the intellectually capable to the profession, academic and professional preparation
for the multi-dimensional role of the teacher and other education workers, orienting
future teachers and education personnel to the high standards of the profession
and inculcating loyalty to these standards; and (d) Governance and management
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Introduction

It is generally agreed that teacher quality and performance are the most important
determinants of student learning. An OECD study, Teachers Matter: Attracting,
Developing and Retaining Effective Teachers, based on evidence from 25 countries,
examined policies which addressed this question. It drew three broad conclusions.

First, the largest source of variation in student learning is what students bring
to the school, their abilities and attitudes and their family and community back-
ground. Second, the next most important set of variables that affected student
learning is related to teachers—their abilities, behaviour, and performance. Third,
also about teachers, is that attention has to be given to understanding better the
link between teacher characteristics and student performance. This is somewhat
contentious because the indicators commonly used to assess this link (such as, stan-
dardized test scores of students and readily measurable teacher characteristics such
as qualifications, teaching experience, and academic knowledge) do not adequately
explain how teachers influence student learning (OECD, 2005).

The commonly used indicators do not necessarily capture vital aspects such as
the ability of teachers to communicate ideas effectively; personality traits helpful
for establishing rapport with students, colleagues and parents; and enthusiasm and
creativity of teachers to foster an exciting learning environment. There are also issues
about how student outcome is best assessed (i.e. reliancemostly on standardized tests
in the absence of fairer or more reliable tools), which is then expected to be used as
the measure of teacher effectiveness.

Nonetheless, the overall conclusion from the OECD inquiry is that “teacher qual-
ity” is the single most important variable, which is subject to policy intervention by
education policymakers and can influence student achievement. While student char-
acteristics explain the largest variation in student outcome, these are not amenable
to policy intervention at least in the short term and have to be taken as “given” by
education policymakers.

It is not very helpful to blame poverty of the family and poor home environment
or the ignorance and apathy of illiterate parents for poor student performance and
learning outcome. It is not helpful as a diagnosis of the problem if the purpose is
to find a remedy. Schools have to consider how they can help students despite the
given non-school circumstances. It is the job of education advocates and researchers
to look at the non-school factors and consider what short-term and longer term
measures can be taken to mitigate the negative family and social conditions. These
cannot be used as excuse for school or education system inaction. The OECD study
concluded that school-level action to compensate for the given student characteristics
is best considered by looking at what may be done through teacher mediation and
teacher-related interventions (OECD, 2005).



12 Teachers at the Cutting Edge of Educational Change … 231

The problem of improving the teacher’s role and performance to achieve better
student outcome boils down to understanding teacher effectiveness. It is necessary
to unpack what the elements of the teacher’s job and role are, and how these can be
examined and explained in a useful way in order to propose practical measures to
improve teacher effectiveness. Teacher effectiveness for our purposes can be defined
as aspects of teacher behaviour and performance which can be reasonably linked to
student learning outcome.

We suggest that the important questions about understanding and enhancing
teachers’ role in the education system may be put under four headings mentioned
below. The categories and parts of the subsequent exposition are drawn from the
writer’s work with colleagues on basic education in South Asia including the pivotal
role of teachers in educational transformation. (See Richards, Ahmed, and Islam,
Political Economy of Education in South Asia, 2022.) The categories that structure
the discussion of this chapter are:

(a) The quantitative aspects—the total numbers of teachers required in a national
education system, numbers in different categories, demand and supply of
teachers and the education workforce, and the significance of the size of the
education workforce and its professional preparation for tertiary education;

(b) The qualitative aspects—general intellectual capability, knowledge and skills
of teachers related to academic disciplines relevant for school curricula, knowl-
edge and skills about pedagogy, social and emotional maturity, and personal
qualities and values orientation of teachers and would-be teachers;

(c) Preparing and orienting the education workforce—attracting the intellectually
capable to the profession, academic and professional preparation for the multi-
dimensional role of the teacher and other education workers, orienting future
teachers and education personnel to the high standards of the profession and
adherence to these standards; and

(d) Governance and management of the education workforce—recruitment and
deployment, professional support and supervision, rewards and incentives,
enhancing social status, and creating supportive working conditions for
teachers in the system.

The Education Workforce—Beyond Numbers

An overall teacher shortage looms large in Bangladesh and in South Asia which puts
at risk the Education 2030 promise of providing every child with a good quality
primary and secondary education by 2030. UNESCO Institute of Statistics estimates
in 2014 indicated that by 2030, South Asia would need to recruit a total of 15 million
teachers (4.1 million at the primary level and 10.9 million at the secondary level).
This calculation is based on an average pupil–teacher ratio (PTR) of 40, far higher
than the world average of 23. There is a legitimate debate about what may be an
acceptable pupil–teacher ratio target and what effects this has on student learning.
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The UIS projection based on trends in recruitment and realistic possibilities is clearly
an underestimate of the numbers needed to ensure education with quality and equity.

A look at UIS data for countries brings out the equivocal nature of PTRs.
According to UIS, the average pupil–teacher ratio in Bangladesh stood at 34:1 in
primary education and 29:1 (2014 estimates) in secondary education; but an average
ratio hides crowded classrooms of 100 or more students as visits to disadvantaged
areas would show, which cannot be acceptable to support sound teaching–learning.
The Bangladesh overall PTR is significantly higher than in other South Asian coun-
tries, but the ratios at the school and classroom level, which ultimately are the mean-
ingful numbers, varied greatly in each country, with unacceptably high PTR in class-
rooms for substantial proportions of students in South Asia (UIS, 2018). Recent
PTRs in selected Asian countries are shown in Table 12.1.

Bangladesh had 548,000 teachers in 126,000 primary schools of different types
with a total enrolment of 18.6 million students in pre-primary to grade 5 in 2016. The
gross pupil–teacher ratio turns out to be 34 students per teacher, which is high, but
also misleading as discussed below. At the secondary level, the mainstream schools
had 378,000 teachers with 14.6 million students in grades 7–12. The gross PTR was
39 students per teacher (BANBEIS, 2017).

The gross PTR is misleading in Bangladesh as in other countries. The geograph-
ical spread of schools and student populations as well as actual presence of teachers
and students in class rooms determine the meaningful ratio for teaching and learning.

Table 12.1 Pupil–teacher
ratio in selected Asian
countries

Pupil-teacher ratio, primary and secondary school, Selected
Asian countries, ca.2017

Primary Secondary

(Pupil-teacher ratio)

Indonesia 16.1 15.3

Thailand 16.2 24.2

China 16.6 13.3

Vietnam 19.7 –

Nepal 20.9 28.8

Laos 22.3 18.1

Sri Lanka 22.9 17.4

Philippines 29.0 23.5

Bangladesh 30.1 34.0

India 35.2 28.5

Cambodia 41.7 –

Pakistan 44.8 19.4

East Asia 16.6 13.2

Southeast Asia 18.8 18.2

Source UIS (2018)
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The different types of schools and student enrolment in them end up in significant
difference in actual numbers of students per teacher. The Primary Education Devel-
opment Program of the government (PEDP3) had set a target of achieving 46 students
per teacher, not exactly the ideal, to be achieved by 2016 in the mainstream govern-
ment and newly nationalized primary schools (NNPS). These public sector schools
served three quarters of primary level students. The 2017 DPE sector performance
report shows that by 2016 46% government schools and 50% of NNPS had attained
this ratio. Besides the fact that more than half of the schools had not achieved the
modest average ratio, in reality it meant that some schools had up to 100 students in
a class with a single teacher (DPE, 2017).

At the secondary level the gross PTR ismore problematic than at the primary level,
because teachers need to be specifically qualified to teach certain subjects. The gross
average PTR of 39 reflected a large variation among districts ranging from 28 to 72.
These numbers hide the absence of teachers in many schools for even compulsory
subjects in the secondary school curriculum.

In summary, teacher supply numbers and pupil–teacher ratio in school education
indicate that:

(a) In numerical terms, overall pupil–teacher ratio is significantly higher in
Bangladesh compared to other countries, to the point of rendering many
classrooms unmanageable for meaningful teaching–learning. There are great
variations at the school and classroom level, the level that really counts.

(b) The growth of non-state provisions in the form of private for-profit or low-
cost schools which are not subject to government regulations or supervision
regarding pupil–teacher ratio is a new factor. It raises the policy issue of what
regulatory standards and mechanisms should be applied regarding teacher
supply keeping the objectives of learning outcome and equity considerations
in view.

(c) At the post-primary level, the curriculum and the subject contents require
teachers who are qualified and trained to teach different subjects. A lower
pupil–teacher ratio than at the primary level is required at this level due to
the need for subject specialization of teachers and curricular flexibility for
students. Shortages of teachers in meeting these requirements, especially in
math, science, English, and computer skills are found widely.

(d) The gross teacher supply and PTR data generally do not necessarily indicate
effective teacher presence in classroom due to other reasons besides problems
of distribution and deployment of teachers. These reasons include teacher
absenteeism; teachers on leave for different reasons including professional
training; and teachers being away from class on non-school duties, such as
working on population census operations, duties related to public represen-
tative bodies’ election, and so on. Effective engagement of teachers in the
classroom is often considerably lower than overall PTR may suggest.

(e) The teacher supply and PTR data generally do not recognize the diversity of the
teaching workforce that is emerging due to change in pedagogical approaches
and the introduction of instructional technology. Larger numbers of IT support
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personnel, teaching assistants in a large or multi-grade class, assistants for
extra-curricular activities, and counsellors and guidance personnel are needed
for effective teaching–learning. Where a greater autonomy in school manage-
ment is promoted, administrative andmanagement support personnel are being
demanded in larger numbers. A simple PTR calculation is not sufficient to
assess demand, supply and effective use of the education workforce in the
emerging school environment.

An adequate supply of teachers has to be ensured and PTR calculations are useful.
But, it is obvious that the qualitative dimensions have to be brought into consideration,
because mere numbers will not produce the desired outcomes in learning results with
quality and equity.

Attracting the Talented to the Teaching Workforce

It may seem obvious that the teacher of a school subject should know a lot about the
subject, especially at the secondary level, where teachers are responsible for teaching
specific academic subjects. But it is often taken as given that teachers, by virtue of
being appointed as teachers, are sufficiently knowledgeable about the contents they
are expected to teach (Haggart, 2016).

Teachers’ subject matter knowledge appears to be a neglected area and deserves
some discussion. It can be logically argued that the subject matter knowl-
edge of teachers is related to three factors: a. Whether the future teacher goes
through a general school and tertiary education program with a well-rounded and
balanced curriculum containing the subject matters regarded important in the school
curriculum; b. whether the general education program at school and tertiary level that
would-be teachers go through are of sufficient quality to build a sound foundation of
essential subject matter knowledge; and c. whether the would-be teacher has been
at the top end of the class in school and college, which would be an indication of
his/her knowledge level of the subject matters and general intellectual capability.

Some Bangladesh data point to a dilemma about teacher qualifications—that high
academic credentials actually may be counterproductive.

Intellectual capability and competence to do a good teaching job depend arguably
on the performance and achievement of the person in the respective public examina-
tion for obtaining the academic credential. About two-thirds of the primary teachers
had the second division in HSC and the second class for the Bachelors’ degree (out
of three “divisions” or “classes”). For secondary, it was 56 percent and 61 percent
respectively. More than a third of the Bachelors’ degree holders among both primary
and secondary teachers had the third class (CAMPE, 2015). A pertinent question
is whether a person with a 3rd class/division bachelor or masters would be a more
effective and capable teacher than one with a 1st division SSC or HSC qualification.
Ultimately, the concern is how to attract intellectually more capable people into the
teacher preparation programs and then to keep them in the profession.
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Bangladesh does not have a mandatory pre-service teacher development and
education program. It does not have provisions for education as an area of study
within the undergraduate degree program, though teaching and education sector is
the largest single employer of college graduates. The common pattern is to send
teachers for pedagogy training after teachers are employed in school. For primary
level teachers it is an 18-month Dip-in-Ed. course, and a one-year B.Ed. course
for secondary teachers. The nature of pre-service teacher preparation, and how in-
service training and upgrading and supervisory support of teachers complement and
re-enforce each other remain an important policy concern. The quality of the training
at both levels is also a problem. At the secondary level, more than 40 percent teachers
received the degree from non-government institutions affiliated with the National
University. The quality of instruction, other quality criteria regarding teaching and
instructors, andmanagement are supposed to be overseen by the National University.
The National University cannot effectively exercise this oversight (CAMPE, 2015).

The Bangladesh situation highlights issues of reliance on high academic creden-
tials, a lack of established standards and the absence of an effective strategy regarding
the approach for pre = service academic and professional preparation of teachers.
(See more discussion below.) The prevailing model of teacher training of about
a year’s duration after a person with general education qualification of a college
degree is appointed raises questions. Does this lead to scraping the bottom of the
barrel of graduates for teacher recruitment, since school teaching is not the preferred
occupational choice for college graduates? With an emphasis on nominal academic
credentials, how intellectually capable young people can be attracted to the teaching
profession is another concern in teacher selection and recruitment.

Ultimately effective performance in the multifaceted role of the teacher cannot be
unrelated to intellectual capability of the would-be teachers. Their own success and
performance as students during their educational career; and leadership, creativity
and achievement orientation they demonstrate as students are likely to be the predic-
tors of their success as teachers. In other words, “the best and the brightest” among
the young people may be regarded as the ideal entrants to the teaching profession.
We return to this question later in this chapter.

Preparing the Education Workforce

The discussion above supports the proposition that preparing and orienting the
education workforce entail: (a) attracting the intellectually capable to the profes-
sion, (b) providing for adequate academic and professional preparation for the multi-
dimensional role of the teacher, and (c) orienting future teachers to the high standards
that need to be set for the profession and inculcating loyalty to these standards.
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Professional Teacher Preparation in Some High Performing
Countries

A comparative study in six well-developed education systems (Korea, Singapore,
China, Hong Kong, Japan, and USA) sheds light on teacher preparation and quali-
fication. The study was conducted under the auspices of the Consortium for Policy
Research in Education (CPRE) comprising seven top research and academic institu-
tions in USA (Columbia, Harvard, Pennsylvania, Northwestern, Stanford, Michigan
and Wisconsin-Madison). The study concluded that there were three sources of the
problem of underqualified teachers—inadequacy in the pre-employment require-
ments and standards for teachers, failure of teachers to meet even the insufficient
standards, and problems about how teachers are utilized once they are on the job
arising from poor human resource management in the school system (Ingersoll,
2007).

Interestingly, these are the kinds of concerns which come up frequently in
the education quality discourse in Bangladesh and other South Asian countries.
The inadequacies found in the high performing countries and often brought up
in South Asia were in the depth, breadth and rigour of college or university
teacher training courses; entrance requirements to these courses; and government
licensing and certification standards for teachers. The remedies called for reforms and
higher academic standards in the institutional preparation programs and government
licensing requirements.

The failure of the teaching force to meet existing requirements and standards
arose, as noted in the study, from deficiencies in the student teachers’ intellec-
tual capability, weakness in previous academic preparation and performance, not
completing sufficient coursework in an area of concentration, deficits in professional
pedagogic training, and being allowed to teach without obtaining a certificate or
license. There is a tension between the need to apply high entry requirements and
to ensure an adequate supply of incoming teachers, especially with a high level of
teacher turnover.

The discussion above about the adequacy of teacher numbers and their preparation
in Bangladesh and the contrast and commonalities with high performing countries
lead to four observations.

(a) The large population and the consequent numbers of students, institutions
and education personnel in Bangladesh, its overall economic status, and the
resources in the public sector set a limit to what it can do and aspire in profes-
sionalizing the education personnel. Despite the limitations, if the sights are set
with a clear policy perspective and longer term goals, change can be achieved.
Practices in high performing countries regarding professional development,
support and incentives offer pointers to new approaches in a developing country
like Bangladesh.

(b) Exceptionally in South Asia including Bangladesh, the pattern is of college
graduates with general tertiary qualifications to be appointed as teachers first
and then sent to pedagogy training usually of a year’s duration—a sequential
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model rather than the concurrent or integrated approach. This pattern has led
to attracting less capable people to teaching—an outcome that does not benefit
the education system or the teaching profession. At the same time, any strait-
jacket approach that limits professional entry to motivated people by rigidly
restricting lateral pathways and centralized imposition of curricula beyond a
broad framework will also be counterproductive.

(c) There is a need to look at professionalization of education personnel as a
continuum including identification and selection of future teachers; enrolling
them in professional preparation programs that address all essential elements;
followed by professional support, incentives and application of performance
standards. A fragmented and disconnected approach is often the norm.

(d) There is a growing prominence and popularity of the private and commercial
providers of school education which is a contrast to more advanced and high
performing systems in which primary and secondary education is largely a
public service. A parallel growth of private sector teacher training with serious
laxity in quality assurance poses new problems in respect of professional
development and applying professional standards to education personnel.

New Thinking in Bangladesh

Recognition of these concerns and the broader challenge of improving learning outcomes
along with the expansion of educational access have prompted discussion of new thinking
about teaching as a profession and professional preparation for school teaching. The key
elements, in broad outline, which have to be examined and elaborated further, of a teacher
development initiative are indicated below. The proposition, essentially advocating a “con-
current” instead of the prevailing “sequential” approach to teacher preparation,was presented
in a public forum and has generated public discussion. (Ahmed, 2018)

The development and implementation of the interconnected components of this
initiative will require various measures including the following:

(a) A pre-service teacher preparation program incorporated into the undergraduate
degree program with education as a subject. As noted, Bangladesh does not
have a pre-service teacher education program, although school teaching is the
single largest field of employment of college graduates.

(b) Education as a discipline can be introduced in selected degree colleges under
the national university by working out the academic program and syllabus,
faculty qualifications and degree requirements. Students will receive a BA
or BSc degree depending on the combination of other subjects taken along
with education. Students fulfilling specified requirements may also receive a
teaching certificate or diploma, alongwith the degree, as is the practice inmany
countries.

(c) Academic and other quality standards required under the National University
and UGC regulations (often not fully enforced) have to be strictly enforced
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in the colleges selected for this initiative. Financial and personnel provisions
have to be made for this purpose.

(d) The pre-service education course is proposed to be labelled as a regular degree
program (BA or BSc) rather than B.Ed., so that prospective students are not
forced to make an irrevocable choice of teaching as an occupation, which may
be perceived as unattractive by many young people. The assumption is that in
the face of competition for entry into degree colleges with a reputation, the
prospect of a general degree and some incentives will attract good students to
the education course, even if they have to sign a five-year bond to serve as a
teacher. Induction into a prestigious national teaching service corps would be
an added attraction (see below).

(e) A new National Teaching Service Corps (NTSC) with attractive remuneration
and a career ladder is seen as a way of creating a national cadre of teachers.
In a few years, spread around the country with at least 2 to 3 such teachers
placed in a school (both government and government-assisted ones), they will
create a nucleus of quality education personnel in schools and help bring about
a qualitative change in teaching–learning in schools.

The hidden agenda in this initiative is that after serving as a teacher for five years,
and the attraction of the national teaching service corps, many of the young people
will be motivated to continue in the teaching profession. Other than the qualified
graduates of the new education undergraduate course, those with outstanding perfor-
mance and qualifications among current teachers meeting set criteria also may be
inducted into NTSC.

This initiative calls for out-of-box thinking and has a chance of succeeding only
with high level interest and commitment of the government policymakers. The devel-
opment and trial may be startedwith donor support, but ultimately its effective imple-
mentation, replication, deriving the expected benefits andfinally its sustainabilitywill
depend on policy support as well as the willingness to commit regular resources for
it in the education budget.

Governance and Management of the Education Workforce

“Teachermanagement is at the heart of the national strategies implemented to achieve
the educational goals set by the international community…In this context, teacher
management represents a significant challenge for developing countries striving since
the 1990s to cope with high additional needs for teachers” (Best et al., 2018, p. 3.).

Recruitment and deployment, rewards and incentives, enhancing social status, and
creating supportive working conditions for teachers in the system are key elements
of effective governance and management of the education workforce. The numbers
and quality attributes of the teaching workforce and how they are professionally
prepared and supported, discussed above, delineate essential conditions for ensuring
the teaching–learning process to produce the desired learning outcomes. These do
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not necessarily add up to sufficient conditions for effective teacher performance
until supportive and enabling measures are taken. These enabling conditions concern
effective personnel management including recruitment and deployment of teachers
in the school system and rewards and incentives to encourage the best performance.
Equally important, especially from the point of view of attracting talented people
to teaching and keeping them in the profession, is the perception of social status of
teaching as a profession.

Teachers for the Next Generation in Bangladesh

Campaign for Popular Education (CAMPE), a civil society advocacy forum, under-
took a study in 2015 titled “Quality Education: Teachers for the Next generation”.
Primary data were collected from a sample of 500 primary and secondary level
teachers and from 125 focus group discussions (FGDs) with different stakeholder
groups held in 25 districts. This rapid appraisal looked at educational preparation
and professional training of primary and secondary teachers, teachers’ economic
status and income, supervision and evaluation of teachers, and teachers’ percep-
tions and expectations about their work. Some findings pertinent to governance and
management of the education workforce are noted below.

Adequacy of Numbers. The sample survey data showed in some secondary
classes there were around 100 students, and many primary classes had 50 or more
students. To achieve the primary and secondary level education to an acceptable stan-
dard teacher–student ratio, and learning time in school, the number of teachers need
to be doubled in the country from the present number of approximately one million
within the time horizon of a decade. Such an expansion in personnel, ensuring at the
same time their quality and necessary professional support for them, will be a major
challenge.

Career Path. Curiously in Bangladesh, the basic designation for the teaching
position is Assistant Teacher; there is no formally designated position of “teacher”.
Almost all teachers enter the profession as an Assistant Teacher and retire fromwork
as an Assistant Teacher. There is no career ladder for teachers that may allow them to
become a teacher, senior teacher, subject coordinator, team leader, department head,
etc. This is undoubtedly a serious demotivating factor for the teaching profession.

Academic Credentials and Teacher Performance. Whether formal academic
qualification translate intellectual capability and good teaching remains amoot point.
The question of a teacher with a 3rd class/division bachelor or masters be a more
effective and capable teacher than a teacher with a 1st division SSC or HSC qualifi-
cation remains a pertinent question (see Table 12.2). So is how to attract and retain
intellectually more capable people into teaching.

Pedagogy Training and Performance. There is a political concern about the way
pre-service teachers are prepared, and how in-service training and upgrading and
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Table 12.2 Division/class of teachers in diploma/degree

School Division/class SSC (%) HSC (%) Bachelors (%) Masterss (%)

Primary 1st 38.1 14.9 2.8 15.7

2nd 54.3 66.8 63.1 74.1

3rd 7.7 18.3 34.1 10.2

Secondary 1st 43.7 23.2 3.2 8.6

2nd 47.6 56.0 61.0 78.6

3rd 8.7 20.8 35.7 12.9

Source Rapid sample survey 2015 cited in CAMPE (2015)

supervisory support for teachers complement and re-enforce each other. A “sequen-
tial” model of initial teacher training is the practice, teachers being sent for training
after they are recruited and deployed in a school.

Actually, most primary teachers receive a long (year-long formal Certificate in
Education course) and various short training courses. At the secondary level, close
to a half have the long training (year-long B. Ed.) and a majority receive various
short training. The importance of professional pre-service preparation, in-service
training and on-the-job professional development is undisputed. But whether these
have an effect on performance of teachers and learning results for students depend
on two factors—the quality and relevance of the training itself and the conditions
and supportive environment in school to make use of the skills and knowledge
acquired from the training. The information about the working condition and work
environment for teachers probed in the study indicates major difficulties in this
respect.

Annual Sector Performance Report 2014, produced by the Directorate of
Primary Education, candidly admitted that national primary education development
programs, PEDPII and III, accorded high priority to continuous professional devel-
opment of teachers, yet it was not clear what the impact of these trainings were,
particularly in behaviour change of teachers in adopting new practices (DPE, 2014).

Work Burden. Teachers’ workload is an important factor for motivation in
teaching and teachers doing their job properly (Box 12.1).

Box 12.1 Class Size and Workload Based on a Sample Survey
Average class size for teachers of primary and secondary respectively are 48
and 83.

Average number of periods per week: primary teacher - 27.35; secondary
21.77.

Besides classes taught daily, workload includes preparation for class,
correcting homework, and non-teaching activities of teachers which all add
to the burden of teachers.
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The conscientious teacher has a long and exhausting day every school day.
Source: Rapid sample survey 2015, CAMPE (2015).

There is a substantial diversion of teacher’s time to non-teaching activities, which
adds to their workload. In primary schools, with 80 percent of the schools running
in double shift, total learning contact time was found to be less than half of the
international standard of about a thousand hours in a year.

Remuneration and incentive and teacher’s performance. The sample survey
data showed that there was a pecking order among public sector school teachers—
the government primary school (GPS) teachers had the highest level of remuneration
(being placed on the civil service salary structure); next were the secondary teachers
whose employers were their school managing committees and who received govern-
ment salary subvention. The newly nationalized primary school—NNPS—teachers
(until 2013, these were Registered Non-government Primary Schools—RNGPS)
were at the bottom of the ladder (Box 12.2).

Box 12.2 Salary and Income of Teachers
A pecking order exists among public sector school teachers’ salary.

GPS teachers have the highest level of remuneration (being placed on the
civil service salary structure); next are the secondary teacherswhose employers
are their school managing committees, but recipients of government salary
subvention;

NNPS (until recently RNGPS) teachers are at the bottom of the ladder.
Decision to bring RNGPS under full government management would improve
their situation.

Low teacher salary prompts them to seek ways of supplementing income
with non-teaching work and to rely on earning by other members of the
household.

They augment income with private tutoring/coaching. Ushering students
to paid private tutoring then becomes a matter of self-interest, and ethical
dilemma.

An average primary/ secondary teacher’s family income in Bangladesh is
around the poverty line (assuming this to be $1.25 or BDT 100 per day per
person), if the teacher has to look after a four-member family with her/his
salary.

It is not surprising the teacher’s spouse and family have to augment the
family income to make ends meet. This is one important factor, though not the
whole story, for low professionalism and performance of teachers and the poor
learning outcomes for students.

Source: CAMPE, Rapid sample survey 2015.
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Low salary prompts teachers to seek ways of supplementing their income with
non-teaching work and to rely on earning by other members of the household, as
empirical evidence from the survey showed. Overall, teachers were not able to meet
their household and family expenses from their own salary as a teacher. Teachers and
their families engaged in all kinds of income earning activities to earn a living income
for their families. Private tutoring/coaching was one of the ways of supplementing
teachers’ income (Box 12.3).

Performance evaluation and professional support for teachers. A plethora of
personnel including the head teachers, upazila (sub-district) education officers and
the assistant officers, upazila resource centre instructors, schoolmanaging committee
members, and district level officials was named as supervisors and evaluators by the
teachers in the sample. What all these supervisory and evaluation encounters with
teachers amounted to in respect of improving teacher performance and achieving
better student outcome were a moot point.

A number of questions arise in this regard: Are there consistent messages from
different supervisors and evaluators to the teachers; is there continuity in the advice
given and ideas shared with teachers; is there a mechanism for follow-up to see if
supervision and evaluationmade a difference; and are there opportunities for remedial
measures to help teachers? The answers to these questions are largely not positive.
There are also concerns about the capabilities, skills and competence of people placed
in the position of supervisors and evaluators.

How to attract the meritorious to teaching. Focus group discussion with stake-
holders including teachers, parents and school committee members considered ways
to attract talented young people into the teaching profession. FDGs came up with
four suggestions:

(a) “Standard” salary and benefits have to be offered to attract bright people to
teaching and keep them in the profession;

(b) Job status and social status have to be improved:Apart from the salary structure,
“devaluing” by society of school teaching as an occupation has to be countered.

(c) Recruitment system for teachers should be transparent and fair; a special
teacher recruitment commission should have the task of recruiting teachers
centrally for the nation; existing quota system in recruitment (such as for
women, ethnic minorities, freedom fighters’ families) should be reviewed to
determine whether and to what extent this is necessary and useful.

(d) An attractive career path, that does not exist now, should be established to
attract capable people into teaching.

A key recommendation of the report was for an integrated approach for teacher
preparation. It was suggested that a “genuine” pre-service teacher education program
making it part of the four-year undergraduate program with education as a subject
within the degree program in general degree colleges should be introduced. This is
justified on the ground that a large proportion of college graduates are employed in
teaching and education-related jobs (CAMPE, 2015). The form such an initiative
might take has been described in the previous section.
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A Broad Vision for Teachers’ Professional Development

Fernando Reimers and his colleagues at Harvard Graduate School of Education
argue for adopting a comprehensive view of teacher development. Looking at large-
scale efforts at building teacher capacity in six countries in their diverse contexts
(Cambodia, Colombia, England, India, Mexico, and the USA), they conclude that
current and would-be teachers need support in “an ambitious range of cognitive and
socio-emotional domains essential for our times” (Reimers, 2020, p.20). They argue
that the continuum of professional development of teachers is part of a system in
which other societal processes influence the quality of teachers. They have proposed
a protocol to create a shared vision of a coherent continuum to support teacher quality.

They reasoned that “only so much initial teacher education can do if the criteria
to attract and select teachers into the profession are not aligned with professional
standards. Similarly… therewere limits to the extent towhich in-service professional
development could remedy deficient initial teacher preparation”. Their proposed
protocol for the continuum of teachers’ professional development contains seven
actions to achieve systemic coherence and alignment:

1. Build a narrative about improving teaching quality as a national priority
2. Map and audit the systemof programs and policies that sustains teaching quality.
3. Develop a strategic teaching quality framework and professional standards that

create coherence in the system which supports teacher quality.
4. Empower teachers as professionals; develop career pathways.
5. Ensure a robust pipeline of qualified entrants into teaching.
6. Support highly effective initial teacher preparation.
7. Support developmental professional trajectories for teachers that produce highly

effective teaching (Reimers, 2020, p. 20).

Implementing the protocol requires translating each of these seven steps into a
clear sequence of activities, and an implementation plan that would help execute
the steps and transform practices. The six-country review of Reimers et al., which
led them to propose the teacher development protocol, does not say in which of the
countries the programs worked “in terms of achieving their intended results or in
terms of being able to stay the course for a sufficiently long period to transform
the culture of schools and transform them into ‘learning organizations’”. But they
claim that these have shown it is possible to design programs that aim at profession-
alizing teaching at scale and to formulate operational strategy that governments can
implement (Reimers, 2020, pp. 25–26).

The discussion above about the problems, challenges and approaches to themuch-
needed transformation of teacher development in Bangladesh is broadly in alignment
with the steps conceived by Reimers and colleagues.Within the space of this chapter,
further exposition cannot be undertaken of the proposed protocol’s application in
Bangladesh. Taking cue from the hopeful note sounded by Reimers, we expound
below on teachers’ role in inculcating ethics and values among students. We also
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suggest that conceptualizing the teachers’ role in this light would enhance teachers’
professional role, performance, status and social esteem, which would lead to better
student outcomes.

Ethics and Values Education and Teachers

Enhancing teachers’ professionalism and efficiency and effectiveness of governance
and management of the teaching personnel cannot be separated from the purposes
of education and the teachers’ role in realizing those purposes. SDG 4.7 targets
indicate the range of education objectives in the context of sustainable development,
balancing the needs of the current and the future generations. There is an expectation
that school is the setting where young people can learn and practice ethics and values.
The reality is that society sets the boundaries of what schools can do. A pertinent
question is: Does governance and management of teachers help or hinder in creating
the conditions for teachers to play their role in respect of teaching and inculcating
ethics and values in school?

Education Watch, sponsored by the Campaign for Popular Education (CAMPE)
in Bangladesh, examined the question of ethics and values in schools for its 2017
report, publicly launched in May 2018. A survey was undertaken of 64 primary and
secondary public system institutions in 8 divisions. Responses were also collected
with a values survey instrument from 1400 students, 576 teachers and 1280 school
committee members and parents (CAMPE, 2018).

The values survey comprising 47 items asked for agreement, disagreement or no
response on nine “domains” of ethics and values. The nine domains are related to a
wide array of beliefs and value propositions—from individual and personal beliefs
to being active and engaged in upholding ethics and values (Box 12.3). There are
methodological issues of how ethics and values content for teaching may be deter-
mined and examining their implications for teachers’ preparation, role and behaviour.
Themethodological issues including those in the EducationWatch study and the need
for further research is discussed by this writer in a recent article (Ahmed, 2020).

Box 12.3 The Nine Domains of Ethics and Values in Education (EVE)
The following nine domains of ethics and values were proposed as the basis
for categorizing the issues fromwhich the analytical framework and the survey
instrument for the EVE study were derived.

1. Personal beliefs about ethics and values as a human being—The impor-
tant sub-topics of this domain help explain its nature: purposefulness in
life, spirituality and the human condition; positive attitudes about life
and future; honesty in personal conduct, being upright, and self-esteem;
compassion and empathy for others; importance of performance standards



12 Teachers at the Cutting Edge of Educational Change … 245

(“anything worth-doing is worth-doing well”); appreciating and partici-
pating in creative, artistic, and aesthetic expressions; and commitment to
fairness and a just society. This domain about personal morality may be
seen as an anchor for the individual that influences howa person perceives
and internalizes other domains.

2. Interpersonal relationships—Respect for and acceptance of differences,
belief in human rights and dignity for all, mutual trust and empathy in the
process of one human being interacting with another.

3. Responsibility as a member of community, society and a nation—Being
mindful of civic duties and responsibilities; abiding by law; promotion
of common interests of community, society and the nation; respecting
diversity in society and plural identities of people; promoting societal
obligation to the disadvantaged and those with special needs; love for
country and nation and appreciation of national history and culture.

4. Responsibility as a global citizen belonging to the human community—
Respect for other cultures and traditions; promoting human rights and
dignity for all; respect for and belief in common humanistic values and
norms; respect for international laws and treaties; and responsive to and
supportive of people in crisis and danger anywhere.

5. Building a just and democratic society—Equity, equality and inclusive-
ness; freedom of faith, belief, speech and opinion; rule of law; promoting
democratic practices and behaviour; respect for rights and needs of
minorities.

6. Protecting environment and the planet—Love for nature, protecting
planet’s resources; balancing needs of present and future generations;
living by sustainable lifestyle, promoting biodiversity, and preventing
cruelty to animals.

7. Gender justice, norms and attitudes—Gender equity and equality; non-
discrimination, preventing gender barriers and gender-based denial of
freedom; gender equality in personal, social, economic and political roles;
fair gender representation in art, culture and creative spheres.

8. Attitude towards children—Societal obligation to children, respect for
children’s rights, protection of children, and listening to children,mutually
supportive child–adult interaction.

9. Action to uphold ethics and values—Being active and engaged and
standing up individually and collectively to uphold and promote ethical
principles and moral values.

Source: CAMPE, Ethics and Values in School: Capturing the Spirit of
Education, 2018.

Not unexpectedly, it was found that what happens in schools, especially in respect
of students’ opportunity to learn about and participate in ethics and values education
(EVE) is influenced by society and state, often in a negative way. A didactic and
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prescriptive approach in pedagogy prevails, telling students what is right or what
should be done. The school experience does not create the opportunity in the lessons
and in co-curricular activities to use reasoning and thinking about ethical issues
and moral conduct. Memorizing for tests instead of real learning is a part of this
syndrome.

The physical environment, buildings and classrooms, playgrounds and the
premises, and co-curricular activities have been found not to meet requirements
in two-thirds of schools for children to flourish in academic learning and moral and
ethical development. A recurring theme in the responses was the general degenera-
tion of ethics and values in society, community and family that posed insurmountable
obstacles to promoting ethics and values among young people. The larger society,
what happens in most families, and what children see around them do not set good
examples. For instance, students, often with the support of their parents and teachers,
are engaged in cheating in examinations and chasing leaked question papers. Students
are compelled to go to private tutors or coaching centres by their teachers.When asked
if teachers can be seen as role model for ethical and moral conduct, three quarters of
students did not see this as realistic. Half of the teachers did not see themselves as
the role model for their students.

Leon Festinger, the American social psychologist, had come up a half century ago
with the theory of “cognitive dissonance”, to explainwhypeople held simultaneously,
knowingly or unconsciously, contradictory beliefs and attitudes. Festinger theorized
that this was to seek a psychological comfort zone by rationalizing opportunistic or
immoral conduct (Festinger, 1957).

The values survey revealed several categories of cognitive dissonance among
respondents. Eighty-seven percent believed in a “greater purpose” of human exis-
tence, but 83 percent saw becoming wealthy and earning fame were the most impor-
tant objectives in life. Ninety-one percent agreed that people have multiple identities
based on language, ethnicity, geography, religion and other characteristics; at the
same time, three quarters believed that religion is the most important identity of a
person. Eighty-five percent respondents—students, teachers and parents—believed
that resorting to unfair means to score high marks in examinations is not accept-
able, but 49 percent thought “honesty is the best policy” is not practical in society
today. Close to 90 percent respondents believed that social barriers prevented equal
performance of girls and boys in life and society, but about 40 percent, of both
sexes, believed that “light beating of wives when they disobeyed their husband” was
acceptable (primary school students were not asked this question).

What can schools and teachers do given the barriers and obstacles presented by the
larger social environment of the school? The report argues that in the general climate
of pessimism, a positive message is the potential role of the teacher, individually and
collectively. His/her professional competence, motivation and ethical position can
determine what the school can do, even overcoming the barriers imposed by society
and state. A message of hope is that young people themselves look upon the future
positively and are willing to be engaged in action and stand up for ethics and values
in school and in community. The teachers and parents have to find ways to take
advantage of young people’s idealism. The report concludes that promoting ethics
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and values through schools and the teacher’s role in it need not be a fool’s errand
(CAMPE, 2018).

Teachers at the Cutting Edge of Change in Education

Taking off from the discussion of ethics and values education and the teacher’s
central role in it, the argument can be bolstered that teachers stand at the cutting
edge of change in the education system. Teachers, and more broadly the education
workforce—including leaders and managers at the policy end to counsellors, co-
curricular organizers and IT technicians at the implementation end—can bring about
the transformation in schools and the broader learning systems, if they begin to
visualize themselves as the actors in their roles in a transformation process. This
argument, given the common challenges of the education systems and teachers’ role
and performance, would be relevant broadly for South Asia.

With eyes on practical actions for change, an array of recommendations wasmade
in the ethics and values education study. Several of thesewere about teachers’ role and
creating conditions for teachers to perform in achieving the purposes of education.
Whilemorality and character building are central elements of promotion of ethics and
values, it embraces building human capabilities and skills, effective governance and
management of the education system, effective pedagogy and learning approaches,
and assessing student learning and performance of teachers and schools. In other
words, the action ideas that emerged from the ethics and values education research
have relevance for the cutting edge role of teachers in educational change. The key
action points are underscored below (see CAMPE, 2018.)

1. A didactic and prescriptive approach in teaching–learning is a much discussed
and widely recognized problem in our pedagogy and school culture. Creating
opportunities through school experience to develop and practice students’
reasoning capabilities for problem-solving in general, and recognizing moral
dilemmas and issues, is the challenge for our schools. With a recognition that
this challenge should be addressed, there is need for actions in a sustained way
in which teachers should have a direct role and involvement:

2. Teacher training curricula and content need to focus beyond pedagogic tech-
niques and teaching cognitive elements of learning on students’ development in
the spheres of ethics, values and social and emotional development. An impor-
tant part of it would be making teachers self-critical about their own values and
beliefs.

3. Teachers and schools need to have a regular and strong line of communication
with parents about how their children can be effective learners and on matters
of promoting ethics and values in school, not just to handle specific problems
of individual students when these arise.
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4. The social context set the limits on what schools can do in respect of promoting
ethics and values. Yet, stakeholders point to the individual role of the teacher—
his/her capabilities, professional competence and ethical position. It is neces-
sary to ensure that school teaching is not the last occupational choice for the
graduates of tertiary education, and that young people are intellectually and
emotionally prepared to take teaching as a profession. An integrated “concur-
rent” approach of general college education and professional preparation can
allow a longer duration to help shape young minds of would-be teachers intel-
lectually, emotionally and ethically to prepare themselves as the role model for
their students.

5. At least seven pairs of cognitive dissonance (holding simultaneously contradic-
tory beliefs and attitudes) were found in the values survey. In many situations
of moral dilemmas, moral reasoning and judgement have to be exercised. It is
necessary to consider how educational content and experiences prepare learners
to handle moral dilemmas and prepare teachers to help learners.

6. Although, teachers in Bangladesh had high positive scores on the values
domains, about half of the teachers did not see themselves as role model for
their students and the majority of students did not consider it realistic to think
of teachers as role models. Concerted effort and strategies have to be applied to
enhancing teachers’ self-esteem and encouraging them to look upon themselves
as role model for their students.

Conclusion

This chapter began with the premise that a system of education cannot be better
than its teachers. It intended to explore how teachers could contribute to improving
learning outcomes in terms of quality and equity in education; how teachers could
be supported to do their job well; and why policy and programs regarding teachers’
job, performance, professional development and support needed to be re-examined. It
also argued that professional development of teachers subsumes enhancing teachers’
self-esteem and teachers looking at themselves as role models for their students.

These topics add up to a rather broad agenda of conceptualization, understanding,
planning, commitment and action, which are needed to be addressed systematically
and in a concerted way. In this chapter, the topics have been examined by reviewing
evidence regarding problems andpractices in the education system. It has been argued
that teachers, professionally prepared and supported, can determine to a large extent
what the school can do in the larger social setting, and even overcome to a degree
the constraints imposed by society and the state structure. Teachers’ personal and
professional qualities, to the extent teachers can be the role model for the students,
are the threads that weave together the many actions proposed for transforming
education through the mediation of the education workforce. The implication is that
the teacher’s role, preparation, performance standards and status in society have to
be thought about in a new way.
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Chapter 13
Teacher Education Development
in China: A Historical Account
with Contemporary Implications

Yang Liu

Abstract This chapter offers a historical review of the changes of teacher education
in China dated back to the early 1900s. The status of teacher education, teaching
profession, and the impact of policy-induced changes were addressed. As mainly
affected by the major social and historical events of China, national educational
reforms, policy focus, and instructional practices in different historical phases share
distinctive features. This chapter elaborates on these features and further discusses
the current challenges, future trends, and challenges of teacher education in China.
This chapter argues for more creativity and exploration to the building of modern
teacher education with Chinese characteristics.

Keywords Teacher quality · Historical phases · Policy-induced changes · Trends
and challenges · Innovation

Introduction

The world has learnt about teacher quality in China through Shanghai, one of its
leading metropolises as well as the window of the nation. The vitality of Shanghai
teachers is in full display of their self-efficacy in teaching as reported in Organiza-
tion for Economic Co-operation and Development (OECD) report on Teaching and
Learning International Survey (TALIS) 2018.Chinese educators’ tenacious pursuit of
education excellence has also been demonstrated by the outstanding performance of
their students in OECD’s Programme for International Student Achievement (PISA),
a large-scale test assessing fifteen year olds in the functional literacy of reading,
mathematics and science. The 2018 TALIS report has depicted a number of features
of Chinese teachers, including the younger ages (39 years old on average); open-
minded to new ideas (92%); and much more confident in their own subject knowl-
edge, pedagogy, and instructional practice (89% of Shanghai teachers had undergone
professional training). Educators and researchers worldwide acclaimed the quality
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of Shanghai teachers, praising their professional skills and attitude, willingness to
collaborate with colleagues, as well as readiness towork under the direction of school
leadership (Friedman, 2013; Tan, 2013; Tucker, 2011). Meanwhile, dissenting opin-
ions were also put forward, including teachers’ intentional training of students to
perform in standardized test (see, e.g. Fallows, 2010); the force-feed learning with
excessive homework, unload responsibility on parents, emotional costs of good test
performance (Qiu, 2013), diminishing academic skills in senior years of tertiary
schooling (see, e.g. Loyalka et al., 2021).

Teacher quality varies notably across the vast territory, which are caused by
economic and social inequality among the geographic regions of the nation. Shanghai
is a big cosmopolitan city with 16 subordinate districts and a population of 24.87
million. Shanghai’s heavy investment in education is evident in its rising spending
on basic education, with an annual increase of 10% on average. In 2019, the annual
expenditure was about USD 10 billion which is RMB 64.77 billion (Commission,
2020). In contrast to the impressive professionalismofShanghai teachers as portrayed
in the TALIS reports, the educational level of basic education teachers in the remote
and economic backward areas is still low, which is “far from being able to meet
the strategic task of building a high-quality education system”. During the national
campaigns of reforming the educational system, teachers were caught between the
limitations that imposed by “structural forces and the dynamics” that were generated
by the advancement of the education system (Lo, 2019, p. 2). Although a multi-level
teacher professional development standard has been preliminarily constructed, there
is no standard requirement for teacher lifelong development. Teachers’ role, identity,
and function in the educational system have not been altered in a significant manner
(Lo & Ye, 2017).

The government has endowed teacher education the pivotal position in the national
strategy. China’s Education Modernization 2035 plan (2019) sets the direction “to
build a contingent of highly qualified, professional, and innovative teacher force”.
Also, as stated in the report of 19th National Congress of the Communist Party of
China, “To strengthen teachers’ ethics, to train a contingent of high-quality teachers,
and encourage the whole society to respect teachers and value education”. The CPC
Central Committee and the State Council hereby issued the roadmap to attain the
above goals. The Opinions on Comprehensively Deepening the Reform of Teacher
Team Construction in the New Era set an ambitious schedule for teacher education,
“By 2035, the comprehensive quality, professional level and innovation ability of
teachers will be greatly improved, and tens of thousands of teachers will be trained as
educators, and to form scientific and efficient managerial systems and mechanisms
for teachers, and modernization of the governance capacity”. Teacher training in
China is facing an unprecedented and also complex situation.

The research for this chapter is informed by findings from documentation
research, textual analysis, and bibliometric studies of Chinese teacher education.
Primary sources for this research include policy documents, historical records, and
bibliometric data retrieved from China National Knowledge Infrastructure (CNKI)
database pertaining to teacher education of P.R. China. Secondary sources include
research findings cited in selected books and journal articles on the subject.



13 Teacher Education Development in China: A Historical Account … 253

This chapter sought to examine the factors that account for the understanding
teachers and teacher education development of China:

(1) The historical features that exerted influence on the development of teaching
and teacher education reforms.

(2) The challenges and new demands that teacher education system is facing in
the new era.

(3) A discussion on the design of the keeping the competitiveness and structuring
of high-quality teachers forces.

Historical Development of Teacher Education in China

China’s long continuous history as a country and culture surely has a profound
influence on the character of teachers raised in it. Speaking of historical features,
people are talking about much more than a teacher education system alone, it also
includes teachers’ community as well as the history of that community. Teacher
education in modern China sprouted in the “Hundred Days Reform” period, at the
end of the Qing Dynasty. Since the “Presented School Regulation (《奏定学堂章
程》)” promulgated in 1904, the nation’s teacher education system has experienced
a hundred years of changes from “replicating Japan”, “learning from the USA”,
“imitating the Soviet Union” to “creating Chinese characteristics” (Chen, 2002).
The development of Chinese teacher education has successively experienced five
phases (Yang, 2016b):

Phase 1: The Establishment of an Independent but Closed
Normal Education System (1897–1921)

The word “normal teacher” first appeared in the Western Han Dynasty, when Yang
Xiong connected “Teacher (师)” and “Model (模范)” for the first time in the Act of
Learning of Fa Yan (《法言学行》), which stated the due requirements for teachers.
China’s normal education in the true sense of the word, together with the modern
schooling system, was introduced into China from Japan at the end of the nineteenth
century. It had been widely accepted by academia that normal education in China
was germinated in that turbulent era, in which reforms in the field of education were
at the core of the social situation at that time (Zeng, 2016). People with breadth of
vision realized the importance of rejuvenating the country through education, and
the overall education quality relies on the training of a certain scale of teachers.

Since the mainstream education ideology at that time was “Traditional Chinese
values aidedwithmodernWesternmanagement and technology (“中学为体,西学为
用”)”, a number of new-style schools were established nationally in accordance with
the philosophy. Founded in 1863, theKuangFang-YenKuan (上海广方言馆)was the
first foreign language college in Shanghai and a new school with distinctive Shanghai
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characteristics. And Shanghai Telegraph School (上海电报学堂) was founded in
1882, the first telegraph and communication school of the country. The No.3 Public
School (三等公学)was found in 1896, an indicator of thewesternization tookplace in
the curriculum, pedagogy, and school management. However, it has been commonly
assumed that the morality and philosophy of education were still centred around the
traditional Chinese values at this stage.

It was noteworthy that the first normal school in China, named Nanyang Public
School (南洋公学), was founded in Shanghai in 1897. The school created a precedent
for classifying into primary, secondary, and tertiary three different levels of educa-
tion. All three levels of the training objectives, training specifications, and quality
standards are clear, which consolidate the future development of teacher education. It
also emphasized China’s morality-oriented education tradition as well as the cultiva-
tion of actual teaching ability. It played an active role in the development of modern
teacher education. The school duplicated the open teacher training mode in western
countries and aimed to cultivate new teachers for new schools. The school ran for
six years in all, trained 71 teachers, and symbolized the beginning of the normal
education in China.

Another salient feature of this phase is that moral education and cultivation of
personalities of teachers became a central issue in the teachers’ training. This notion
had grown in importance as the curriculum laid great emphasis on human ethics
as the foundation of all subjects. The ‘moral education’ themes not only took up a
large proportion of the training activities, students were also required to put their
conceptualization into practice. Although it might be seemed to be politicalized and
ethicized, it was of great benefit to form a tradition of teachers’ professional ethics.
Meanwhile, foreign languages subjects were also set up in the curriculum. Attaching
importance to the imparting of educational theory and the training of actual teaching
ability, to some extent, it reflected the characteristics of teacher’s professionalization.

There was a remarkable resemblance between the teacher education of China
and Japan in this period of history. Therefore, lack of originality in the educational
philosophy might be considered as one of the drawbacks in this phase. Although
emphasis had been placed on the training of teachers’ subject knowledge as well
as the pedagocial competence, the course content was rather complicated and the
academic burden was so heavy that students’ independent development was affected.
Despite its many drawbacks, it had achieved certain results in a short period of more
than ten years. The teacher education in this historical period laid a foundation for
the development of teacher education in China, both in form and content.

Phase 2: An Open Normal Education System Initially Formed
(1922–1948)

Amuch-debated question was taking place across the nation at that time concerning
whether normal education should maintain an independent ideological status in the
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educational system. After a long debate, the reconstruction of higher normal educa-
tion system had been widely recognized (Yang, 2016b). In November 1922, the
government of the Republic of China promulgated Renxu System of School Educa-
tion (《壬戌学制》) and introduced the “6–3–3” schooling system. Under the general
principle and spirit of promoting democracy and upholding freedom, the educational
system had undergone major reforms and transformed into the American schooling
system.

In early 1920s, Nanjing KMT government exercised strict control over the normal
education and redefined the goal and course content of teacher education, for the
purpose of consolidating regime. Normal education at the time was placed in a
subordinate position. Normal Education Colleges and universities were asked to
merge into ordinary universities and converted into universities. The independent
status of normal education particularly the tertiary level had been weakened, and
subsidies for normal students have been suspended, leading to a severe brain drain
and decrease of teaching quality.

In this stage, learning from the American normal education system became the
mainstream, and the tertiary-level teacher education was initially formed and devel-
oped. Although there was an inclination to nationalize the normal education system,
the status of normal education was obviously weakened, and the development of
normal education fell into a low ebb.

Phase 3: Reconstruction of the Old and Closed Normal
Education System (1949–1977)

Since the founding of the People’s Republic of China, in order to meet the urgent
needs of people, teacher education policies were implemented and centred around
teachers’ pre-service training and in-service training reforms. Efforts were laid on
the training of teachers’ knowledge and ability, improving their formal schooling,
and the goal includes to enhance teachers’ comprehensive quality, to improve the
quality of the normal education, and to promote the development of the education of
all types and at all levels. On the basis of “to discard but keep the finer part” from the
old educational experience, comprehensively learning the educational experience of
the former Soviet Union and carrying out the teaching reform, a large number of
qualified teachers were trained, so that the development of education could meet the
needs of the political and economic development at the time. China sought to explore
the path of an independent development, with its educators began to reflect on the
all-round copy of former Soviet Union. However, a series of problems began to arise,
including the remains of empiricism and neglect of production and labour education.
Teacher education system at that stage appeared to be relatively closed.

InDecember 1949, the first National TeacherWorkConferencewas held, marking
the beginning of the construction of independent teacher education system in the
People’s Republic of China. Due to the serious shortage of resources at that time, it
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was difficult tomake up the gap in the quantity and quality of teachers in a short period
of time only by relying on formal teacher education. It had decided to train teachers
by combining formal normal education with a large number of short-term training
programs. All major administrative regions shall set up at least one normal college
directly affiliated to the Ministry of Education. Teachers’ colleges have been set up
in all provinces (municipalities and autonomous regions) and most urban districts to
train secondary school teachers. The teachers’ college and the teacher’s college of the
former ordinary university are also gradually set up independently. Subsequently, in
October 1951, the Administrative Council promulgated the Decision on the Reform
of the Academic System, which for the first time provided a policy basis for the
stratified training of teachers in normal colleges at all levels in the form of laws
and regulations. Teachers’ education was divided into four levels: teachers’ college,
teachers’ school, primary teachers’ school, and early childhood teachers’ school. The
above system helped construct a relatively complete framework for the independent
teacher education system. In July 1952, the Provisional Regulations for Normal
Schools (Draft) was promulgated, which unified the educational tasks, length of
schooling, and curriculum of secondary normal schools, establishing the standards
for the development of secondary normal education and establishing the norms for
running a new type of secondary normal school. During this period, normal colleges
at all levels developed synchronously and gradually formed a three-level teacher
education system consisting of secondary teachers, secondary teachers’ colleges,
and normal colleges, all together played an indelible role in the construction of
primary and secondary school teachers.

With the aim of changing the uneven quality of teachers in the early years of
the founding of the People’s Republic of China, the state paid more attention to
the on-the-job training of primary and secondary school teachers. In 1951, the First
National Teacher Education Conference discussed the quality of in-service teachers
for the first time and put forward suggestions to strengthen in-service training and
further education for primary and secondary school teachers. The circular of the
Further Education of Primary and Secondary School Teachers issued by MOE in
1952 clearly required all major administrative regions to set up teachers’ further
Education Colleges and all localities to set up normal colleges to strengthen the in-
service training of primary and secondary school teachers. In 1953, the Directive
of the State Council on Rectifying and Improving Primary Education and other
documents specifically aimed at the development of primary and secondary education
were issued successively, which promoted the improvement of the in-service training
mechanism for primary and secondary school teachers. The decade 1966–76 was the
most chaotic since the founding of the nation. The development of teacher education
was onceparalysed.During this period,many leaders and excellent teachers in normal
colleges were persecuted, and the development of teacher education as a whole was
at a standstill.

The teacher education system based on China’s actual conditions is becoming
more standardized and complete. The teacher education during this period was
subject centred, which emphasized more on subject matter knowledge, and teacher’s
role is more about transmitting knowledge. In the course of teaching reform, normal
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colleges at all levels widely adopted the educational philosophies and experiences
of the Soviet Union, including the syllabus and teaching materials. Teacher educa-
tion gradually updates the old teaching content, teaching organization, and teaching
method from the doctrines, viewpoints, and method of Marxism. The MOE required
all levels of education authorities to adopt multiple emergency approaches of training
in-service teachers to familiarize themselves with the content of courses to be taught,
as in “learning what you will teach and making up what you lack” (Liu, 1993).
However, the social status of teachers has been significantly improved, and the society
has formed a trend of respecting teachers and valuing education. From a cognitive
psychological perspective, the subject-centred model did not provide prospective
teachers with opportunities to learn and understand how children think about subjects
(Zhou, 2014, p. 507). Teachers might consider less on how to adapt their instruction
based on children’s pre-existing knowledge and ways of thinking. Even so, it should
also be noted that teacher education during this period was dominated by national
planning, and the degree of teacher autonomy was low. Although the quantity of
teachers in the country had grown rapidly in the short term, the quality of teachers
varies considerably.

Phrase 4: Restoration, Adjustment, Consolidation,
and Improvement (1978–1995)

Facing the challenges of international competition in the twenty-first century, the
degree of strong national strength depends on the quality of citizens. In October
1992, the 14thNationalCongress of theCommunist Party ofChina proposed to attach
great importance to the training of teachers and legal system construction, and the
perfection of relevant legislation, and aimed to promote China’s education and social
modernization into a new stage of development. To fulfil the new requirements, the
government deepened educational reform in different levels of education, particularly
at basic and higher level. During this period, teacher education gradually became
professionalized and legalized, and relevant laws and regulations were also gradually
improved. The promulgation of the Teacher’s Law in 1993 and the Education Law in
1995, respectively, marked the normalization and rule of law in the construction of
teachers, thus better supporting andguaranteeing the formulation and implementation
of teacher education policies.

High quality of education of one nation relies on a large volume of qualified
faculty resources. This is normally the case especially when dynamics of change and
innovation are to be found in the curricular system of pre- and in-service teacher
training programs. But there was a huge gap between the professional level of
teachers’ pre-service training and post-service training institutions. For instance,
the main pre-service training institution in Shanghai at that time was East China
Normal University, while the main post-service training institution was Shanghai
Institute of Education. The level of training they provide is completely different.
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As early as 1981, East China Normal University had the right to confer doctoral
degrees in 12 specialties. After Shanghai began to fully implement the education
of primary and secondary school teachers since 1990, The demand for high quality
post-service teacher training had increased significantly.

Additionally, it was called on by the nation to emancipatemind and to initially start
the “open mode” of teacher education. The emancipation of educators’ thoughts was
also encouraged.Mental health educationwas also integrated into routine teaching. It
was imperative that the curriculum fully reflects the theoretical knowledge and prac-
tical skills of education and be conducive to the national requirements of control-
ling the number, specifications, and practical functions of teacher training. In the
mean time, a teaching style of respect, inspiration, collaboration, and joyfulness was
welcomed and shared among the teachers and students (Zhou, 2014). The teachers
were no longer merely been regarded as the subjects of training and of reform activi-
ties; they had the opportunity to explore and reflect on practice and were empowered
as agents of change (Zhou & Liu, 2011).

Phrase 5: Towards a Comprehensive, Tertiary-Level Oriented,
Professionalized, Integrative Teacher Education (1996–)

During this period, the main contradiction of China’s educational development has
shifted from the lack of educational opportunities for the masses to the imbalance
of educational development in vast geographic areas. Equality and quality assurance
have become the biggest challenge facing the development of education inChina. The
building of high-quality teachers was also regarded by the national government as
a “fundamental livelihood project”. As promulgated in the Education Revitalization
Action for The Twenty-first Century Cross-century Gardeners Project (Ministry
of Education, 1998). The policy maintained that in order to achieve the teacher
education reform and development goals of the twenty-first century, not only to
continue to push forward the teachers cultivate the open degree, but alsowill continue
education into the system of teacher education, teacher education pre-service after
integration development began to be taken seriously. The reformmeasures during this
period greatly promoted the improvement and development of teachers’ continuing
education system and laid a foundation for the establishment of the integrated training
mechanism of both pre-service and post-service sessions.

The State Council released two documents, the “Action Plan to Revitalise Educa-
tion for the Twenty-first Century (Ministry of Education, 1998)” and “Decisions
to Deepen the Educational Reform and Improve Quality-Oriented Education in an
All-round Way”. The first document established goals for education and proposed
to improve teachers’ educational credentials. The second document required imple-
menting quality-oriented education in primary and secondary schools, which gener-
ated a necessity for increasing the highly qualified teaching force and encouraged
comprehensive universities and other institutions to join teachers’ education.
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The Ministry of Education presented the document “Suggestion on Restructuring
the Teacher Education Institutions” in 1999 and changed the closed three-level insti-
tutions to an open two-level system. MOE also required that teacher training and
preparation to be gradually implemented at the higher education level. In this vein,
reform measures include to make secondary normal schools merged with three-year
professional teacher colleges or transformed into vocational schools. Some special-
ized teacher institutes upgraded to independent four-year universities or merged with
other normal or comprehensive universities. The consequence of the reconstruction
was that the number of normal schools decreased sharply, from 875 in 1998 to 196 in
2007; the number of professional teacher colleges decreased from 154 in 1998 to 45
in 2007; the number of normal universities and colleges increased from 75 in 1998
to 125 in 2007 (Zhao, 2008, p. 80). The statistics showed that there were 2742 insti-
tutions that prepared initial teachers in 2007, among them, 366 (13.3%) institutions
were normal universities, normal colleges or normal schools, 2376 (86.7%) were
institutions that did not have “normal” in their names (Zhao & Zhu, 2010, p. 51) so
were not specialist teacher education institutions.

The “openness” could also be manifested as the transition of the univer-
sity–government–school partnership to a school–university–enterprise–government
pattern. Scholars also argued that teacher preparation organized by secondary schools
could hardly achieve the objective of open system policy. Furthermore, the open
system led to the supply exceeding the demand for beginning teachers (Zhao & Zhu,
2010). The overall implementation of the open system policies seemed to be incon-
sistent, as many historic secondary normal schools have been shut down, whereas
many secondary vocational schools have been integrated in teacher education system
improperly.

In 2018, the CPCCentral Committee and the State Council issued theOpinions on
Comprehensively Deepening the Reform of Teacher Team Construction in the New
Era (hereinafter referred to as the opinions), the first policy document specifically
focusing on teacher team construction, which is of great historical significance to the
development of teacher education in China. Subsequently, according to theOpinions,
the Ministry of Education and other five departments issued the Action Plan for
Revitalizing Teacher Education (2018–2022) (hereinafter referred to as the Plan). The
promulgation of “Opinions” and “Plans” means that China’s teacher education has
entered a newhistorical period. TheParty, the state, and the education authorities have
planned the construction of teachers from the perspective of national development
strategy and teachers’ historical mission, which to a greater extent reflects the latest
achievements in the development of teacher education policies in the new period of
China.

For more than one hundred years of development, the development of teacher
education in China reflects a historical progress of the nation’s deepening of the
understanding of the nature, character, status, task, and goal of teachers as well as
the education system.
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Prominent Challenges Facing Current Teacher Education

In view of the past history and the contemporary progress of teacher education of
China, there are a number of potential reform tendencies that can be foreseen.

To Optimize the Governance Capabilities of Teacher
Education by Law

Formulation of teacher-related policies falls within the purview of the Central
Committee of theChineseCommunist Party and the StateCouncil, People’sRepublic
of China. Although a few scholars would be invited to the discussion on related
policy issues, opinions from frontline educators are rarely considered essential to a
comprehensive perspective on teacher-related issues (Lo, 2019).

Policy implementation employs a top-down approach, which leaves either little
or infinite room for local authority’s interpretation (Lo, 2019; Lo & Ye, 2017). As a
directive issued by theCCPCentral Committee, the state’s top-down approach allows
policy formulation and implementation to move with impressive speed. Such an
approach largely assumes policymakers’ blueprints to be feasible for a great diversity
of educational contexts. In accordance with local needs and financial strengths, the
local educational departments develop their own action plans and specific regulations
on teachers and teacher education. This aspect has mainly reflected itself as the legal
documents, and policies are difficult to be implemented, or to be misimplemented,
and even over-implemented.

As there could be numerous issues raised in official directives, a simile called
“a thousand threads make one needle” phenomenon (Zhu, 2018, p. 1) was used in
referring to the disconnect between those who formulate the policies and those who
are supposed to implement them (see, e.g. Zhu, 2015, p. 2). In addition, it is difficult
to determine whether the measures set out in the document are within the purview
of the government or schools (Lo & Ye, 2017). In the situation where administrative
authority is higher than professional authority, teachers’ salary and various resources
and appraisal system are in the grasp of administrative departments of government,
which makes teachers more dependent on the government (Zhu, 2015, 2018). Local
officials and schools may also feel confused especially when a directive is too broad,
frontline educators could only act according to their own perceptions, willingness,
and capabilities. To improve the governance structure and optimize the governance
mechanism is the key issue to be solved and the core research content of teacher
education governance research. Breakthroughs need to be made as in the source
of governance structure, system, and mechanism of the comprehensive reforms of
teacher education in China (Zhu, 2019).
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Coordination and Balance Between Different Teacher
Education Resources

Economic disparity that exists among the country’s 1335 counties manifests the
unbalanced distribution of funding for schools in Mainland China. The inequality
might be caused by the uncertain designation of the proportion of financial respon-
sibility that each level of government should shoulder, and educational expendi-
tures become a thorny issue in the division of financing responsibilities among the
authorities at different administrative levels (Du, 2018). There is still a shortage
of high-quality teacher education resources in some areas, schools, and subjects,
which cannot meet the needs of teacher education development. The current teacher
education system in China has ‘three tracks’, namley normal colleges, comprehen-
sive colleges, and vocational colleges; and ‘four levels’, namly technical secondary
school, junior college, undergraduate and graduate school, and “pyramid” character-
istics. Although in terms of the quantity of colleges, non-normal colleges are much
larger than that of normal colleges, but in terms of the number of students, the popu-
lation size of normal college students is far greater than the number of comprehensive
colleges.

The challenge facing normal education institutes comes from the domestic
comprehensive universities, as the graduates of latter enjoy more popularity in the
jobmarket (Zhu, 2015, 2018, 2019). First-class teachers depend on first-class teacher
education institutions. A total of 137 universities were classified as the first batch of
“double first-class” construction, among which 42 are world-class universities (36
of Class A, 6 of Class B) and 95 are world-class universities. But there are only two
‘world class’ normal universities, out of the total quantity of 42. These comprehen-
sive universities have education and relevant disciplines, but they assume no liability
for training teachers. There is relatively unbalanced distribution of teacher educa-
tion resources in the first-class tertiary institutes. Compared with urban areas, the
shortage of quality teaching resources in rural areas still exist. There is an imbalance
in the allocation of teacher resources among different types of schools, especially
kindergarten teachers.

Discipline construction needs restructuring. Since the integration of normal
colleges and universities, the curriculum of teacher education needs to be restruc-
tured. Current curriculum pays more attention to teachers’ content knowledge, while
the pedagogical content knowledge has been marginalized (Zhu, 2019). On the
average, the percentage of teaching hours for general education courses, subject
matter courses, and educational theory courses accounts roughly for 21%, 72%, and
7%, respectively. Similarly, the in-service training schools place a heavy emphasis on
courses in the subject matter areas which account for 50% of the total teaching hours,
whereas general education courses account for 10%, pedagogy/psychology and
practicum take 35%, and professional development offers 5% of the total instruction
hours (Guo, 2002).
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To Inject Innovative Force to Teacher Professional
Development

With fewer faculty employment types and lack of diversity in job placement, the
mechanism of professional development of teachers on thewhole needs to be system-
atized and renovated (Hongzhuan Song, 2008, 2010; Zhu, 2019). For instance, the
posts of university teachers in China are mainly categorized into teaching-oriented
posts, teaching-research posts, and research-oriented posts, with 13 levels in total.
The vast majority of teachers are teaching and research positions, which are required
to undertake teaching, research, and social services at the same time. But the reality
is that most teachers are not able to “wear all three hats” very well. With the increase
of university functions and diversified development, the university organization is
becoming more and more complex, thus poses higher demands for teachers. Many
of the areas that are required by modern universities require full-time commitment
and increasing expertise. Stressful work environments and situations may affect the
practices and motivation of teachers and principals and even student achievement
(OECD, 2020). Three most prevalent sources of stress are being responsible for
students, keeping up with changing requirements from local, municipal/regional,
state or national authorities and having too much administrative work to do.

Teachers of elementary and secondary schools in China accept training through
two major types of institutions, at three different levels: pre-service and in-service
teacher training at the four-year tertiary level, at the two to three years of junior college
level, and at the secondary level of teacher training institutes. Those training could
be rather monotonous, as attending courses and seminars in one of the dominant
methods for realizing teachers’ professional development. Although teachers are
requested to participate this kind of training,most of thembelieved themost impactful
training approach for them is peer learning and coaching. Apart from the sound
academic training, what teachers need most is the support of principals. But due to
the lack of school autonomy, principals have a strong sense of powerlessness when
facing the need to guarantee the rights and interests of teachers and professional
support. Teachers’ initiatives and innovative orientation are considered essential to
the development of student creativity, and this is increasingly viewedas a fundamental
prerequisite for the development of the training philosophy as well as for the career
development of individual teachers (Song, 2021).

Establishing a Competitive Teacher Education System
with Chinese Characteristics

Teachers are primary driving force of education development. Qualified teachers are
key to the maintaining of a high education quality of the nation, pre- and in-service
teacher training programs that offer the mobility for the system. In accordance with
“the Law of Education” and “the Law of Teachers”, placing emphasis on the system’s
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reform is in order to get rid of current misfits. Future teachers must take the initiative
to act asmultiple roles in the classroom, and they are notmere deliveryman of content
knowledge, but also as thinkers, leaders, mentors, and innovators of education.

Exploration of Teacher Education Governance

“Teacher education governance” requires that the state (the government), universi-
ties (teacher education), market (personal) and primary and middle schools teacher
education consumers, social organizations (teachers and teacher education profes-
sional organizations), civil and other multiple entities participating and collaborating
in the face of the teacher education of public affairs assume corresponding respon-
sibility of new management and service mode; to maximize the public benefit of
teacher education is not only the goal of teacher education governance, but also
the fundamental representation of “good governance” of teacher education (Yang,
2016a, p. 92).

“Good governance” seeks after the optimum jointing point between the two
extremes, namely internationalization and domestication (T.-P. Yang, 2011, p. 518).
Internationalization refers to the expansion of one’s own vision and to learn from
other countries’ experiences, attempting to followor even to lead the global trend. The
domestication means selecting the pathway for the development of teacher education
in real condition of one nation or district. The exploration of a systematic integration
of internationalization and domestication is both of global trend and of great value
to the continuous improvement of modern teacher education governance.

The modern teacher education system with Chinese characteristics suggests a
wide range of subordinates, including Chinese teacher tradition, role and responsi-
bility of the government, teaching mode and resources, advanced concepts, policies,
laws and regulations, norms and procedures, etc. Teacher education institutes of all
levels should persist in searching for the beneficial enlightenment and experience
worldwide to the improvement of teacher education governance capability (T.-P.
Yang, 2011; Y. Yang, 2011). However, emphasis should be placed on the local,
social, economic, and educational realities of various educational contexts on the
vast territory, and caution should be applied when interpreting distinctive features
within particular developing phases.

It is also necessary to balance the contradictions of the macroscopic guidance
from the ministry of education and multifaceted situations of the local regions, as
well as to coordinate between the discipline and school types (such as liberal arts
college), etc. Other factors may include teacher education providers (such as normal
universities, education department), local comprehensive colleges born after “merg-
ing” and “upgrading”. To fully demonstrate how education authorities at all levels,
colleges of education and liberal arts, teachers’ professional organizations, jointly
participate in teacher education governance, the responsibilities and rights of stake-
holders, their division of labour and cooperation relationship, and the experience
and lessons of governance practice. In order to integrate and draw on the advanced



264 Y. Liu

experience of governance mechanisms from other countries in terms of the charac-
teristics of teacher education governance structure, diversity of methods, integrity
and relational thinking characteristics, teacher educators must have an advanced
top-level policy design of teacher education that is also localized and suitable for
the teaching and learning of different disciplines. When transplanting the advanced
notions of teacher education governance from foreign countries, the domestic condi-
tions of China, different provinces, regions, or even different school types need to
be adequately considered.

To highlight teacher education providers’ independent role in taking an objec-
tive view and chasing opportunities to provide services with their own characteris-
tics, Chinese teacher educators must effectively integrate various resources to cater
the “specifically-oriented aim” and “non-specifically-oriented aim” altogether (T.-P.
Yang, 2011, p. 527). The system needs further innovation, so as towiden the channels
for teacher education. An equal, cooperative, and balanced governancemechanismof
teacher education is required in every link of the chain, including consistent entrance
examinations organized for selecting students, wide training calibres, as well as strict
and comprehensive evaluation system. In view of all that has been mentioned in the
process, a principal determining characteristic of teacher education governance could
be its professionalism. However, in a broader perspective, the mainstream charac-
teristic has gradually been replaced with innovativeness. It manifests the strategic
transition teacher education at higher levels.

Innovation in Teacher Preparation and Training

The notion of advocating the “combination of stage-by-stage education and life-long
education’ embodies the openness and unity of teachers” education and professional
development (T.-P. Yang, 2011, p. 530). A sociological opinion states that a plateau
period exists in the development of any career, and both teachers and students are
likely to become close-minded and conservative as the occupational fatigue, weari-
ness, and laziness increase. In-service education is of an effective solution to the
fatigue, as it provides them with opportunity to practice introspection and to learn
and make progress themselves. Prospective teachers’ in-service training is neither
the once for all approach that occurs in normal universities, nor is it the one consists
of two independent sections, namely pre-service training and in-service training.

The deepened value of teachers’ development lies in its being the prerequisite
for facilitating the growth of students. Teachers will have to organize effective and
efficient instructional activities to meet students with different interests and compe-
tence levels. Excellent teachers’ professional knowledge structure is not a simple
sum of knowledge, but the integration of a variety of knowledge constructs as well
as professional skills. It is a multidimensional and multi-level dynamic knowledge
system (T.-P. Yang, 2011; Y. Yang, 2011). The role of teacher education is to make
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teachers practice, reflect on their own learning, and eventually store in the cogni-
tive structure. Through integrating various knowledge constructs, active recombina-
tion and transformation of knowledge elements could authentically contribute to the
effects of any type of teacher training programs.

Teacher education curriculum needs to be specifically designed and implemented
according to levels, types, and needs of various education institutes. Since the twenty-
first century, a series of core concepts including “connotative development”, “cur-
riculum reform”, and “school-based development” have become crucial philoso-
phies guiding local schools and the implementation of curriculum reform. Measures
include the curricular construction and reform of the teacher education departments
in normal universities. Contents of teacher education curriculum need to be timely
updated according to the hot spots of education reform, the latest discoveries of in
natural sciences, social, and humanistic sciences, and the contents of curriculum
system should be updated in due course. A paucity of curriculum research unravels
a number of arenas, such as the principles regarding teacher education specialty, the
principle of correlating theoretic studies and practice, holistic design of teachers’
career development path, putting teachers’ education into practice stage by stage
and establishing a study-oriented, lifelong teacher education mechanism, pre-service
education and in-service education, degree education and non-degree education,
school-based training, distance education, etc.

The Dialectical Relation Between Standardization
and Multiplicity

Standardization is the core philosophy which exists in the modern teacher educa-
tion system (Han, 2012). It has also been practised by countries all over the world
as a manner of quality assurance. China’s long history and culture had a tremen-
dous impact on its standardization of teacher education. Teachers were considered to
be “models of human beings” as early as in the West Han Dynasty. Modern teacher
education is not merely a process of approving and issuing teachers’ teaching qualifi-
cations, but also to enhance their professional calibres. Its process could also suggest
the tendency of systematizing and standardizing of the teaching specialty (Han,
2012). Therefore, great efforts should be placed on examining and inheriting the
fine traditions in educational philosophies of our country. Meanwhile, to improve
relevant supporting laws and regulations so as to make teacher education to be
adapting to the current situation. Meanwhile, the entire system of teacher education,
in which the policy formulation, qualification authentication, and conferral together
with further education need to be linked andmade to complement each other and to be
reinforced gradually (Yang, 2016a, b). Standardization also needs to be strengthened
in all links of the training teacher educators.

The modern teaching education, in essence, is of multi-dimensions, multi-levels
and multi-specifications, personalized, and differentiated (T.-P. Yang, 2011, p. 532).
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Its objectives and demands, structures and functions, contents and forms, evaluation
and assessment, systems and regularities, etc., vary according to the changes of
time and place. Similarly, requirements will never remain unchanged for teacher
educational standards as well as qualities of teachers in all development phases. It
would be necessary to see anoverall and coordinated plan for the general development
of education, together with different guidance and specific implementation roadmaps
for different contexts. Teacher education researchers and practitioners need to further
explore the training mode of teacher education, in which all standardization and
multiplicity features need to be fully coordinated

Conclusions

To sum up, teacher education in modern China set afoot in the late 1890s, matured in
the mid-1980s, and had undergone vicissitudes for over 100 years. During the past
20 years, China’s modern teacher education has witnessed unprecedented situations,
challenges, and opportunities. It is worthwhile to look back into its process of its
development history and to critically comb through its experience and lessons, gains,
and loss. Not only does the reflection shed light on the current practices of teacher
preparation and training, but also to have the eyes on the future, to integrate the
global vision and native sense, and eventually to build the modern teacher education
system with salient Chinese characteristics through creativity and exploration.
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Chapter 14
The Trends and Highlights
of Mathematics Teacher Education
Research in Korea

JeongSuk Pang and JiNam Hwang

Abstract The purpose of this chapter is to analyse the overall research trends of
mathematics teacher education in Korea. We collected 595 research articles on
teacher education published in seven domestic professional mathematics education
journals since their inception. Using topic modelling based on latent Dirichlet allo-
cation algorithms, ten research topics were extracted and named as follows: teacher
knowledge, teacher belief, problem-solving, statistical literacy, curriculum and text-
book, teaching and learning, student thinking, assessment, university education, and
professional development. The most frequent topics included teaching and learning
and professional development, whereas the least frequent topics were curriculum and
textbook and assessment. Each topic was illustrated with the three research articles
with the highest proportions of words from the topic. Given the quantitative growth
in mathematics teacher education research since 2000, a time series analysis was
also conducted to explore how the prominence of each topic has changed over the
last 20 years. Some topics, such as statistical literacy and teaching and learning,
showed an increase in prevalence over time, whereas others, such as teacher belief
and university education, showed a decrease. Based on these results, the chapter
concludes with several implications and issues for further consideration to expand
teacher education research and enhance teachers’ expertise in the Korean context.

Keywords Mathematics teacher education · Korean teacher · Research trend ·
Professional development · Topic modelling

Introduction

The demand for effective teacher education increases day by day in an attempt to
promote students’ meaningful learning in school mathematics. A better-prepared
and better-taught teacher is essential to enhance students’ mathematical learning.
Many approaches and challenges in mathematics teacher education exist, such as
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strengthening teacher knowledge, beliefs, and identity (Potari, 2020), employing
multiple tools and processes (Llinares, 2020) and promoting collaborations among
various kinds of participants (Lloyd, 2020).

Teacher education in Korea begins with recruiting the best students to become
teachers. Whoever wants to become a teacher must enter a specific university with a
teacher preparation program.Due to its social stability, popularity, and level of respect
in the Korean culture, the teaching profession accepts only outstanding high school
graduates into this specific university. After successfully completing a four-year
teacher preparation program at the university and obtaining a teaching certificate,
a pre-service teacher must pass a competitive National Teacher Employment Test
to work at a public school. The test requires pre-service teachers not only to have
profound knowledge of content and pedagogy but also to demonstrate the skilful
performance of lesson planning, implementation, and reflection (see Pang (2015)
for the details of teacher preparation programs and teacher employment). These
processes for teacher recruitment and preparation contribute to improving the overall
quality of pre-service teachers.

In-service teachers in Korea participate in one-time qualification training and
yearly duty training throughout their teaching career. Qualification training is for
teachers who have at least three years of teaching experience to obtain an advanced
teaching certification. Duty training is for teachers to expand their educational
knowledge and practice. Besides these ordinary training programs, several profes-
sional approaches are used to enhance teacher expertise, such as holding instruction-
research contests, appointingmaster teachers who can provide teaching consultation,
and facilitating the professional learning community among teachers (Pang, 2016).
Since these training programs and approaches have strengths and weaknesses in
practice, professional development programs for in-service teachers still have plenty
of room for improvement.

Korean mathematics teacher education research began to spread gradually in the
2000s, and the number of research papers has continued to increase ever since.
However, little is known in the international community regarding what research
topics have been investigated on mathematics teacher education in the Korean
context. This chapter analyses (a) what topics related to teacher education have been
published in domestic mathematics education journals and (b) how the proportion of
research on such topics has changed over time. In the study described in this chapter,
we used a computational method known as topic modelling, which allowed us to
discover a data-driven set of words that indicated a particular topic. As such, this
chapter addresses the trends and highlights of Koreanmathematics teacher education
research and is expected to provoke subsequent discussions on approaches and issues
concerning better teacher education.
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Review of the Literature on Mathematics Teacher Education
Research in Korea

Since this chapter focuses on examining the trends of mathematics teacher education
research in Korea, this section briefly reviews prior research that analysed such
trends. Most prior studies included teacher education research as one of the main
research topics in analysing the overall trends of Korean mathematics education
research. For instance, Ha et al. (2010) reported that about 8% of the papers on
elementary mathematics education published between 2004 and 2009 dealt with
teacher education. Similarly, Park and Kim (2011) showed that about 9% of the
papers concerning secondary mathematics education published between 2005 and
2009 related to teacher education including teacher knowledge, thinking, or belief.
The researchers also claimed that domestic studies focused mainly on the teacher
knowledge of specific mathematical contents, whereas international studies during
the same publication period dealt with various topics such as pre-service teachers’
responses or changes across different classroom contexts. More recently, Kim and
Pang (2017) analysed that about 12% of the papers on elementary mathematics
education published between 2010 and 2016 related to teacher education. These
prior studies had the advantage of exploring some trends in mathematics education
research but were limited to the papers published at a particular publication period.

Most recent efforts have sought to identify the comprehensive trends of Korean
mathematics education research with muchmore research papers. For instance, Pang
(2020) presented an analysis of 3044 peer-reviewed papers published in domestic
journals over the last 20 years in terms of publication year, topic, research method,
and target research population. Teacher education research was one of the popular
topics, accounting for about 16% of the total research. Among teacher education
research, the following four sub-topics were studied with similar frequencies: (a)
teacher knowledge or understanding of mathematical concepts or principles, (b)
teacher preparation programs or professional development programs, (c) implemen-
tation or analysis of lessons, and (d) teacher beliefs or values. In addition, Pang
(2020) showed that pre-service secondary school teachers were the most popular
research subjects among groups of teachers.

In another case, Shin (2020) compared the domestic and international research
trends of mathematics education using topic modelling with 4750 research papers.
The topic “pre-service teacher”was found to appearmost frequently in both domestic
and international research among the 23 topics identified in the study. Shin (2020)
explained that the common top words that best characterized the topic were “teacher,
preservice, knowledge, teaching, elementary, program, school, secondary, pedagog-
ical” (p. 72). Shin reported that numerous studies have been conducted regarding
teacher education programs for elementary or secondary pre-service teachers, as
well as many studies to investigate these teachers’ knowledge. In addition, one of
the differences between domestic and international studies regarding mathematics
teachers was that the professional development of in-service teachers appeared as
one independent topic only in international studies.
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Note that the above-mentioned studies dealt with the overall trends of Korean
mathematics education research so that any topics or issues related specifically to
teacher education were only briefly analysed. A few studies have focused mainly on
the trends ofmathematics teacher education research. For instance, Sunwoo and Pang
(2019) analysed 220 research papers on mathematics teacher education published
since 2000 in three domestic professional journals. They evaluated the papers in
terms of publication year, topic, researchmethod, etc. Regarding publication year, the
number of research papers on mathematics teacher education increased in the 2010s.
Regarding research topics, the most frequent topic was teacher orientation, specifi-
cally teacher beliefs or perceptions about mathematics teaching and learning. Other
frequent research topics included the development and implementation of teacher
preparation programs, followed by a survey of mathematics teachers’ content knowl-
edge, along with their pedagogical content knowledge (PCK). Regarding research
methods, the most popular was the survey method, followed by the case study
method and document analysis along with critique, review, or summary. Sunwoo
and Pang’s study (2019) provided a detailed analysis of mathematics teacher educa-
tion research but was limited to dealing with specific journals published by one
professional mathematics education organization in Korea.

Building on these prior studies, we analysed all the research papers dealing with
teacher education published in all of Korea’s professional mathematics education
journals. Specifically, we used topic modelling based on latent Dirichlet allocation
(LDA) algorithms1 (Blei, 2012; Foster & Inglis, 2019) rather than an a priori coding
scheme defined by researchers. This approach allowed us to identify which of the
different topics related to a paper was important and how it changed over time. Topic
modelling classifies topics based on the frequency of the simultaneous appearance of
words in a paper so thatmany papers can be analysed effectively, assuming thatwords
appearing at high frequencies are the paper’s keywords. As reported in this chapter,
this analysis of the topics and their changes over time provides teacher educators and
researchers with insights into mathematics teacher education research in Korea.

Overview of the Analysis

Research Papers Selected for Analysis

Seven domestic journals focusing on mathematics education in Korea were selected
for the analysis described in this chapter. The journals are currently listed on theKorea
Citation Index of the National Research Foundation, which ensures that the research
articles published in the journals have a high quality in Korea. All of the research

1 Topicmodelling is an analyticalmethod that uses natural language processing techniques to cluster
latent topics that a particular document implies. LDA is unsupervised learning that estimates the
topics implied in a document based on probability. (See Foster and Inglis [2019] and Shin [2020]
for the details of topic modeling used in mathematics education research.).
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Table 14.1 Number of research papers on teacher education in each journal

Journal Number of research papers (number without abstracts)

The Mathematical Education 140(14)

Journal of Educational Research in
Mathematics

122(6)

School Mathematics 121

Journal of the Korean School
Mathematics Society

102

Communications of Mathematical
Education

63(17)

Journal of Elementary Mathematics
Education in Korea

43

Education of Primary School
Mathematics

41

Total 632(37)

Table 14.2 Number of
research papers on teacher
education by publication
periods

Publication period Number of papers on teacher education
with an English abstract

1971–1989 1

1990–1999 15

2000–2004 52

2005–2009 99

2010–2014 190

2015–2020 238

Total 595

articles focusing on teachers (either pre-service or in-service teachers; either elemen-
tary or secondary school teachers) or teacher education were selected in each of the
seven journals. At first, 632 research articles were collected, but 37 of them without
an English abstract were excluded for the subsequent topic modelling analysis (see
Table 14.1). Consequently, 595 research articles were analysed.

The Mathematical Education, the oldest mathematics education journal in Korea,
has been published since 1963, but the first article on teacher education was not
published until 1971.2 Table 14.2 shows the number of research papers on teacher
education by publication periods. Note that studies on teacher education have
increased sharply over the last 20 years.

2 The article deals with the quality of teachers, direction and content of teacher training, and re-
education of in-service teachers according to the modernization of elementary school mathematics
(Koo et al. 1971).
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Data Collection and Analysis

One of the issues researchers should consider when collecting data for topic
modelling is determining which of the collected papers will be utilized for analysis.
We used the abstract to represent the full text of each paper due to the convenience
of collecting and analysing abstracts (Griffiths & Steyvers, 2004). Some papers were
written in English, and all pre-processing of words should be the same to compare
research trends using the LDA method. Consequently, we collected the English
abstracts of the 595 research articles selected for the analysis.

We used the package in NetMiner 4.4.3 by Cyram to calculate possible topic
models.3As is common in topic modelling, we conducted pre-processing by refining
the unstructured text data into an adequate form prior to the main analysis. Capital
letters were converted to lowercase letters, and numbers, punctuation marks, and
special characters were removed. The NLTK 3 Cookbook is a guide for natural
language processing that uses the Natural Language Toolkit (NLTK) of the Python
3 programming language. Based on the list of “stop words” of the NLTK 3 Cook-
book (Perkins, 2014), we removed all words that were not topic specific, such as
pronouns, conjunctions, prepositions, auxiliary verbs, adverbs, or articles. Various
tenses of verbs were converted to the present tense. All plural nouns were converted
to their singular forms. As the LDA algorithm does not consider the context, words
with similar meaning were converted to one word (e.g. the words pupil, child, and
learner were converted to the word student). In addition, words frequently appearing
in an English abstract, regardless of its content, were excluded (e.g. paper, study,
research, purpose, result).Words that were included in almost all papers (e.g. teacher,
mathematics, education) and words that were regarded as inappropriate for topic
modelling(e.g. important, enough, certain, different) were also excluded.

In using topic modelling based on the LDA algorithm, we set the parameter to α

= 0.1. We used Gibbs sampling and set the number of iterations to 1000 (Griffiths &
Steyvers, 2004). There is no rule of thumb when determining the number of topics in
advance, but a major criterion for choosing is whether the resulting topics are inter-
pretable (Jacobi et al., 2016). Therefore, we adjusted the number of topics several
times to ensure the words in each topic were significant and adequate. Specifically,
we checked the 2D Spring Map and cosine similarity (Cao et al., 2009).While exper-
imenting with different numbers of topics for the 2D Spring Map, we found that ten
topics were as an appropriate choice (see Fig. 14.1). The cosine similarity was less
than 0.1 when the number of topics was ten, which was deemed appropriate for the
number of topics.

In topic modelling, the higher the probability value of each word, the more likely
it is to represent a particular topic. In this study, the topic name was determined using
the top ten words identified by the algorithm. Topic modelling has the advantage of
revealing words related to a topic without any predetermination by researchers, but it
has the disadvantage of having no clear definition of the topic (Günther &Domahidi,
2017). In addition, words sometimes express a topic intuitively but appear rather

3 http://www.netminer.com/

http://www.netminer.com/
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Fig. 14.1 2D Spring map with K = 10

abstract (Blei et al., 2003). Faced with this issue, we reviewed three papers that
best represented each topic, based on the results derived from topic modelling, to
understand in what context the words were used (Foster & Inglis, 2019). A review
of both the top ten words and three representative papers led us to determine the
appropriate topic names. For example, the top tenwords usedmost frequently inTopic
4 were knowledge, concept, content, understanding, PCK, pedagogical, function,
teaching, student, and area in that order. We checked three research papers with the
highest proportions of words from the topic (i.e. Kim & Kim, 2002; Pang & Jung,
2013; Shin, 2008). We subsequently named the topic—teacher knowledge.

In analysing the topics of the 595 subject papers, we used the topic distribution
of each paper that resulted from LDA analysis, which is different from a traditional
coding scheme in which researchers determine each paper as dealing with one partic-
ular topic and count the frequency of that topic. For instance, if a research paper is
related to three topics, and if the topic distributions were 45% for Topic 1, 40% for
Topic 2, and 15% for Topic 3, then we counted the frequency as 0.45, 0.40, and
0.15, respectively, for each topic. In addition to identifying topics, we evaluated how
they changed over time. Given that studies on teacher education have quantitatively
increased since 2000, the data from 2000 to 2020 were examined through time series
analysis to identify any changes in the prevalence of the topics over the past 20 years.
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Results of the Analysis

Overall Analysis of Research Topics on Mathematics Teacher
Education

The ten topics obtained through the topic modelling are shown in Table 14.3, which
includes the top ten words and three representative articles for each topic. The ten
topics span four broad categories: (a) teacher knowledge and belief (two topics); (b)
teacher competence (two topics); (c) teaching practice (four topics); and (d) teacher
education (two topics). The results of the topics are described below under these
categories.

Teacher Knowledge and Belief

The topic teacher knowledge was characterized by the words knowledge, concept,
content, understanding, PCK, pedagogical, function, teaching, student, and area—
listed here in order of descending prevalence—from the most prevalent of the top ten
words to the least (as are the other word lists in this section of the chapter). The three
articles with the highest proportions of the topic’s words deal with various kinds of
teacher knowledge needed for teaching, such as mathematical content knowledge
(Kim & Kim, 2002), PCK (Shin, 2008) and teacher knowledge enacted in mathe-
matics teaching (Pang & Jung, 2013). Specifically, Pang and Jung (2013) introduced
the Knowledge Quartet framework originally developed in the UK and applied it to
analyse a Korean elementary school teacher’s knowledge revealed while teaching
how to find the area of a trapezoid.

The topic teacher belief was characterized by the words teaching, elementary,
belief, preservice, learning, model, Korea, factor, experience, and efficacy. All three
representative articles are concerned with mathematics teachers’ efficacy beliefs.
In particular, Ryang (2013a; b) developed a Korean version of the mathematics
teaching efficacy beliefs instrument originated in the USA and provided empirical
verification for both elementary and secondary pre-service teachers. As implied by
the characteristicwords and representative articles, the topic’s popular target research
population was elementary pre-service teachers.

Teacher Competence

The two topics named problem-solving and statistical literacy are concerned with
teacher competence. Problem-solving was characterized by the words problem,
preservice, solving, elementary, number, division, fraction, understanding, error,
and representation. All three of the topic’s representative articles analyse elemen-
tary pre-service teachers’ various problem-solving abilities or processes focused on
proportional reasoning (Choi, 2016), error types concerning mathematical problem
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Table 14.3 Analysis of research topics related to mathematics teacher education

Topic Characteristic words (top
ten)

Three papers with the highest proportions of
words from the topic

Teacher knowledge and belief

Teacher
knowledge

knowledge, concept,
content, understanding,
PCK, pedagogical,
function, teaching, student,
area

A study on teachers’ knowledge of
mathematics: With respect to the concept of
function (Kim & Kim, 2002)
An analysis of teachers’ pedagogical content
knowledge on probability (Shin, 2008)
“The knowledge quartet” as a framework of
analyzing teacher knowledge in mathematics
instruction (Pang & Jung, 2013)

Teacher belief teaching, elementary,
belief, preservice, learning,
model, Korea, factor,
experience, efficacy

Development of the mathematics teaching
efficacy beliefs instrument Korean version for
elementary preservice teachers (Ryang, 2013a)
Examining the relationships among elementary
mathematics teachers’ self-efficacy beliefs,
constructivist beliefs, and years of experience
(Hwang et al.,2020)
Developing the mathematics teaching efficacy
beliefs instrument Korean version for secondary
prospective mathematics teachers (Ryang,
2013b)

Teacher competence

Problem-solving problem, preservice,
solving, elementary,
number, division, fraction,
understanding, error,
representation

Proportional reasoning strategy of preservice
elementary teachers (Choi, 2016)
Analysis on sentence error types of
mathematical problem posing of preservice
elementary teachers (Huh & Shin, 2013)
An analysis on the elementary preservice
teachers’ problem-solving process in intuitive
stages (Lee, 2014)

Statistical
literacy

preservice, school,
statistical, item, high,
secondary, survey,
inservice, MKT (i.e.
mathematical knowledge
for teaching), level

An analysis on the statistical literacy of
secondary mathematics teachers and adults:
Focused on the level of understanding in a poll
results (So et al., 2020)
Study on preservice teachers’ statistics
reasoning ability (Lee, 2011)
Preservice secondary mathematics teachers’
statistical literacy in understanding of sample
(Tak et al., 2017)

(continued)
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Table 14.3 (continued)

Topic Characteristic words (top
ten)

Three papers with the highest proportions of
words from the topic

Teaching practice

Curriculum and
textbook

task, curriculum, textbook,
school, elementary,
preservice, perceive,
change, creative, material

Preservice secondary mathematics teachers’
understanding and modification of tasks in
mathematics textbooks (Lee & Kim, 2013)
Preservice secondary mathematics teachers’
modification of derivative tasks (Kim & Lee,
2016)
Task modification of preservice elementary
teachers: Focus on geometric tasks (Park, 2018)

Teaching and
learning

learning, lesson,
elementary, teaching,
practice, school,
community, activity,
development, professional

A case study of teacher learning and the process
of developing elementary mathematics
instruction (Pang, 2004)
Case study of elementary mathematics lessons
by a professional learning community among
teachers (Kim et al., 2017)
Reporting the activities of learning community
on elementary mathematics lesson (Na, 2010)

Student thinking student, question, class,
thinking, classroom,
discourse, instruction, role,
characteristic, method

Interaction patterns between teachers-students
and teacher’s discourse structures in
mathematization processes (Choi, 2020)
An analysis of student engagement strategy and
questioning strategy in a peer mentoring
teaching method (Choi et al. 2016)
Analysis of effectiveness of teacher-centered
instruction stressed on mathematical thinking
processes (Kim & Lee, 2005)

Assessment teaching, assessment,
instruction, evaluate,
development, competence,
student, knowledge,
method, learning

The study on the investigation of the
mathematics teaching evaluation standards
focused on teaching and learning methods and
assessment (Hwang, 2011)
The study on the investigation of the evaluation
standards for mathematics teaching according to
the teacher’s opinion research (Hwang, 2013)
The investigation of the mathematics teaching
evaluation standards focused on mathematical
competencies (Hwang, 2018)

(continued)
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Table 14.3 (continued)

Topic Characteristic words (top
ten)

Three papers with the highest proportions of
words from the topic

Teacher education

University
education

university, course, method, student,
curriculum, school, teaching, training,
subject, learning

A study on development of
curriculum and teaching–learning
method for department of
mathematics education at teachers
college (Shin, 2003a)
A proposal on contents and
teaching–learning programs of
algebra related courses in teachers
college (Shin, 2003b)
A study on the Russian national
curriculum for training of
mathematics teachers at
universities (Han & Shin, 2003)

Professional
development

teaching, preservice, program,
development, technology, professional,
knowledge, effect, content, improve

The research on pedagogical
content knowledge(PCK) focused
on instructional consulting for
secondary beginning teachers
(Choi & Hwang, 2009)
A study on utilization of
teaching–learning portfolio for
improvement of teaching
competency of preservice
mathematics teacher (Kang, 2014)
A study on professional
development for mathematics
teachers: Based on the
investigation of professional
development programs in foreign
countries (Kwon et al., 2012)

posing (Huh & Shin, 2013), and intuitive knowledge (Lee, 2014). As implied by
the characteristic words and all the representative articles, this topic’s popular target
research population was elementary pre-service teachers. By analysing not only
correct responses but also errors or misconceptions in teachers’ problem-solving
processes, the papers provide us with implications on how to enhance teachers’
problem-solving competence through teacher preparation programs.

The topic statistical literacy was characterized by the words preservice, school,
statistical, item, high, secondary, survey, inservice, MKT, and level. All three of
the topic’s representative articles analyse various facets of statistical literacy, such
as the meaning of statistical items and expressions included in a poll result (So
et al., 2020); statistical reasoning ability, including the understandings of probability,
means, independence, sample variability, correlation, and causality (Lee, 2011); and
the understanding of sample, specifically along with key statistical notions such
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as representativeness and variability (Tak et al., 2017). The findings of these arti-
cles demonstrate a lack of statistical literacy for pre-service and in-service teachers,
suggesting that teacher education programs may need to be redesigned to promote
statistics education in secondary schools.

Teaching Practice

The four topics within this category relate to the practice of teaching mathematics,
from lesson planning to assessment. The four topics were named: curriculum and
textbook, teaching and learning, student thinking, and assessment. Curriculum and
textbook was characterized by the words task, curriculum, textbook, school, elemen-
tary, pre-service, perceive, change, creative, andmaterial. As evidenced by the topic’s
most characteristic word, “task”, all three representative articles deal with teachers’
understanding and modification of tasks from mathematics textbooks. For instance,
Lee and Kim (2013) showed that pre-service secondary mathematics teachers had
difficultymodifying low-level tasks into high-level tasks. However, according toKim
and Lee (2016), when asked to modify derivative tasks from a textbook, pre-service
secondary mathematics teachers had meaningful learning opportunities to under-
stand the intention of the curriculum and textbook, tasks’ cognitive demands based
on the conceptual understanding of the derivative, and the importance of anticipating
students’ various responses. In a similar vein, Park (2018) analysed how pre-service
elementary teachers could modify the questions, examples, contexts, and tools of
geometric tasks from a textbook.

The topic teaching and learning was characterized by the words learning, lesson,
elementary, teaching, practice, school, community, activity, development, and profes-
sional. All three representative articles are concerned with teacher learning in a
professional community in which elementary school teachers have an opportunity
to discuss their lesson planning, implementation, and reflection. For instance, Pang
(2004) analysed what three teachers learned who attempted to implement student-
centred teaching practiceswhile participating in a year-long project. Kim et al. (2017)
investigated the positive aspects of a professional learning community, such as effec-
tive lesson preparation and the enhancement of teaching expertise, with five teachers
at the same school. The researchers also examined the limitations of superficial
reflection on the lessons rather than insightful comments for subsequent lessons.
Na (2010) elaborated on the activities of a learning community with four teachers
and one university researcher, including establishing the community’s objectives
and content, writing a critical essay on mathematics lessons, and reflecting on the
community’s activities.

The topic student thinking was characterized by the words student, question,
class, thinking, classroom, discourse, instruction, role, characteristic, and method.
All three representative articles are concerned with teaching methods to promote
students’ mathematical thinking or participation. Choi (2020) analysed different
types of discourse structure based on the interaction pattern between students and a
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teacher who was eager to promote student engagement. Choi et al. (2016) also anal-
ysedhowa teacher promoted student engagement and achievement inmathematics by
employing various student engagement strategies and questioning strategies in a peer
mentoring teaching method. Kim and Lee (2005) demonstrated that even teacher-
centred teachingmethods, as long as they explicitly emphasized students’ mathemat-
ical thinking, effectively enabled students to better understand mathematical content
and attain high achievement.

The topic assessment was characterized by the words teaching, assessment,
instruction, evaluate, development, competence, student, knowledge, method, and
learning. All three representative articles were written by the same researcher,
and all dealt with the development of mathematics teaching evaluation standards.
In 2011, Hwang focused on the evaluation standards regarding “teaching and
learning methods” and “evaluation”. Hwang revised the instructional evaluation
framework in 2013 based on teachers’ use to reflect on their mathematics lessons.
More recently, in 2018, Hwang refined her instructional evaluation framework for
mathematics lessons, emphasizing six competencies: problem-solving, reasoning,
communication, creativity or convergence, data processing, and attitude and practice.

Teacher Education

The two topics university education and professional development were found to
relate to teacher education. University education was characterized by the words:
university, course, method, student, curriculum, school, teaching, training, subject,
and learning. All three of the topic’s representative articles are concerned with the
curriculum or course and teaching–learning methods at the universities for pre-
service teachers. Shin (2003a) reported on the development of the curriculum and
teaching–learning method for pre-service mathematics teachers, and Shin (2003b)
specified the contents and methods of teacher preparation programs’ algebra-related
courses. Han and Shin (2003) described the Russian national curriculum for training
pre-service mathematics teachers. All of these articles resulted from a particular
research fund to support the reorganization of programs for pre-service mathematics
teachers and to improve teaching–learning methods used in university education.

The topic professional development was characterized by the words teaching,
pre-service, program, development, technology, professional, knowledge, effect,
content, and improve. The three representative articles are concerned with various
attempts to improve teachers’ professional development. For instance, Choi and
Hwang (2009) developed instructional consulting programs focusing on rich PCK
and applied them to early-career secondary mathematics teachers. Kang (2014)
developed the teaching–learning portfolio, emphasizing systematic self-reflection
and improvement in teaching competence, and applied it to pre-service mathe-
matics teachers. Kwon et al. (2012) investigated the strengths and weaknesses of
five professional development programs in foreign countries to find implications for
a Korean professional development program. The study revealed that foreign coun-
tries’ programs emphasized mathematics teaching methods or teachers’ knowledge
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of students’ understanding rather than teachers’ mathematical content knowledge.
Foreign programs also emphasized activities directly connected to school mathe-
matics, collaboration between teachers and teacher educators, long-term visions and
planning for teachers to be researchers and learners, and regular analyses and the
sharing of substantial changes.

Overall Topic Distribution and Its Changes Over the Last
20 years

Table 14.4 shows the overall topic distribution of the study’s 595 research papers.
Teaching and learning (12.0%) has been the most studied, followed by professional
development (11.8%), student thinking (11.4%), teacher belief (10.4%), teacher
knowledge (9.8%), statistical literacy (9.5%), university education (9.5%), problem-
solving (9.3%), assessment (8.1%), and curriculum and textbook (8.1%).

As the number of research papers on teacher education has increased since 2000,
with data from 2000 to 2020, we conducted time series analysis to identify changes
in the topics’ prevalence over time. In Fig. 14.2, the horizontal axis represents the
year, and the vertical axis represents the weight of the topic to all research papers of
the year. Each curve is a regression line used to estimate changes in the associated
scatterplot. Table 14.5 shows the results of a linear regression analysis of each topic’s
prevalence to explore statistically significant changes by time series. If the p-value
is significant at the 95% significance level and the regression coefficient of a topic is
positive (or negative), the topic is a hot (or cold) topic, which means that it has been
increasing (or decreasing) in interest (Griffiths & Steyvers, 2004).

Table 14.4 Overall topic
distribution

Topic Frequency Percentage

Teacher knowledge 58.2 9.8

Teacher belief 62.0 10.4

Problem-solving 55.4 9.3

Statistical literacy 56.8 9.5

Curriculum and textbook 48.2 8.1

Teaching and learning 71.5 12.0

Student thinking 67.9 11.4

Assessment 48.4 8.1

University education 56.7 9.5

Professional development 70.0 11.8

Total 595 100

Note The numbers in this table was rounded up from the second
decimal place
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Fig. 14.2 Trends of topics by time series

The topics teacher knowledge and teacher belief were found to be decreasing
over time. While both topics were studied a lot in the early 2000s, they were studied
less frequently in the late 2010s. The topics relating to teacher competence showed
varying trends over the last 20 years. Problem-solving was studied a lot in the early
2000s, but its prevalence tended to decrease in the late 2010s. In contrast, statistical
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Table 14.5 Results of time
series regression analysis

Topic Regression
coefficient

p-value Hot/cold/–

Teacher knowledge −0.199 0.100 –

Teacher belief −0.146 0.348 –

Problem-solving −0.264 0.089 –

Statistical literacy 0.421 0.000 Hot

Curriculum and
textbook

0.293 0.012 Hot

Teaching and
learning

0.095 0.511 –

Student thinking 0.047 0.726 –

Assessment 0.027 0.868 –

University
education

−0.478 0.074 –

Professional
development

0.257 0.145 –

literacy was not studied much in the early 2000s, but it has had a stable upward
curve since 2010. In fact, this topic turned out to be a hot topic (see Table 14.5). To
be clear, both problem-solving and statistical literacy are related to the mathematics
competencies expected to be promoted through school mathematics in Korea. In
fact, Korea’s most recently revised mathematics curriculum (MOE, 2015) highlights
statistical literacy more than previous versions. Consequently, studies on teachers’
statistical literacy have been quantitatively expanded so that teachers are ready to
develop their students’ data processing abilities.

The four topics related to teaching practice show different patterns in terms of
their prevalence over the last 20 years. The topic curriculum and textbook was not
studied much in the early 2000s and, in fact, was the least frequent among the ten
topics (see Table 14.4). However, since themid-2000s, the topic has been on amodest
upward curve, making it a hot topic (see Table 14.5). Teachers should understand the
intentions of themathematics curriculumandhow to reconstruct tasks inmathematics
textbooks for high-quality instruction, so the proportion of studies on such a topic
has been increasing. The two topics teaching and learning and student thinking are
among the top three topics (see Table 14.4) and, in fact, have been consistently
studied over the last 20 years. Figure 2 shows that both topics had a distinct upward
curve in the late 2010s. These trends imply that more recent studies tend to analyse
teacher learning through actual teachingpractice and the student thinkingor discourse
revealed in mathematics instruction. Assessment had the second-lowest frequency
among the topics (see Table 14.4) and showed a rather low, flat profile over time
without a clear increasing or decreasing trend.

The final two topics, related to teacher education, showed differing patterns. The
topic university education was studied a lot in the early 2000s but has decreased in
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prevalence since the mid-2000s. On the other hand, the topic professional develop-
ment was the second most frequent topic (see Table 14.4), and it showed a steep
increase in prevalence in the 2000s but a small decrease in the 2010s.

Reflections on and Implications for Mathematics Teacher
Education Research in Korea

This chapter has presented the results of topic modelling that comprised all the
research papers on teacher education published in the professional mathematics
education journals in Korea. Building on the results, this section describes reflections
on and implications for Korean mathematics teacher education research.

First, an in-depth study needs to be conducted onwhat competencies are necessary
for mathematics teachers, along with concomitant revisions to the national mathe-
matics curriculum. There have been substantial studies on teacher knowledge and
beliefs in mathematics teacher education research (Park & Kim, 2011; Sunwoo &
Pang, 2019). As evidenced by this study’s time series analysis, however, such studies
have decreased in prevalence over the last 20 years. In contrast, the topic of statistical
literacy has dramatically increased in prevalence, partly because the most recently
revised national curriculum (MOE, 2015) emphasizes data processing competency
based on statistical literacy as one of themathematics competencies. As the directions
pursued in school mathematics change, so does the competence required for teachers
to activate such directions in their lessons. Further studies are needed to explore how
mathematics teachers must be supported for the effective implementation of the core
competencies.

Second, mathematics teacher education research needs to be closely linked to the
issues and approaches of actual teaching practice. As such, the following finding
from the current study is a desirable one: four of the ten topics related to teaching
practice, i.e. to lesson planning, implementation, and assessment. Moreover, three of
the four topics (curriculumand textbook, teaching and learning, and student thinking,
excepting assessment) have increased in prevalence over the last 20 years. Regarding
the topic curriculum and textbook, teachers’ understanding of task modification has
been prevalent. Given that thoughtful lesson planning is a “premier teaching skill”
(Stiger & Hiebert, 1999, p. 156), more studies should investigate lesson planning
beyond mathematical tasks to cover various aspects that teachers should consider in
advance, such as anticipating students’ multiple approaches, preparing for instruc-
tional support, and raising essential questions linked to the learning goals (Smith &
Stein, 2018).

The topic teaching and learning has been studied with the highest frequency in
Korean mathematics teacher education research and showed increasing prevalence
over time. Note that all three of this topic’s representative papers included teachers
jointly designing, implementing, and reflecting on their lessons in the context of
the professional learning community. The optimal environment to improve teacher
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expertise is a classroom, with continual support from the learning community. What
and how teachers learn from their learning community need to be investigated further,
as does how to help the community operate effectively (Chapman, 2014; Pang, 2016).

The topic student thinking also showed increasing prevalence, specifically over the
late 2010s. Korea followed a traditional instructional approach focused on teacher-
centred teaching practice. However, there have been many attempts in Korea to
change such a teaching practice into student-centred teaching practice, emphasizing
student thinking or ideas, questions, communication, discourse, etc. In this respect,
the topic student thinking is expected to continue its recent trend in popularity, along
with the topic teaching and learning.

Third, further analysis of teacher preparation programs is essential in Korean
mathematics teacher education research. The current study found that the topic
university education peaked in 2003, supported by the National Research Foun-
dation of Korea (Shin, 2003a), and its prevalence has continued to decrease since
then. Shin (2020) found that the topic “pre-service teacher” was reported to be the
most frequent topic, and Pang (2020) found that pre-service teachers were studied
more often than in-service teachers. If we look back on the ten characteristic words
for each topic of this current study, the word “pre-service [teacher]” was included in
five topics: teacher belief , problem-solving, statistical literacy, curriculum and text-
book, and professional development. This finding implies that pre-service teachers
are a frequent target research population when it comes to their beliefs, problem-
solving abilities, statistical literacy, or task designs. Teacher education starts with
teacher preparation programs, so research on pre-service teachers’ university educa-
tion needs much attention. This is especially true in the Korean context because the
main route to attain teaching certification and become a public school teacher is well
managed.

Finally, the topic professional development needs further investigation, specifi-
cally regarding which pedagogical approaches have been used either for pre-service
or in-service teachers and how such approaches may be generalizable across various
teacher education programs. This topic was not studied much in the early 2000s
but was more frequently investigated from the mid-2000s to the mid-2010s. Most
recently, it had a decreasing profile in the late 2010s. According to Shin (2020),
the topic “professional development” was reported to be popular not in domestic
journals but in foreign journals. In contrast, the topic professional development was
one of the ten topics in our study,4 which focused on domestic journals, probably
because our study analysed research papers only on teacher education. Weighing
the recent decrease in this topic’s prevalence against its significance in mathematics
teacher education research, further studies need to be activated. In particular, such
studies should include a detailed exploration of specific pedagogical approaches (e.g.

4 We use the same topic name, professional development. However, Shin (2020) meant professional
development for in-service teachers, and we use the topic name in a broader sense to include not
only in-service but also pre-service teachers, mainly because the characteristic words for this topic
include “pre-service”.
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microteaching, professional learning communities, instructional consulting, portfo-
lios, or instructional evaluation standards, as illustrated in the representative articles
of this study) and the applicability of these new approaches to other teacher educa-
tion programs. Given the call for a long-term sustained system of professional devel-
opment for Korean in-service teachers beyond their initial preparation and teaching
certification (Pang, 2018), research onmathematics teacher educationmust be further
expanded and elaborated upon.
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Chapter 15
Philippine English and Teaching It:
Awareness and Attitudes of Grassroots
Filipino English Language Teachers

Hjalmar Punla Hernandez

Abstract Although World Englishes has been proffered to be integrated in English
language classes worldwide, it hitherto lacks official recognition by the Philippines’
Ministries of Education. The dearth of legitimization by these policymakers hints a
question whether Filipinos possess awareness towards Philippine English (PhE) and
have positive attitudes towards teaching it. As language awareness and attitudes are
imperative for designing language policies, programs, and pedagogies, I argue about
the need to unfold Filipinos’ awareness towards PhE and “re-examine” their attitudes
towards teaching it. In this chapter, I discuss PhE’s brief history, functions, and
status, paradigm, linguistic features, and related studies. Then, I feature two language
surveys: the first scrutinized the awareness of grassroots Filipino English language
teachers towards PhE, and the second investigated their attitudes towards teaching
educatedPhE.Grounded in the studies’ outcomes, I appeal to education policymakers
worldwide to legally integrateWorld Englishes glocalization in educational language
policies, English teacher education programs, English as a second/foreign language
curricula, and English language teaching and testing.

Keywords World Englishes · Philippine English · English language teaching ·
Policies · Awareness · Attitudes · Curricula

Introduction

World Englishes (WEs) has continued to provoke debates in English language educa-
tion today. However, it has not intensely penetrated English language teacher educa-
tion (ELTE)—a significant discipline where English teachers are trained to be well
informed about the English language and English pedagogy. As ELTE is commonly
regulated by western standards (Tsui, 2021), it has long ignored the plurilingual
nature of non-native English language teachers, an instance of what Dewaele (2018)
calls as LX users of English (any foreign English users) as gatekeepers of the
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language. LX English language teachers (LXELTs) (any foreign English language
user whose profession is English teacher) carry their own English varieties that
they and their learners share in ESL/EFL (English as a Second/Foreign Language)
classrooms.

Though LXELTs may be certified as teachers of speakers of other languages, they
have the propensity to teach their learners not only with exonormative Englishes
(e.g. American English [AmE], British English [BrE]) but also with their own local
English varieties. Thus, points of debate arise: Which variety should LXELTs teach?
Which variety should learners learn?Whose norms should be promoted in ESL/EFL
classrooms? (Bernardo, 2018; Tsui, 2021; Vilches, 2021). While these questions
have been explored by WEs researchers, they remain underexplored. A case in
point is whether LXELTs have awareness of and positive attitudes towards their
own variety that they possibly use and teach to their learners. This niche is true not
only in the Philippines where Philippine English (henceforth, PhE, Filipinos’ legiti-
mate local English variety) is spoken and/or taught by Filipino LXELTs (Bernardo,
2018; Gonzales, 2008), but also in other outer and expanding circle English nations
where their respective Englishes have gained acceptance.

Copious PhE studies have been done (Bolton, 2020). Consequently, Filipino
applied linguists have recurrently recommended its integration in Philippine English
language teaching (ELT) (Bautista, 2001a, 2001b; Bernardo & Madrunio, 2015;
Borlongan, 2009). However, the Philippines’ Ministries of Education lack legisla-
tive support towards it; thus, Filipinos could be construed either having unaware-
ness of and/or negative attitudes towards PhE. In this chapter, I discuss PhE’s brief
history, functions, status, paradigm, linguistic features, and related studies. Then, I
feature two language surveys examiningFilipinoLXELTs’ awareness of and attitudes
towards teaching educated PhE.Grounded in the studies’ findings, I plea toMinistries
of Education worldwide to adopt WEs glocalizaton, I highlight the implications of
such adoption for educational language policies, ELTE, ESL/EFL curricula, and
English language teaching and testing (ELTT).

PhE: Brief History, Functions, and Status

Despite Spain’s 333 years of colonization over the Philippines, the Spanish language
hardly made an indention to Filipinos as only 2% of them can speak Spanish
by the end of the Spanish rule [Gonzales, 1997]). However, the United States of
America for 47 years (1899–1946) successfully spread the English language. With
theThomasites (first American teachers in the Philippines), Filipinos first learned and
accepted English. Despite the endorsement of the 1925 Monroe Report on the use of
learners’ first languages as auxiliary media for teaching values subjects, the Amer-
icans sustained using English in Philippine classrooms (Martin, 2012). After the
Thomasites’ short stint, Filipino teachers took over in teaching English to Filipinos;
thus, PhE was born (Gonzales, 2008), and ELTE was deep-rooted in the country
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(Vilches, 2021). In a survey, Gonzales (1997) reported that Filipinos across genera-
tions (1939, 1948, 1960, 1970, and 1980) proclaimed that they are English speakers.
In a similar study, he pinpointed that 59% of Filipinos showed that they can speak,
73% can read, and 59% can write in English. Similarly, the Summer Institute of
Linguistics recorded that 32million Filipinos are in the English-speaking population.
In 2008, the Social Weather Stations reported the following: 76% of Filipino adults
can comprehend oral English; 75% can read English texts; 61% can write English
texts; 46% said they can speak in English; 38% reported they think in English; and
only 8% stated they were incompetent in using the language.

The rapid growth of English in the Philippines is due to the extended func-
tions it plays to Filipinos (Dayag, 2014). As outer circle English users, Filipinos
use English for instrumental purposes in education, science and technology, mass
media, creative writing, legislation, judiciary, government, business and industry,
professional examinations, etc. (Dayag, 2012, 2014). Hence, English is very crucial
in the Philippines (Vilches, 2021) such that it has served as a tool for academic,
professional, and social mobility (Gonzales, 1997). In education especially in the
tertiary level, English is the common language for instructional and learning mate-
rials particularly in engineering, mathematics, and natural sciences except in some
subjects like social sciences where Filipino should be used as medium of instruction.
Numerous Filipino educators, students, journalists, lawyers, and nurses also consider
English as the strongest language, as a necessity to be taught in schools and as the
means of instruction in universities (Mahboob & Cruz, 2013). In science and tech-
nology, English is used as the language of research. In mass media (print), English
is the leading language (Dayag, 2008) except for broadcast media where Filipino or
regional languages are commonly used. In creativewriting, there is a range of creative
writingworks of Filipinowriters (e.g. F. Sionil Jose, Christina Pantoja-Hidalgo, Nick
Joaquin, Marjorie Evasco, etc.). In law, English is used prevalently in bills filing,
passing, enacting, and publishing laws. The same is practised in provincial, city,
and municipal legislative bodies despite the gradual development of bilingualism
in legislation (Powell, 2012). Likewise, English is utilized in most deliberations in
the Supreme Court, Court of Appeals, and lower courts though separate concurring
and dissent opinions issued by Justices may be written in Filipino (Dayag, 2014). In
government, English ismore frequently used in inter- and intra-officewritten commu-
nications than other Philippine languages. In business and industry, English is the
medium of communication in multinational corporations and local companies. In
informal communications, however, Tagalog, a regional language, or code switching
is used (Dayag, 2014). In professional examinations, English is used by the Profes-
sional Regulation Commission in administering accountancy, dentistry, engineering,
medicine, and nursing licensure tests and by the Supreme Court in conducting bar
examinations.

Because of these widespread functions of English in Philippine domains makes
PhEan institutional variety (Dayag, 2014).Grounded inKachru’s (1992) criteria, PhE
has gained the status of an institutionalized variety for the following reasons (Dayag,
2014). First, it plays various roles in Philippine society. Next, its registers differ from
one discipline to another, and its style varies from formal to informal. Moreover,
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it has undergone nativization process because of its functions across contexts and
the longevity it has sustained in the country. Finally, it has a huge body of English
literature (novels, plays, and short stories) written by Filipino creative writers. There
have been long-standing literary award giving bodies to outstanding Filipino English
writers (e.g. Annual Carlos Palanca Memorial Awards for Literature).

Circles Within a Circle Paradigm of English in the Philippines

Like other languages, PhE has its own varieties. Martin (2014) posits that circles
of English in the Philippines exist within Kachru’s (1985) outer circle of WEs.
Inner circle PhE is spoken by educated Filipinos who consider PhE as a legiti-
mate English variety (Martin, 2014). They comprise Filipinos with bachelor’s and
advanced degrees and scholarly works (e.g. research publications and International
Corpus of English–Philippines [ICE-PHI]). Martin (2014) quotes Rico Hizon, a
Filipino reporter at BBC World news, expressing that “Filipinos must always be
proud of Philippine English” (Martin, 2014, p. 53) and, hence, exhibiting inner circle
attitude. Hernandez (2020a, 2020b) adds that Filipino graduate students as Filipino
English language teachers (FELTs) also belong to inner circle PhE; hence, they are
grassroots educated PhE users.

Outer circle PhE is used by Filipinos who are tenuous of recognizing PhE. They
find English as “desirable but not really necessary” (Matsuda, 2009, p. 169). They
are educated Filipinos (student teachers and some Filipino English teachers) who
codeswitch in English-only domains, employ standardized and non-standardized
English norms, and are incapable of promoting PhE (Martin, 2014). Expanding
circle PhE includes a preponderance of Filipinos who have challenges in accessing or
using the language because of socio-economic status, low education, interlanguage
barrier, and other factors. Martin (2014) exemplifies tribal Filipino learners who
speak “funny” English. Another is Filipino nannies who speak Yaya PhE (Bautista,
1982). Their English is not of high proficiency, so it commonly turns out to be subject
for ridicule. For them, language issues nevertheless usually do not matter.

Linguistic Features

As a legitimate variety (Bautista, 2001b; Llamzon, 1969), PhE is not inferior of AmE
(Bautista, 2008). Its standard grammatical features are innovations precipitated by
language variations in the Philippineswhere English is a functionally native language
(Kachru, 1997). Kachru (1985) explains that non-inner circle English norms differ
fromAmE/BrEbecause those innovations areacceptable to their users. PhEdistinctly
varies phonologically, lexically, and grammatically from AmE.

Phonologically, the PhE segmental vowel system is composed of “/a/, /E/, /I/, /O/,
and /u/”, and its lax and tense vowels have no distinction (Dayag, 2012, pp. 92–93).
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Specifically, “/a/, /e/, /i/, /o/, and /u/” are pronounced as “[a], [E], [I], [O], and [u]”,
respectively (Dayag, 2012, p. 93). Vowel reduction is not observed in unstressed
syllables (e.g. /�/ in the initial position in about, against, and along is articulated as
[a]) (Dayag, 2012; Kachru & Nelson, 2006; Llamzon, 1997).

PhE has 18 consonants: “[p], [t], [t�], [k], [b], [d], [dZ], [g], [s], [�], [h], [l], [m],
[n], [ŋ], [r], [w], [j]” (Dayag, 2012, p. 93). Its voiceless stops /k/, /p/, and /t/ are not
aspirated especially when they are in the initial position and when they are in the
final position, and both /s/ and /z/ are pronounced as [s] (Dayag, 2012). In terms of
dental fricatives, the voiced /ð/ is articulated as the voiced stop [d], and the voice-
less /θ/ is articulated as the voiceless stop [t] (Dayag, 2012; Kachru & Nelson,
2006). The PhE suprasegmental features include syllable-timed rhythm (Dayag,
2012; Kachru & Nelson, 2006) and lexical stress shift (Tayao, 2004). Such shift is
illustrated when the stress on the initial syllable is placed on the succeeding syllable
in some words in spoken communication (e.g. committee). Moreover, PhE has rising
inflexion for phrasal and clausal structures, declarative sentences, wh-questions, and
falling inflexion for yes–no questions (Dayag, 2012; Gonzalez, 1985).

Lexically, PhE has salient lexical features, namely normal expansion, coinage,
and borrowings (Dayag, 2012). Normal expansion includes extensions or adap-
tions of meaning (colgate for “toothpaste”; xerox for “photocopy”) and changes in
parts of speech (concretize from “concrete”; fiscalize from “fiscal”) (Bautista, 1997).
Coinage involves abbreviations (CR for “comfort room”; DI for “dancing instruc-
tor”), analogical constructions (bedspacer, cockfitghter, holdupper), and clippings
(promo for “promotion”; sem for “semester”) (Bautista, 1997). Borrowings are loan
words borrowings from “Spanish (despidida), Chinese (feng shui), Japanese-English
(Japayuki), or Tagalog (pasalubong)” (Bautista, 1997, p. 67) (For more details, see
Bautista, 1997).

Grammatically, PhE has distinctive grammatical features (Bautista & Gonzalez,
2006; Bautista, 2000a). Its subject–verb concord is faulty especially when inter-
vened by phrases. The simple past tense and/or present perfect aspect of the verb is
replaced with the past perfect aspect. Modal verbs would and could are frequently
used instead of will and can. There is the varied use of prepositions (result to for
result in and based from for based on). Missing article is used for expressions where
it is necessary (majority instead of “the/a majority”) or article is used for phrases
where it is not required (a research rather than “research”). Count/non-count nouns
are not pluralized. Mass nouns are pluralized (e.g. equipments and feedbacks). One
of the is succeeded by singular nouns (e.g. one of the plant) (Bautista & Gonzalez,
2006; Dayag, 2012) (For more details, see Dayag, 2012).

Studies of PhE

Studies of PhE began in 1969 when Llamzon examined the phonological features
of PhE. Thereafter, PhE had thrived into various studies concerning its phonology
(Flores, 2014; Llamzon, 1997; Tayao, 2004), lexicon (Bautista, 1997; Gustilo &
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Dimaculangan, 2018; Salazar, 2017), grammar (Bautista, 2001a, 2001b; Borlongan,
2011; Morales, 2015), intelligibility (Dayag, 2007; De Leon et al., 2021; Dita & De
Leon, 2017), etc. More PhE studies had been undertaken; however, it is impossible
to include all of them here due to limited space. Although such features-based PhE
studies much contributed to the development of the language, attitudinal studies
of PhE are the ones which have formed pedagogical implications in Philippine
ESL pedagogy to a point that Filipino applied linguists now propose PhE to be
taught in Philippine ESL classrooms (e.g. Alieto & Rillo, 2018; Bautista, 2001a,
2001b; Bernardo & Madrunio, 2015; Borlongon, 2009). Such proposal is rooted in
the favourable responses of in-service and pre-service Filipino teachers and under-
graduate students, thereby directing to the official recognition of PhE as the English
model in Philippine ELT.

At the in- and pre-service teacher education level, Bautista (2001a) discovered
that Filipino professors from three foremost universities in the Philippines exposed a
strong and positive attitude towards PhE. Similarly, Alieto and Rillo (2018) revealed
that Filipino teachers from Philippine secondary schools (public and private) exhib-
ited favourable attitude towards PhE notwithstanding their socio-economic profile,
educational attainment, gender, and years of service. Torres andAlieto (2019) discov-
ered that pre-service elementary and secondary teachers in Philippine state univer-
sities accepted PhE lexical and grammatical variants (i.e. majority of, cope up with,
assured, the number) indicating that PhE has established itself as a legitimate variety.
At the undergraduate education level, Borlongon (2009) reported that students from
a top tertiary institution were not ashamed of speaking PhE and thereby understood
PhE as a symbol of Filipino identity. At both teacher and undergraduate education
levels, Bautista (2001b) found that teachers and students across three public univer-
sities and a private university recognized and accepted PhE. Bernardo and Madrunio
(2015) discovered that college English teachers and students from three Philippine
tertiary institutions hinted their use of a pluricentric model in ESL instruction and
tests. Despite these positive outcomes, PhE did not turn out without criticisms from
its educated users and other LX English users. For example, Gustilo and Dimacu-
langan (2018) revealed that teachers across Philippine universities had unfavourable
attitudes towards 94 over 99 PhE vocabularies if these are employed in academic
writing. Recently,Wattananukij andCrabtree (2020) showed that Thai undergraduate
students (who experienced Filipino English teachers as their teachers in Thailand)
had an overall low positive attitude towards PhE.

Although the preceding studies have done much to advance PhE in Philippine
ELT, they however cannot be considered enough in order to assimilate PhE in Philip-
pine ESL pedagogy for four important grounds. First, they did not initially confirm
whether Filipinos possess awareness of PhE. Second, they investigated Filipinos’
attitudes towards PhE in general and not particularly on standard or educated PhE
(edPhE) as model for ESL instruction in the Philippines. Third, they did not involve
a teacher education institution (TEI) which has a crucial role in ELTE.
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Language Awareness and Attitudes: Why Study Them?

Awareness and attitudes can be understood from different viewpoints. The Associa-
tion of Language Awareness (ALA) (2021) and the National Council for Language in
Education (NCLE) (as cited in Malmberg, 2001, p. 141) define language awareness
as ones’ explicit knowledge about and sensitivity to language in various contexts (e.g.
teaching, learning, and language use). Schmidt (1995) and van Lier (1998) see it as
a level of consciousness having four sub-levels (van Lier, 1998). Global intransitive
consciousness (level 1) is the overall state of being observant in situated language
use. Transitive consciousness (level 2) is individuals’ capacity to notice their percep-
tual activity on an aspect of communicative practices. Metaconsciousness (level 3)
has two types: practical awareness as the capacity to regulate and employ language
creatively; and discursive awareness as ones’ “access to a set of precise terms to
analyze and discuss language as part of communicative practices” (Cots & Garrett,
2018, p. 2). Critical awareness (level 4) is the ability to reflect on communicative
practices as portion of ideological and social practices.

Unlike language awareness, language attitudes have been defined from a general
sense in relation to language. Attitude is “a state of readiness, a tendency to respond
in a certain manner confronted with certain stimuli” (Oppenheim, 2000, p. 174).
Similarly, it is “a summary or evaluation of an object or thought” (Bohner &Wanke,
2002, p. 5); hence, it is evaluative (Garrett et al., 2003) and object specific (Baker,
1992). Moreover, it is a “hypothetical construct” which is construable from seen
responses; hence, it is tacitly noticeable (Eagly & Chaiken, 1993, p. 2). In language
attitudinal research, the mentalist and behaviourist movements have been recognized
(Papapavlou & Satraki, 2014). The mentalist views attitudes having tripartite struc-
ture: cognitive (individuals’ beliefs towards something), affective (ones’ feeling or
emotional reaction), and behavioural (ones’ tendency to act in a certain manner)
(Ryan et al., 1982) while the behaviourist interprets attitudes to be perceived by
observing human behaviour (Golloway, 2017). The ones that individuals evaluate
are attitudinal objects (events, individuals, language varieties) (McKenzie, 2010).

Language awareness and attitudinal studies related to English varieties have
claimed that non-nativeEnglish users’ awareness of their English variety is associated
to their positive attitudes towards it (Ahn, 2015; Dooly, 2005). However, the aware-
ness of English teachers about WEs is still an area underexplored (Ahn, 2014, 2015;
Hernandez, 2020a) so is paucity of studies on FELTs’ awareness about PhE currently
exists. Similarly, there exists a scarcity of studies dealing with attitudes of English
teachers towards WEs (Bayyurt & Sifakis, 2015; Sifakis, 2009; Sifakis & Sougari,
2005; Timmis, 2002) as there is a scantiness of research on FELTs’ dispositions
towards teaching edPhE (Hernandez, 2020b). While this knowledge and population
gap exists both in global and Philippine contexts, two reasons for exploring new
Englishes awareness and attitudes should be pointed out. First, as new Englishes
are taken with reservation (Gustilo & Dimaculangan, 2018) especially in English
pedagogy, awareness is a prerequisite in instituting the foundation for the acknowl-
edgement and promotion of new Englishes’ language differences (Ahn, 2014, 2015),
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establishment of cross-cultural understanding and impartiality between and among
WEs speakers, contextualization of English teaching materials, and enablement of
English learning (Matsuda, 2020; Sharifian, 2012). Second, Starks and Paltridge
(1996) uphold that identifying people’s preferred variety in English pedagogy is
dependent on their attitudes. Liu and Cheng (2017) argue that “a deeper under-
standing of attitudes toward… English varieties” is “both urgent and necessary”
(p. 67). Arguably, in determining the awareness and attitudes of new Englishes,
users play an important role in scheming educational policies, teacher education
programs, and English pedagogy (Hernandez, 2020a, 2020b).

Featuring Awareness and Attitudinal Studies of PhE

In this section, I feature two of my recent PhE studies involving grassroots FELTs:
the first examined FELTs’ awareness of PhE in three contexts: its (1) meanings,
(2) features, and (3) uses, issued in The Normal Lights Journal of Education and
Teacher Education. It adopted NCLE’s (as cited in Malmberg, 2001, p. 141) and
ALA’s (2021) definition of awareness as people’s overt knowledge and conscious-
ness about language in different contexts. The second evaluated FELTs’ attitudes
towards teaching edPhE, published inAsia–Pacific Social ScienceReview.Grounded
in the mentalist view of language attitudes, the latter focused on the cognitive
aspect because one component of attitude is problematic to differentiate from others
(Bohner & Wanke, 2002). The cognitive component is about people’s beliefs and
can be prescriptive and descriptive (McKenzie, 2010). Prescriptive beliefs are must,
should, and ought to statements (e.g. “In Philippine ESL classes, grammar and
writing in English should be taught in edPhE”) (Hernandez, 2020b, p. 34); descrip-
tive beliefs are perceptions of the world (e.g. “Filipinos have the right to modify AmE
to make it suitable for use in the Philippines”) (Hernandez, 2020b, p. 36). The study
adopted both cognitive beliefs. Both studies used descriptive-survey research design;
thus, the direct approach was employed. This approach elicits responses from people
to provide their evaluations about languages through rating-scale questionnaires,
among others (Golloway, 2017).

Ninety-five FELTs under M.A. in ELT, Linguistics, and Reading programs and
Ph.D. in Applied Linguistics and ELE programs (sampled by convenience at a
premier Philippine TEI) participated in the study. Two five-point Likert scale ques-
tionnaires were used. The first (adapted from Bernardo’s [2013] study) evaluated
FELTs’ PhE awareness while the second (adapted from Bautista’s [2001a] study)
assessed their attitudes towards teaching edPhE. The former had 22 statements about
PhE’s meanings (7), features (6), and functions (9) while the latter had parts A and
B: Part A asked FELTs to answer 26 attitudinal statements. Part B required them to
check Filipinisms (PhE lexical items and expressions) for teaching edPhE.

Formal consent to do the two surveys was sought from and approved by the
dean and the professors of the graduate college of the Philippine Normal University
(PNU) (The National Centre for Teacher Education [NCTE] by Republic Act 9647).
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As NCTE, its objective is to nurture teachers and education leaders who are globally
competitive (Philippine Normal University, 2021). The PNU’s graduate college is
the biggest graduate teacher education college in the Philippines, offering 12 Ph.D.
and 62 master’s programs. FELTs’ responses were manually counted and totalled
using Microsoft Excel. As the data were ordinal and nominal, descriptive statistics
(i.e. weighted mean and standard deviation) were used. Findings for each study are
hereby presented.

FELTs’ Awareness of PhE

Overall, FELTs had moderate awareness of PhE; thus, they were not ambivalent of
PhE. Specifically, they showed moderate awareness on meanings, very high aware-
ness on features, andmoderate awareness onuses ofPhE.For each context, statements
where FELTs exhibited extreme to very high awareness and moderate awareness
should be individually pointed out here.

On meanings, FELTs had extreme awareness on “the existence of PhE as a local
variety” (Hernandez, 2020a, p. 11). It strongly denies many Filipinos’ monocentric
stereotype that AmE is the only English in the Philippines (Bautista, 2001a). Also,
it contradicts other non-inner circle English users’ unfamiliarity to new Englishes,
for example, Korean and non-Korean English teachers’ lack of cognizance regarding
Singapore, Indian, Chinese, and Japanese Englishes (Ahn, 2014), Korean and foreign
English teachers’ refusal against the mentioned non-inner circle Englishes (Ahn,
2015), and Vietnamese English students dearth of WEs awareness (Tiïën, 2008).
FELTs were very aware about PhE as educated Filipino English. This finding relates
to Bautista’s (2001a, 2001b) and Alieto and Rillo’s (2018) claim that English faculty
in three universities in the Philippines and teachers and students across public univer-
sities and a private university in the country recognized PhE, and secondary English
teachers expressed positivity towards PhE, respectively. FELTs were very aware that
PhE is a sign of Filipinos’ possession of the language and their liberation from the
colonizing influence of native English speakers, thus validating Borlongan’s (2009)
assertion that PhE is a mark of Filipinos as unveiled by undergraduate students. This
point ricochets F. Sionil Jose’s statement that Filipinos have dominated AmE with
PhE (Bautista, 1997). These congruities indicate that these FELTs have embraced
and have been familiar with PhE. However, they confirmed their moderate aware-
ness on PhE varieties (edPhE, Colegiala PhE, Yaya PhE) partially contradicting their
extreme awareness of PhE as a local variety and as edPhE. Simply put, FELTs may
be extremely and very cognizant of PhE, but these extents do not necessarily parallel
having complete knowledge of it. Additionally, they were moderately aware of the
pressing issue of incorporating PhE in English curricula probably because it has
never been officially assimilated in Philippine ELT.

The statements where FELTs were very aware in terms of PhE features and uses
are newly investigated facets in the study of PhE. FELTs were very aware that PhE
has its “own accent, phonology, vocabulary, and grammar”, is “a national and cultural
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identity of Filipinos”, and embodies “appropriateness, comprehensibility, and intel-
ligibility in communication” (Hernandez, 2020a, p. 13). FELTs probably related the
first item to many FELTs, Filipino learners, and other Filipinos who speak English
without sounding like Americans, not using AmE words and expressions, and stan-
dardized grammar. They possibly had associated this with the second point—PhE as
Filipinos’ “national and cultural identity” (Bautista, 1997; Hernandez, 2020a, p. 13),
and the third point—PhE’s “appropriateness, comprehensibility, and intelligibility in
communication” (Hernandez, 2020a, p. 13). In using English particularly in creative
writing, Filipinos transmit their local culture into their works and thus reflect their
national and cultural distinctiveness. For the third point, Filipinos are both intelli-
gible and comprehensible because of their speech rate, their syllable-timed rhythm,
their listeners’ awareness of their pronunciation, and the language context (Dita &
De Leon, 2017). In contrast, FELTs had moderate awareness towards “the reflec-
tion of PhE in English textbooks and instructional materials, PhE into dictionaries
and grammars, and edPhE acceptable variants (fill up, result to, based from) from
AmE (fill-in, result in, based on)” (Hernandez, 2020a, p. 13). As such, FELTs were
probably influenced by educational policies and exonormative norms. The Depart-
ment ofEducation (DepEd) prescribes commonly thought exonormative instructional
materials used by the majority of FELTs (59/95) teaching in public schools. Private
schools where the minority of FELTs teach usually adopt Filipino-authored text-
books believed to be adhering to exonormative English models (Bernardo, 2018).
Moreover, Filipino teachers in public and private schools tend to use exonorma-
tive supplementary teaching materials (grammars and dictionaries) because they are
perceived as monolithic standards (Bernardo, 2018).

On uses, FELTs were very aware that “PhE is the English variety Filipinos often
use in intranational communication and local media” (Hernandez, 2020a, pp. 14, 17).
FELTs probably have been quite familiar with English as the language that Filipinos
institutionally use in different contexts (education, mass media, etc.). Moreover,
FELTs were very aware that “PhE is the variety used by Filipino learners when doing
speaking activities and responding to test questions requiring sentence/paragraph
writing” (Hernandez, 2020a, p. 14). The latter two are relatable to their identity
as FELTs who assess and/or test their students’ oral and written English skills,
thereby observing their learners using PhE in both contexts. However, FELTs exhib-
ited moderate awareness towards the potential of PhE to be implemented “as a
module/unit within the compulsory/elective part of the ESL curriculum, as the norm
used by English teachers in teaching English vocabulary and grammar, and as the
norm used by English teachers in testing Filipino learners’ speaking and writing
skills” (Hernandez, 2020a, pp. 14–15). In view of these, FELTs potentially knew
that PhE is now being integrated unconsciously by teachers as the standard in ELTT
to Filipinos (Bernardo & Madrunio, 2015).
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FELTs’ Attitudes Towards Teaching EdPhE

FELTs generally had positive attitudes towards teaching edPhE. Statements on
teaching edPhE where FELTs showed favourability also deserve attention. Those
items were divided into “negative statements toward edPhE, positive statements
toward edPhE, positive statements toward AmE, positive and neutral statements
toward edPhE and AmE, and acceptable Filipinisms in teaching PhE” (Hernandez,
2020b, p. 35). On negative statements, FELTs disagreed on the following: Filipinos
will be disrespected when they speak edPhE, will be perceived as uneducated when
they use edPhE, and are not understood by foreigners when they talk to them in
edPhE. This disagreement implies FELTs’ positive attitude towards and protection
for PhE; hence, they spurned negative and disparaging notions about edPhE.Contrary
to this disagreement is FELTs’ consistent agreement on 11 positive statements about
edPhE listed below (Hernandez, 2020b, p. 36).

1. It is to be expected that there will be regional differences in pronunciation and
vocabulary in edPhE.

2. Using words from our own culture is a necessity in developing edPhE.
3. It is natural to have different varieties of English like Australian, Singaporean,

Philippine Englishes, etc.
4. Filipinos have the right to modify AmE to make it suitable for use in the

Philippines.
5. The variety of English that should be used in Philippine newspapers should be

edPhE.
6. The variety of English that should be used on Philippine radio and television

should be edPhE.
7. Speaking in English should be taught in edPhE.
8. Grammar and writing in English should be taught in edPhE.
9. Vocabulary should be taught in edPhE.
10. Instructional materials (e.g. textbooks, teacher’s manuals, etc.) should use

edPhE.
11. EdPhE needs to be promoted.

On 1, FELTs verified their expectation on the existing regional variation on
pronunciation and vocabulary in edPhE (Bautista, 2001a). On 2, they confirmed
their acceptance of the assimilation of local vocabulary. On 3, they acknowledged
the global spread of English and thus developed nativized English varieties spoken
by various nationalities (Bautista, 2001a). On 4, they probably attributed the rights
of Filipinos to adapt AmE to be contextualized in the Philippines for PhE ‘s status
as a legitimate English variety (Bautista, 2001a). On 5 and 6, they validated their
preference for edPhE as the English variety for Philippine media (Bautista, 2001a),
thereby hinting their consciousness about edPhE as evident and used in Philippine
written mass media (Bautista, 2001a; Dayag, 2014). Statements 7 to 10 directly refer
to teaching edPhE in Philippine ESL classes. They offer new insights into attitu-
dinal studies of PhE as they were not considered in the past studies. FELTs agreed
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that speaking, grammar and writing, and vocabulary should be taught in edPhE
and teaching resources should use edPhE. Such consistency indicates their affirma-
tion and acceptance of edPhE in teaching ESL and in writing instructional mate-
rials. Despite such favourability, FELTs confirmed that edPhE requires promotion
(statement 11). Therefore, they support fostering edPhE.

On positive statement towards AmE, FELTs disagreed against “only those
Filipinos who speak AmE should be hired as English teachers” (Hernandez, 2020b,
p. 37). This disagreement entails that Filipinos as edPhE users should be employed
as teachers of English. On positive and neutral statement towards both edPhE and
AmE, FELTs agreed that “instructional materials (e.g., textbooks, teacher’s manuals,
etc.) should use edPhE and AmE” (Hernandez, 2020b, p. 36) that is associated to
their acceptance of statement 10 about using edPhE in instructional materials and of
statements 7 to 9—speaking, grammar and writing, and vocabulary should be taught
in edPhE. These congruencies imply that FELTs approve of not only one variety but
edPhE and AmE as norms in teaching and learning English. These essentially show
FELTs’ positive attitude towards a pluricentric model in Philippine ELT.

On Filipinisms, FELTs had positive attitude in teaching 38 lexical items and
expressions: “Bedsheet (1); Comfort room (1); Watch your steps (2); Dormmate (3);
Dirty kitchen (4); Face towel (5); I’ll go ahead (6); Ballpen (7); Bedspacer (8); I
can’t afford (8); Batchmate (9); For a while (10); Lechon (10); A research (11);
High blood (12); Aircon (12); Go down (13); Presidentiable (14); Majority of (15);
Gimmick; Wherein (16); Fall in line (17); Rallyist (18); Estafa (19); Sari-sari store
(18); Carnapper (20); Carnap (21); CR (22); Hold your line (23); Result to (24);
Advanced (It’s three minutes advanced.) (25); Studentry (26); Fill up a form (27);
Based from (28); Cope up with (29); In the family way (30); Green joke (31); and
With regards to (32)” (Hernandez, 2020b, pp. 38–39). “Bedsheet, Comfort room,
Watch your steps, Dormmate, Dirty kitchen, I’ll go ahead, Ballpen, Batchmate, and
For a while” (Hernandez, 2020b, p. 38) at the top of the list are frequently used
in Filipinos’ informal written/spoken communication. However, “Result to, Fill up
a form, Cope up with, and With regards” (Hernandez, 2020b, p. 38) at the lowest
part of the list are usually found in Filipinos’ formal spoken/written communication.
Unlike those frequently used in formal communication (primarily written), Filip-
inismswhich are commonly employed in Filipinos’ informal communication (mainly
spoken) had received more pedagogical acceptance for teaching edPhE. These posi-
tive slants prove two essential points: first, FELTs considered the 38 Filipinisms as
legitimate features of edPhE (Bautista, 2001a); second, they formally recognized
those Filipinisms in teaching edPhE.

Implications

The studies showed that FELTs were knowledgeable about PhE and favoured a
plurilingual paradigm for Philippine ELT. Hence, FELTs get more up to date
regarding their own English variety, and Philippine ELT perspective is becoming
more sociolinguistically realistic. Despite these favourable outcomes added to
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applied linguists’ advocacy for the integration of WEs in ESL/EFL classes world-
wide (Matsuda, 2020), recommendations forWEs in general and PhE in particular to
be taught in ESL/EFL classes are still deficient because mostMinistries of Education
around the world lack legislative support; thus, WEs remain immaterial in educa-
tional language policies, ELTE programs, ESL/EFL curricula, and ELTT. Although
numerous studies like the two above have highlighted the pedagogical potential and
suitability of new Englishes, the growing recognition of WEs is not automatically
translatable into the awareness of academic agencies and their acceptance to prop-
agate it (Tsui, 2021). A case in point is the Philippines’ Commission on Higher
Education (CHED) and DepEd. They have seemed clueless or silent (Bernardo,
2021) about PhE despite the latter being considered as a legitimate variety since
1969 (Llamzon, 1969). I argue that aside from research evidences and expert recom-
mendations, all Ministries of Education in collaboration with TEIs and LXELTs as
education stakeholders are accountable for the adoption of WEs glocalization across
educational levels and aspects of English pedagogy. Ministries of Education play
an important role in instigating educational reforms by the adoption of WEs. Such
adoption has implications for glocal educational language policies, ELTE programs,
ESL/EFL curricula, and ELTT.

Educational Language Policies

Ministries of Education worldwide should adopt the principle of glocalization in
implementing policies for ELTE, so it can be more attuned to the diversity and
reality of Englishes (Nero, 2012). Glocalization is the local interpretation and adap-
tation of external practice that cannot be transplanted totally; thus, it becomes glocal
(Robertson, 2012). Glocalization postulates the interrelationships of global and local
practices, pluralistic nature of heterogeneity, minimization of the hegemony of the
centre over the periphery, and equal participation of global and local participants
(Tsui, 2021). In this paper, I adapt glocalization as WEs approach, thus the term
WEs glocalization—positing that newEnglishes are a linguistic type of glocalization.
Grounded inWEs glocalization,Ministries of Education should set an indelible space
for glocal educational language policies concerning WEs. For example, strongly
promoting awareness of teachers and learners on the linguistic features of new
Englishes for them to gain favourability towards WEs can be placed as core compo-
nent of ELTE programs and ESL/EFL curricula. Similarly, new Englishes policy like
“Philippine English Policy aiming to assimilate PhE in instruction and assessment”
(Hernandez, 2020a, p. 19) should be strongly implemented across education levels.
Educational policies like these must be prioritized in ELTE.
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ELTE Programs

Ministries of Education with TEIs should make ELTE programs WEs glocalized.
They can do this is by adding WEs as a required course, outlining WEs structural
features in linguistics courses (Introduction to Linguistics and Structure of English)
and integrating WEs in teaching methodology, instructional materials, and language
assessment courses. InWEs course, pre-service LXELTs should be introduced to the
following: WEs theories; variation and Englishization; intelligibility, comprehen-
sibility, and appropriateness; standards, standardization, and codification; descrip-
tions of inner, outer, and expanding Englishes; English as an international language,
English in workplaces, WEs and pedagogy, and others (Matsuda, 2020). In linguis-
tics course, pre-service LXELTsmust analyse the linguistic structures of and variants
between Englishes. In teachingmethodology course, theymust learn assimilating the
variety that mostly suits the learners’ context. Likewise, in instructional materials
course, they must develop teaching and learning materials reflecting their own, their
learners, and other LX users’ English varieties. In language assessment course, they
should assess learners with varieties that they most likely need in communicating
with other English users (Tomlinson, 2021). If Filipino junior secondary students are
going to communicate in English primarily with Filipinos, then it is vital that they be
assessed on PhE. ELTE programs should include the following major goals: promote
extreme/high awareness and unprejudiced understanding of WEs; reconceptualize
English varieties, English-speaking cultures, English users, and English correct-
ness; emphasize the WEs’ pedagogical implications (Matsuda, 2020), and contextu-
alize English in ELTE programs. Pre-service LXELTs then would develop not only
raised consciousness and positive attitudes towards WEs but also realization of their
status as legitimate English users and the equal status of Englishes worldwide. Thus,
in their practicum, they are expected to carry out teaching English using a pluricen-
tric model. To establish momentum, WEs glocalization should extend to ESL/EFL
curricula and ELTT where pre-service LXELTs are now in-service LXELTs.

ESL/EFL Curricula

Education policymakers, TEIs, and in-service LXELTs need to collaboratively refor-
mulate the current ESL/EFL curricula. They should adoptWEs as central curriculum
content in redesigning English subjects in basic education and tertiary levels because
English now varies from the English in the past and the linguistic context now has
become multilingual/multicultural (Jenkins, 2015; Monfared & Khatib, 2018). In
both levels, the diverse nature of Englishes should be emphasized in the curriculum
(e.g. English has developed into new Englishes like Indian English, Philippine
English, Singapore English, etc.; To communicate effectively, LX English users
employ linguistic variants different from AmE or BrE; LX English users always carry
their own English varieties when they communicate locally and internationally). In
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addition, the curriculum should focus on LXELTs and learners’ respective twenty-
first-century local contextswhere they use their respective Englishes (Marlina, 2021).
Thus, English subjects should aim to increase learners’ “awareness of and respect
for linguistic and cultural diversity or intercultural communication” (Matsuda, 2020,
p. 696). As products of WEs-glocalized ELTE programs, in-service LXELTs should
be consulted in lessons andmaterials selection because they themselves are legit new
Englishes speakers, and they were trained of WEs-glocalized pedagogy.

ELTT

On teaching, education policymakers should permit LXELTs to “exercise their
academic freedom in using a pluricentric approach into their teaching with any
teaching materials they use or are mandated of them to use” (Hernandez, 2020b,
p. 41). In reading and writing instruction, online and print broadsheets, magazines,
literary genres, and research papers written by educated LX English users should be
used. The International Corpus of English of various nations can be utilized as refer-
ences for instructing the linguistic innovations and discourse structures of educated
outer and expanding Englishes. In teaching speaking and listening, local and inter-
national English podcasts and CNN news videos as real-world instructional mate-
rials may also be employed. On testing, education policymakers should implement
pragmatic-centred instead of linguistic accuracy-based assessment (Rose & Syrbe,
2018) in assessing learners’ English language skills. Pragmatic-centred assess-
ment includes performance-and-problem-based tasks (interviews, team presenta-
tions, role-plays, portfolios, video and web logs, thinking aloud, essay writing, etc.)
that allow learners to use their English varieties, practice linguistic creativity, and
participate in meaning-making with others (Marlina, 2021).

Conclusion

In this chapter, I explored PhE’s brief history, functions, and status, paradigm,
linguistic features, and related studies. Importantly, I unveiled FELTs’ moderate
awareness of PhE and their favourable attitudes towards teaching a pluricentric
English model in Philippine ELT. In view thereof, I have laid pedagogical insights
for Ministries of Education worldwide on adoptingWEs glocalization so that educa-
tional language policies, ELTE programs, ESL/EFL curricula, and ELTT may keep
up with the pluralistic nature and socio-linguistic reality of Englishes today. If these
educational policymakers made such attempts, all LX users of English, pre-service
and in-service LXELTs, and English learners would not only acquire extreme aware-
ness of and positive attitudes towards new Englishes but may unreservedly embrace
their own local varieties. In addition, it would eradicate discrimination against outer



308 H. P. Hernandez

and expanding circle Englishes and form effective intercultural and fair communica-
tion between new Englishes speakers. More importantly, Englishes like PhE would
find their permanent seat in English pedagogy worldwide.
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Chapter 16
Science Teacher Education in Taiwan

Hsiao-Lin Tuan and Chi-Chin Chin

Abstract After New Curriculum Standards were implemented in 2019 which
addressed on nurturing students from grade 1 to 12 to become literate citizen, science
teachers in Taiwan have new missions; they need to work cooperatively to develop
within discipline and cross-discipline inquiry-based lesson plans. Not only inquiry-
based instruction, they also need to work cooperatively with teachers beyond science
field to develop various inquiry-based instructions. In this chapter, we will introduce
how the new curriculum in science field was developed based on our previous science
education research finding. We will also present various actions Ministry of Educa-
tion took in both pre-service and in-service teacher preparation programs to equip
science teachers with the necessary competence to match the new curriculum stan-
dards. We will introduce some large on-going projects related to enhance science
teachers’ competence. For instance, one project is related to equip science teachers’
laboratory skills, another project is related to prepare in-service science teachers in
designing inquiry-based lesson plans, implementing and reflecting their designed
lesson plans, and the other is to recruit leading science teachers to share their
teaching experience with science teachers across Taiwan. Finally, we will discuss
the strengths and challenges faced of these projects to the international audience in
science education field.

Keywords Science teacher education · Professional development · Science
curriculum standards · Science teachers’ competence

Introduction

Over the past 30 years, Taiwan has developed into a democratic society in Asia. After
the government completely abolishedMartial Law in 1991, the society became more
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liberal and people’s voices started to play an important role in establishing poli-
cies. The central government in Taiwan lifted restriction on mass media (such as
newspapers, TV stations) and promoted various direct elections from councillor,
legislator, and city major to president during past thirty years. As a result, Taiwanese
society successfully transformed into a democratic society. This kind of change had
an important impact on education and teacher education in Taiwan. For instance, in
1994, “teacher education has also changed to a decentralized and self-financed system
for preparation, qualification and certification of teachers” (Tuan & Lu, 2019, p. 9).
The responsibility of teacher preparation has also shifted from three normal univer-
sities and nine teachers’ colleges to teacher education programs in all universities in
Taiwan (Tuan & Lu, 2019). Our national education changed from 9-year compulsory
education (in 1968) to 12-year compulsory education (in 2015). Our curriculum stan-
dards have also changed from the nine-year continued curriculum [NYCC] (in 2003)
to the twelve-year national education curriculum standards [TYNECS] (in 2019) to
meet the needs of the future citizens in the rapidly changing society. These dramatic
changes have influenced our pre-service and in-service science teacher education,
and research done in this area.

Tuan andLu (2019) have reviewed the past seventy years of science teacher educa-
tion development in Taiwan. They indicated that teacher education in Taiwan would
face challenges like low enrolment in teacher education programs, low admission
rate for teaching positions (less than 5% for science areas), and low birth rate in the
society. Research done in science teacher education in Taiwan from 1990 to 2015
indicated that the majority of science teacher education research were sponsored
by the Ministry of Education [MOE] and National Research Council [NRC] and
research were related to the examination or dissemination policies announced by
MOE or NRC (Tuan et al., 2016). Research topics were: establishing the standards
for qualified science teachers or teaching, investigation of science teachers’ one-year
internship development, and exploring changes in pre-service teachers’ pedagogical
content knowledge during teacher education program.

In the beginning of 2019, TYNECS started to be implemented in Taiwan which
influenced students fromK-12. Several features of this curriculum standards include:
integration, literacy-based, context- based, learning performance-based, and cooper-
ative work-based. The TYNECS implementation aroused various kinds of changes
for science teacher’s education, from teacher education program to teachers’ profes-
sional development [PD]. In this chapter, we will introduce the substance of NYCC
and TYNECS, changes in teacher education program due to amended TEA, MOE
sponsored projects to disseminate TYNECS, and research done in science teacher
education areas due to TYNECS. At the end of the chapter, we will discuss how our
democratic society, TYNECS, influenced the ways we conducted science teacher
professional development and research.
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School Culture in Taiwan

Before we introduce science teacher education in Taiwan, we need to present the
Taiwanese school culture first. In Taiwan, students enrolled in the same class are
called classmates. Usually, a class of students would be classmates for one to three
years in schooling. In 2019, average number of students per class ranges from 23
(elementary), 27 (junior high) to 35 (senior high). Home room teacher would lead
his/her class for three consecutive years. Therefore, students in same class know each
other well, and all students would be known by their homeroom teacher in the same
class. Not only that, students in the same class take all courses together, and teachers
change classrooms based on their teaching schedules.

In school setting, usually there are homeroom teachers’ offices and subject-
specific teachers’ offices. Because teachers share office together, they would chat
and have social activities together. This kind of social interaction is unlike American
teachers whomanage their own science class without interacting with other teachers.

Each subject-discipline teacher has his/her own PD group, and each PD group
needs to discuss issues related to their subject teaching on a weekly basis and needs
to discuss the responsibility to design monthly examination for students in the same
grade. Collectivism instead of individualism dominates the Taiwanese school culture
(De Jong, 2016).

Another Taiwanese culture is high value on education and achievement (Guo &
Chiu, 2016).Having good grade and class ranking is the indicator for students to enrol
in better senior high schools. Therefore, the goal for science teachers and all teachers
is to cultivate students with all the contents covered in the textbooks and to push
students to pass standardized examination sponsored by the government to go to good
senior high schools. Competition is a natural phenomenon that exists in the school
culture aswell as society. Parents also place a high attention to students’ achievements
because children’s high achievements can bring honour to one’s ancestors.

Why do students, parents, and teachers all address on students’ achievement and
care for attending good school. It is due to the cultural belief of “Nothing is more
important than learning” (Tuan&Lou, 2019),whichmeans education can cultivate an
individual’s character, improve individual achievement (social status and economic
situation). This cultural belief reveals how much Taiwanese people value education.
It also influenced teachers’ education degree. During 2020–2021, there were around
K-12 school teachers who received a master or doctor degree.

Nine-Year Continued Curriculum

Nine-year continued curriculum [NYCC] was implemented in 2003 (Ministry of
Education, 2003). In this curriculum, the scope of learning was divided into seven
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subject areas including “nature and daily-life technology”. The basis of the combi-
nation of “nature” and “daily-life technology” focuses on the spirit of Science Tech-
nology and Society [STS] and uses technology as a medium for science to connect
with society. Therefore, the educational goal in this field is set to improve the scientific
literacy of students, and the basic abilities of science and technology cultivated are
divided into eight main items according to their attributes and levels. The sub-level
ability indicators are set according to the stage as a selection for teaching materials,
implementation of teaching, and learning evaluation. The eight key items are:

1. Process skills: Improve the mental operation ability of the scientific inquiry
process;

2. Science and technology cognition: The cultivation and training of scientific
concepts and technology;

3. The essence of science and technology: Science is verifiable, and technology is
operable;

4. The development of science and technology: Understand the process of how
science is discovered and how technology develops;

5. Scientific attitude: Seeking truth and loving the scientific spirit and attitude of
inquiry and feeling the beauty and influence of science;

6. Thinking intelligence: The ability to infer and criticize things, solve problems,
and other integrated scientific thinking skills, as well as the ability to integrate
information;

7. Scientific application: The ability to apply scientific knowledge and inquiry
methods to deal with problems;

8. Design and production: The ability to use the creativity of individual and group
cooperation to produce technological products (MOE, 2003).

There are several highlighted aspects in terms of the course objectives in the
subject area of “nature and daily-life technology” based on the NYCC. Due to school
teachers (included science teachers) over-emphasized lecturing and memorizing the
knowledge, therefore, the NYCC highlights eight target items, with equal emphasis
on knowledge and ability, emphasizing the design of teaching materials based on
students’ daily-life experience, hoping that through the change of the overall goal,
the ideal of diversified education can be gradually implemented.

NYCC proclaimed six course objectives as below (MOE, 2003):

1. Cultivate the interest and enthusiasm for exploring science and develop the habit
of active learning.

2. To learn scientific and technological inquiry methods and basic knowledge and
be able to apply what they have learned in current and future life.

3. Cultivate the knowledge and attitude of caring for the environment, cherishing
resources, and respecting life, as well as the sentiment of loving the local
ecological environment and technology.

4. Cultivate the ability to communicate and express, teamwork, and get along with
others in harmony.



16 Science Teacher Education in Taiwan 317

5. Cultivate independent thinking, problem-solving ability, and stimulate devel-
opment potential.

6. Perceive and try to explore the interaction between humans and technology.

These objectives revealed that NYCC focused on school-based, integration-based,
student ability-based, performance responsibility-based, and multiple assessment-
based. These are the parts that were lacking in the national unified curriculum in
the past. NYCC emphasizes the connection between nature, science, and technology
and advocates the way to learn science through inquiry and hands-on activities. The
curriculum design must be centred on the student’s experience, and the project-based
learning activities allow students to develop problem-solving abilities through design
and production. Therefore, small-group cooperative learning plays an important role
in the curriculum.

Based on the above features of NYCC, the role of teachers has changed from
teaching authority to facilitator in students’ learning. When NYCC were imple-
mented in schools, the standards allocated four hours per week to the course titled
nature science and life technology. Although teacherswere expected to teach inquiry-
based instruction, butMOE did not paymuch attention on teacher education program
to meet the requirement of NYCC; thus, science teachers tended to rely on lecturing
and followed experiments presented in textbooks (Lu & Lien, 2016).

Twelve-Year National Education Curriculum Standards

After nearly two decades of nine-year continuous curriculum (NYCC), the twelve-
year national education curriculum standards (TYNECS) has finally started in 2019
(MOE, 2018). The difference from the NYCC is that it incorporates the three senior
high school years into the planning and results in the twelve-year long curriculum
constituting four education stages. The highlights that were originally emphasized
in the junior and the elementary school levels have been continuously promoted. In
addition, the teaching concept of inquiry and practice has been promoted, and the
credits of “inquiry and practice” have been added to the teaching of natural science
at senior high schools. Regarding the teaching of nature in elementary and junior
high schools, teachers are also encouraged to engage in teaching with inquiry strate-
gies and do more hands-on activities combining with thinking processes. As for the
seven learning subject areas of the original junior high school, the “nature and daily-
life technology” was separated into two areas, “natural science” and “technology”,
leaving the new curriculumwith eight learning areas. The teaching content of science
and technology is different from the past “daily-life technology”, and it also includes
the addition of “information technology”.

General speaking, TYNECS not only emphasizes the importance of “literacy-
oriented education” and the integration of life situations, but also reveals the educa-
tional goal of cultivating “lifelong learners”. TYNECS also formulates “autonomous
action”, “communicative interaction”, and “social participation”. In the field of
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natural science learning, it is advocated that students’ scientific literacy should be
cultivated through “interdisciplinary concepts” and “socio-scientific issues”; it is
hoped that theywill be able to participate in the decision-making and problem solving
of social situation and understand and reflect on the scientific content encountered
in various communications (MOE, 2018).

The following course objectives of natural science subject field reveal its
continuing and reemphasizing the essence of the previous NYCC (MOE, 2018):

1. Enlighten the enthusiasm and potential of scientific inquiry: Enable students
to have curiosity and imagination about natural science, give full play to their
rational thinking, and develop their life potential.

2. Construct scientific literacy: Equip students with basic scientific knowledge,
inquiry and practical ability and scientific attitude; help students to be able
to communicate effectively in real life, participate in the decision-making and
problem solving of civil societal issues, and be informed about science-related
content reportedly by the media be able to understand and reflect, and cultivate
the spirit of seeking truth and truth.

3. Lay the foundation for continuous learning of science and the application of
science and technology: Develop students’ positive attitude towards science
and interest in learning science.

4. Cultivate the values and actions of social care and protection of nature: Learning
to appreciate and cherish the beauty of nature and deepen it. In order to love
nature, cherish life, and resources, develop a caring heart and action ability and
then commit to constructing a rational society and sustainable environment.

5. Preparing for career development: Learning life regardless of interest. Whether
due to the needs of life or work, we canmake further efforts to increase scientific
knowledge, and through this stage of learning, prepare for the next stage of career
development.

TYNECS stresses that science learning should start from context-based learning
and students have to practise their various thinking abilities, such as imaging
and creativity, inference and argumentation, critical thinking, generating models,
observing and identifying problems, planning and implementing, analysing and find-
ings, discussion and communication. Students need to develop their inquiry inter-
ests, understanding the nature of science, and cultivating their scientific thinking
and inquiry habits. TYNECS also emphasize on cross-subject concepts in the nature
science field. Subjects such asmaterial and energy, structure and function, system and
scale, change and stability, interaction, science and life, resources and sustainability
are addressed in the curriculum (Ministry of Education, 2018). In addition, science,
technology, engineering, and mathematics [STEM] concepts are also addressed in
the technology curriculum, such as designing abilities, problem-solving abilities, and
cooperation abilities, etc.

Due to the spirit of TYNECS, some adjustments have also beenmade to the teacher
training curriculum in response to changes in the environment. In the teaching of
natural sciences, the concepts and strategies, beyond the STS, such as STEM has
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become the main points of promotion. Many new pre-service teacher education
centres begin to offer courses related to inquiry and practice teaching strategies,
STEM education.

In addition, for in-service teachers, the new developments in these courses and
teaching are also provided, as well as opportunities for empowering in-service
teachers such as lectures, short courses, project-based programs in these fields. Some
of them are planned and handled by the “natural science subject researching and
developing group” in the elementary and secondary schools. In some cases, there
are natural science advisory groups in counties and cities that provide the afore-
mentioned opportunities; there are also professors in the field of science education
commissioned by theMOE to handle the long-term teacher-empowering workshops.
Below, we will present teacher education program changes, PD projects sponsored
by MOE, and research done in this area.

Changes of Teacher Education Programs

After Teacher Education Act [TEA] (TEA, 2014) was enacted, the teacher education
system inTaiwan becamedecentralized and self-financed, all universitieswere autho-
rized to nurture the teachers only by establishing teacher educationprogram.Basedon
this minimal criterion, the “planning system” was replaced by the “reserve system”.
After the teacher education program, pre-service teachers have to pass the certifica-
tion test to be certified as teachers, and to pass very competitive admission examina-
tions to be school teachers (less than 5% pass rate in the science area). Without job
protection and financial incentives, thosewho enrolled in teacher education programs
at the outstanding level dropped significantly than before. In addition, fewer credit
hours (less than 40) of content requirement means a decreased teaching competence
for pre-service teachers. Based on the above reasons, MOE has introduced a series
of incentive countermeasures.

For example, in order to encourage students with excellent academic and moral
qualities to apply for entry into the teacher training programs, the government
provides elite pre-service teachers scholarships to various teacher education institu-
tions. In addition, theNational TaichungUniversity of Education, a teacher education
institution for elementary teachers with a more than 100 years’ traditional history,
implemented a refined “2+ 2+ 2” master-level education model with the operation
system of the professional academy of teacher training, and systematic and prac-
tical curriculum teaching from 2011 (National Taichung University of Education,
2021). Its working system focused on four main axes, including the cooperation
network of new and professional development schools, jointly nurture high-quality
teachers who cultivate a brand-new vision and a deeply package-oriented teaching,
creative-oriented practice, and reflective-oriented research. The core concept of the
experimental plan for the exquisite teacher training mechanism is to set up a master’s
degree program for teachers. Its first “2” is the basic stage of professional develop-
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ment, the second “2” is the probing stage of teacher training aptitude, and the third
“2” is the professional development stage of teacher training which is the basis of
the master’s degree program.

Based on this specialized organization for teacher training, also the so-called
professional school of teaching, some refining strategies (National Taichung Univer-
sity of Education, 2021) set forth such as:

1. Integrate all teacher training posts in the schools with related teacher profes-
sional development programs, special education departments, and related
education programs.

2. Establish the teacher teaching system of curriculum and instruction to integrate
teachers with practical courses in the school, which will effectively condense
and enhance the overall energy of teacher training in the school.

3. Based on the teaching staff in the original fields of each department, and through
the organization of teaching tasks, 12 teaching materials and method research
rooms have been developed to integrate and update teacher training courses and
teaching.

4. In the local education and guidance, work and integrate resources to estab-
lish the most suitable mode of internship guidance, strengthen the internship
partnership, and develop into a professional development school network.

The courses offered in this master program based on the experimental model
aim to cultivate the character and enthusiasm of the teachers. The students in this
program need to complete 27 credits of the graduate school, 20 credits of the inten-
sive module course of package teaching at the elementary school level, and another
one, an added specialization area (choose one from English, tutoring, nature, infor-
mation, full English teaching) is required. For students who are sponsored by public
funds, it is a basic requirement to acquire a specialty in a teaching field during their
studies and obtain the qualification to add to the teaching specialty. Among them,
the expertise in natural fields has been designated by some county and city govern-
ments. Also following the regulations of completion, all graduates should pass the
graduation thresholds of the course and complete the master’s thesis to obtain the
Master of Teaching degree. It is believed the compact and intensive immersionwould
compensate for the drawbacks found after the teacher training system is open and
freely cultivated.

According to 2018 amended TEA, the teacher training publicly funded scholar-
ships and distribution service regulations were formulated, and it is stipulated that
the pre-service teachers who enjoy the teacher training publicly funded treatment
should go to the school service in remote or special areas for the specified number
of years after graduation.

Actually, in order to strengthen the natural science teaching ability of elementary
teachers, the MOE encourages elementary school teachers to add natural specialty
teacher certificates, not only for those pre-service teachers in the teacher education
program, but also for the in-service teachers who are teaching nature course in the
elementary schools. For detail, the premise condition for both pre- and in-service
teachers is that all of them must obtain a certificate of proficiency in the assessment
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of the knowledge and ability of the elementary school teachers in the natural field.
For pre-service teachers, they should first take credits for elementary school teachers
to add natural specialty courses. But for in-service teachers who have one of the
following may apply for an additional certificate of teacher in the field of natural
science.

1. 36 h of study in the field of nature and daily-life technology and at least 2 credits
in “learning environment management and safety management knowledge”
courses.

2. Completion of 2 credits of “teaching professional knowledge certification” or 2
credits of “elementary teaching knowledge course” in elementary school nature
and daily-life technology learning area and at least 2 credits of courses in the
“learning environmentmanagement and safetymanagement knowledge” course

3. 72-h study in the field of nature and daily-life technology, and those who have
obtained a certificate of proficiency in the assessment of knowledge and ability
in the natural field of elementary school teachers.

TYNECSemphasizes the core competencies of future citizens.Due to the literacy-
based curriculum, it is very important to educate future teachers with literacy, such
as science literacy. Based on the mandated TEA (MOE, 2020), teacher education
program has the power to design their own courses to match the core competen-
cies and the standards for pre-service teacher education. Fwu (2018) advocated that
there are functional literacy and transversal competencies which connect academic
knowledge with real life experiences. Teachers need to cultivate these two kinds
of literacy/competencies to match the needs of the new curriculum. Therefore, it is
important to examine and restructure the courses in teacher preparation curriculum.
Each teacher education program can design their own courses as long as they can
reach the core competencies addressed by MOE. Before, MOE would examine
whether the course titles of the preparation program match the standard requirement
or not.

The mandated of TEA (MOE, 2020) has changed the requirement of pre-service
teacher education to prepare teachers to match new standards requirement. As
mentioned before, new standards addressed literacy-based, inquiry and practice-
based and inter-discipline-based teaching. Therefore, high school science teachers,
such as pre-service physics teachers, will need to take 42 credit hours in their content
area, which consists of core discipline courses (4 credit hours, one course for special
topic of inquiry and practice within discipline area, one course for inquiry and prac-
tice curriculum design); within science discipline, pre-service physics teachers need
to take cross-subject courses (8 credit hours) from chemistry, biology or earth science
field; pre-service physics teachers need to take discipline major courses (30 credit
hours) in physics department to fulfil their physics major requirement.

The above course requirements indicate that future science teachers need to know
not only their subject discipline area, but also a broader knowledge of various disci-
plines of science. They need to learn inquiry competence in their discipline area and
how to design inquiry-based curriculum. These course requirements indicated that
the feature of inquiry and practice-based teaching was highly addressed in schools as
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well as teacher education programs. It also indicated that due to democratic beliefs
MOE has empowered teacher education programs in designing their own courses to
match the core competence of TYNECS.

MOE-Sponsored Projects

MOE has promoted various nation-wide projects to enhance in-service teachers’
teaching and students’ learning in order to accomplish the goals of TYNECS. These
will be introduced below:

Elementary and Junior High School Science Teachers’
Inquiry-Based Instruction Design and Professional
Development

Due to the importance of inquiry and practice feature in TYNECS, Tuan’s (2021,
March) project aimed to enhance elementary and junior high school science teachers
in designing and implementing inquiry-based lessons. Tuan applied several theories
embedded in designing and conducting this project. One is social constructivism,
through scaffolding from project teams and from school coaches, each participating
seed teachers would gradually learn how to design and teach inquiry-based instruc-
tion. The second theory is based on long-lasting support for teachers to learn new
teaching ideas. One coach with three to six seed teachers grouped together as a
PD team. Each coach would meet his/her seed teachers for ten times during one-
year project period. They can meet online and through face-to-face gatherings. Each
coachwould guide his/her own seed teachers in designing inquiry-based lesson plans,
implementing their lesson plans, observing their teaching, and providing reflection
feedback to each of the seed teachers.

From the project centre, there are three stages of the one-dayworkshops conducted
in north, central, south, and east areas of Taiwan. In the first stage, the workshops
focused on introducing TYNECS, and the spirit of inquiry and practice teaching,
and how inquiry and practice teaching can enhance the learning performance in the
TYNECS. In this stage, the project also recruited newparticipants. In the second stage
of the workshops, all the speakers address how to design inquiry-based instructions;
science educators would addressed on the theoretical aspects of designing inquiry
lesson, experienced science teacherswouldprovide hands-on activities for participant
teachers. In the third stage, the goal of the workshops addresses how to observe and
reflect on inquiry-based teaching. Both theory and practice were addressed in the
courses. Through different levels of scaffolding, teachers would learn how to design
and implement inquiry-based lessons.
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The third principle is the integration of theorywith practice,whichwere embedded
in courses in the workshops. The fourth principle is the cooperation with college
professors with teachers. The project invited 30 science educators to involve in
teaching or providing feedback for teachers’ inquiry-based lesson plans and inquiry-
based PD documents. These science educators provided specific suggestions for seed
teachers’ documents (lesson-plan and/or PD document). The project also invited 30
science teachers with experienced inquiry-based teaching. These teachers played as
PD coach or speakers for the workshops.

Project evaluation indicated that the majority of participants expressed that the
combination of science educators and teachers would make them feel supported
and comfortable learning inquiry-based instructions, teachers showed appreciation
of the feedbacks they received from either their coaches or the written feedback
from the science educators. These participants were very open in discussing their
inquiry-based teaching and lesson planning with their PD members and coach.

Finally, the project provided a good awarding system. In the middle of the project,
inquiry-based lesson plan competition was conducted, each team can submit team-
work of inquiry-based lesson plans to the project team, and the lesson plans would be
evaluated by science educators. InMay, each individual seed teacher can submit their
PD document (lesson plan, revision of lesson plan, classroom teaching video, reflec-
tion of one’s inquiry-based instruction, feedback from teammates) to the project,
these PD documents were evaluated by science educators and specific feedback
were provided to the seed teachers. The project team published several booklets
of awarded inquiry-based lesson plans from lesson plan contest and sent to junior
high and elementary schools in Taiwan to award teachers’ efforts. At the end of
each year, project team would conduct an award ceremony for all coaches as well as
seed teachers. In the one-day ceremony, teachers shared their lesson plans with one
another, all the teachers were awarded lesson plans and PD, and excellent coaches
would receive plagues and certificate of merit. Seed teachers who performed well
would be invited to our future workshop instructors.

The project has been conducted for seven years, but the systematic collection
of data has gone on for only five years. After five years of data collection, find-
ings indicated that teachers’ perception of their own inquiry competence, inquiry
teaching competence, guiding and assessing inquiry and their expectation towards
their inquiry teaching increased significantly after the one-year participation. Tuan
also surveyed students’ perception towards teachers’ inquiry teaching. Results indi-
cated that students’ perception of their own inquiry competence, teachers’ demon-
strating their inquiry teaching competence, teachers’ influence on students’ inquiry
competence increased significantly after teachers’ participating in the project.Within
the past five years, 40 PD teams were organized and around 70 inquiry-based lesson
plans were developed each year. We think this project provided a very unique
way in grouping science teachers from all over Taiwan to work together to learn
inquiry-based teaching.
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Dream to the N Power (https://cirn.moe.edu.tw/Module/index.
aspx?sid=1196)

Another large project sponsored by MOE was named Dream to the N power. This
project was initiated by junior high school Chinese teacher Wang, Chang-Chung.
While he was teaching in a rural school area, he realized the importance of teachers’
teaching can provide hope and dream for their students. In 2015, he received budget
from MOE to run the project. In the beginning years, the goals were to teach partic-
ipants (school teachers) how to prepare students to pass the unified examination to
senior high school. Lately, the project shifted the goal again to address newcurriculum
standards, helping participants to practise their teaching ideas and work coopera-
tively in designing lesson plans during a two-day workshop. In addition, the project
started to encourage teachers to implement their lesson plans or teaching ideas in
their classrooms or schools; these teachers were called practice teachers. In 2020,
the workshops extended to two days, and more practice teachers participated in the
project, and they shared their teaching practice to the participants. In the workshops,
various science teachers shared various teaching activities or ideas to the participants.
As results, on average around 3800 school teachers from grade 1 to 9 participated
in the project. In the last three years, around 1000 school teachers per years have
practised what they learned into their classrooms.

This project was highly valued by school teachers as well as by MOE, because
it is pure teacher initiated, organized project and the development of the project is
bottomup instead of top down,which fit the democratic beliefs. Other unique features
include that all the participants, speakers, and project leaders are school teachers,
and this project provided a good example of bottom-up PD.

Senior High School Inquiry and Practice Center and Advisory
Group

As mentioned before, in 2015, the compulsory education was extended from 9 to
12 years. TYNECS also requested senior high schools to offer inquiry and practice
course to students. Therefore, they are heavy demanding for senior high school
teachers in learning inquiry-based instruction. The K-12 Education Administra-
tion (K12EA) (Ministry of Education Division of Academic Senior High Educa-
tion, 2020) has set up two inquiry and practice curriculum centres in two senior high
schools, one in the north and the other in the southern part of Taiwan. High school
science teachers in the two centres play key roles in designing inquiry-based curricula
(both nature science and social science fields) and disseminating these curricula
to senior high school science teachers through various workshops around Taiwan.
Through these centres, senior high school science teachers can improve their inquiry-
based teaching abilities in designing and implementing integrated curriculum in each

https://cirn.moe.edu.tw/Module/index.aspx?sid=1196
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school. Again, science teachers play the leading role in implementing inquiry-based
PD developments.

As to K-9 grade school science teachers, MOE division of elementary and junior
high schools conducted various policies, such as compulsory education advisory
groups to advise and supervise school teachers in improving their teaching. One of
the policies is organizing advisory groups from central government to municipal and
county governments to encourage each school to organize teachers’ PD group in
each discipline area. This kind of curriculum-based PD advisory group can discuss
details of the problem faced in their classroom teaching, and the teaching strategies
or methods they can receive for their teaching. In general, MOE put a lot of effort
from developing the general education system to encouraging teachers to generate
professional communities. Through PD communities, teachers share their teaching
problems and solutions together. That is also the reason why in the journals or grade
students’ thesis, there have been many researches done on teachers’ professional
development.

Maker and Technology Education Guidance and Counseling
Center (https://maker.nknu.edu.tw)

In order to catch the maker movement (innovation and hands on) in the international
community, MOE started to establish 11maker demonstration centres. These centres
were led by Dr. Ju at National Kaohsiung University’s maker education advisory
centre. In the advisory centre, researchers have to create maker curriculummaterials,
lesson plans, teacher training program, and necessary maker equipment. This project
used school-based module to help science or technology teachers to create maker
lesson plans and also implement maker lessons in each school. In 2018, maker
education advisory centre changed its name to the elementary and high school maker
education and technology advisory centre to match the goal of TYNECS standards.
Due to the shortage of technology teachers, many science teachers were also involved
in designing STEM or maker activities. The goal of the centre continued to educate
teachers as well as students from grade 1–12 to cultivate their cognition in new
technology and technology education, such as designing ability, problem-solving
ability, and cooperating ability.

FabLab (https://www.fablab.nknu.edu.tw/)

After all the maker centres have been established, MOE also established teacher
education cent to enhance maker teachers’ teaching competence. Professor Lin, who
has been leading one of the projects for seven years, established a FabLab centre.
In the beginning of the project, the centre used 3D printers to print out equipment

https://maker.nknu.edu.tw
https://www.fablab.nknu.edu.tw/
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for maker activities and sent them out to all the elementary and junior high schools
around Taiwan. He used a centralized way (fixed star and planet model) to produce
all the maker equipment and sent out all the maker materials to each school and
also taught teachers how to assemble all the pieces of equipment to build up their
maker product. This kind of dissemination model could quickly promote schools to
conduct maker activities. In recent years, Dr. Lin has been sponsored continuously
by MOE to create workshops to teach teachers how to conduct maker teaching in the
classroom.

Summary

The above projects illustrated various ways of involving university professors as
well as school teachers together to enhance in-service science teachers’ teaching
competence in inquiry-based, and practice-based, and STEM teaching and students’
learning in the classroom to accomplish the goals of TYNECS. It also revealed
that MOE highly empowered school teachers to contribute their expertise in these
projects, such as Dream to the N Power, advisory group and inquiry-based centres.
This kind of empowerment is influenced by the democratic beliefs in the government
as well as in the society.

Science Teacher Education Research

In the past thirty years, the majority of science teachers studied in a master’s program
to fulfil their professional development. Asmentioned before, around 62% of various
levels of school teachers received a master’s or doctoral degree.

Accomplishing a master’s or doctoral degree thesis is a requirement by MOE.
Therefore, many teachers became interested in studying their own science teaching
and some of them were working on using action research to improve their science
teaching (Tuan et al., 2016). Usually these science teachers would cooperate with
their major professors or research teammates. They would have a teaching focus
(such as inquiry-based teaching and argumentation) and collect data from their own
classroom teaching videos, teachers’ own reflection journals, students’ assignments,
students’ interviews as well as students’ monthly examination results. These teachers
would meet with their research teams to discuss whether their goals were accom-
plished or not. Teachers would conduct one to two cycles of action to reach their
original goals. Usually when teachers defended their thesis, they also had improved
their classroom teaching and enhanced students’ various learning outcomes.

Tuan et al. (2016) summarized science teacher education researches done in
Taiwan during 1900–2015 and found out researches have been covered in teachers’
constructivist teaching, PCKdevelopment, inquiry-based teaching, school-based PD,
and technology infused into PD. We conducted a search from 2000 to 2021 using
“inquiry and practice” and “professional development” as keywords. Our search
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showed that 37 thesis and 31 Taiwanese journal articles were produced. Below we
will present some researches to reflect the impact of NYCC and TYNECS on these
researches.

Teacher Education Program Studies

Hsu (2012) studied elementary school science teachers’ inquiry-based teaching
development through teacher education programs. These pre-service elementary
teachers took two courses, one focused on introducing theories of inquiry-based
teaching through watching videos of teaching examples. The other course touched
on designing inquiry-based lesson plans, microteaching, and the teaching demon-
stration. Researchers combined both qualitative and quantitative research methods to
collect data. Finding indicated that after taking the theory class, pre-service teachers
grasped inquiry-based teaching concepts. After watching videos of inquiry-based
teaching, teachers understood more about inquiry teaching and teaching in general.
When these teachers design and implement their lessons, they would pay more
attention to students’ participation and learning. All pre-service teachers agree that
studying inquiry-based teaching bywatching videos of teaching examples can benefit
them on the field of teaching science. Finally, researchers suggested that providing
more video-watching experiences would benefit these pre-service science teachers.

Huang and Lin (2014) applied Ajzen’s theory of reasoned action to survey 83
pre-service science and math teachers’ perception towards STEM regarding knowl-
edge integration from science and math major from one normal university. Findings
indicated that STEM courses can enhance pre-service teachers’ attitude and inten-
tion towards STEM knowledge integration and can also enhance students’ attitude
towards science, engineering, and technology. Pre-service teachers’ in STEM course
would be influenced by teachers and peers’ expectations and support. Pre-service
teachers’ perception towards their behaviour control would influenced their inten-
tion towards knowledge integration. Therefore, pre-service teachers need to cultivate
their confidence and self-perceived competence in the teacher education program.

Chen and Chiang (2020) investigated a teacher education course which addressed
inquiry- and practice-based course, aimed at cultivating teachers’ maker abilities.
Seventeen pre-service teachers need to operate 3Dprinter to solve daily life problems.
Findings indicated that: (1) experience in the course plays a crucial role in individual
cognition; (2) pre-service teachers still need to learn how to identify feasibility prob-
lems; (3) imitation is very important for pre-service teachers to learn maker teaching;
(4) pre-service teachers started to use their self-regulated learning to improve their
teaching in creating stage. Finally, the author indicated that both individual and social
factors play important roles in pre-service teachers’ task completion in the class.

Practicum experience is very important experience for pre-service teachers to
learn how to teach and is the key to educate qualified teachers. There were several
studies done on facilitating science teachers’ internship experience. These are listed
below:
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Wu and Chan (2008) investigated one chemistry student teacher’s PD with the
influence of mentor teacher during his practicum experience. Findings indicated that
the mentor teacher provided specific guidance and patience for the student teacher’s
teaching practice. The student teacher needed time to develop his professional skills
gradually, and his confidence teaching also developed smoothly. Factors influenced
the student teachers’ PD were his personality, motivation, reflection ability and
teachers’ mentoring style.

Teachers’ Professional Development Studies

Lin (2011) studied a group of biology teachers’ community over five years (2007–
2011). They applied task-oriented partnership to develop a PD model, which
consisted of task, relationship, PD, and effort. All the tasks initiated by teachers’
community would go through four processes: brainstorm, plan, implementation,
and reflection. Lin collected interview data, teachers’ journals, classroom observa-
tion, blogs, web records, field-notes, emails, etc. Findings indicated that two begin-
ning biology teachers progressed through five stages: observation, probation, co-
teaching, practicum, and independence. Findings indicated that these two begin-
ning biology teachers grew in the following areas: professional teaching knowledge
and competence, professional learning knowledge and competence, and professional
practical–moral knowledge and competence.

Chien (2010) studied school-based PD model using case discussion strategy. The
study consisted of two experienced and two beginning science teachers, inwhich they
worked together using case discussion to develop a science-fair guidance mentoring
program. Finding indicated that (1) the senior teachers establish PD goals in three
ways: dialogue, questionnaires, and studying literature. (2) In developing the science
fair mentoring program, teachers went through the following stages: an “unfamiliar
run-in period”, a “sharing and learning period”, a “practising period”, and a “shaping
and feedback providing period”. (3) The two beginning teachers adopted the school
culture through this PD program, practised what they learned from the experienced
teachers, confronted teaching difficulties, and received feedback from experienced
teachers. These experiences enhanced beginning science teachers’ PD faster than
before.

Liu’s (2012) research aims to help the primary science teachers to improve
their professional teaching abilities by establishing the PD community and applying
a remote video system to conduct classroom observation and provide immediate
feedback to their teaching. Lou applied six scaffolding methods: feedback, hints,
instructing, explaining, modelling, and questioning to three teachers in their PD
community. Findings indicated that: (1) different science teachers have common-
ality in using scaffolding teaching strategies, as well as their own characteristics. (2)
Remote video system used in observation can improve the teachers’ ability of using
scaffolding teaching strategies.
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Tseng and Jang (2009) incorporatedweb-based learning into team teaching among
science teachers to improve student teachers’ PD.One researcher andone case teacher
used a cooperative action researchmethod to conduct one semester of action research.
Findings indicated that the incorporation of web-based instruction into team teaching
could enrich teachers’ teaching and provided a model for teachers to learn with each
other. It can also stimulate teacher’s group interaction and help to cover each other’s
weaknesses in their teaching.

Yeh (2011) studied one junior high school science teachers’ PCK development
through teachers’ self-reflection. Action research was applied in the study. The
case teacher indicated that when he conducted self-reflection, he faced limitations
regarding the reflection tool, reflection method, and reflection content. After he
solved these limitation, his PCK has increased significantly in terms of the students’
perceptions of Teacher’s Knowledge (SPOTK) (Tuan et al., 2000), such as teacher’s
subject-matter knowledge, assessment knowledge, knowledge of representation, and
instructional strategies. In addition, students’ science achievement also increased
significantly after teachers’ PCK development.

Jun (2007) applied PCK theories and inquiry-based and professional development
to investigate the teacher professional development in the school-based curriculum
development process of one Taipei high school. Six science teachers were involved in
the investigation, and their goalwas to develop school- and inquiry-based curriculum.
Qualitative research methods were applied in the study. Findings indicated that these
teachers lacked research method, inquiry-based teaching, and assessment knowl-
edge. During the PD process, they received guidance from expert teachers, and
learned research method from their PD group. Their PCK in inquiry-based instruc-
tion increased after the study, but these teachers still showed a need to learn more
about inquiry-based instruction in the future.

Tsai et al. (2011) applied action research to study one science teacher who tried
to integrate AA Vee map into a three-stage inquiry-based instruction in a junior high
school science class. The three-staged instruction model of scientific inquiry were
“activities of structural inquiry”, “activities of exploration of literatures of science
fairs”, and “activities of guided inquiry learning”. Findings indicated that integra-
tion with AAVeemap into inquiry-based instruction can gradually develop students’
scientific inquiry abilities. Teachers need to adjust the openness of inquiry instruction
with students’ competencies. In addition, the researcherwhowas also the case teacher
became more and more familiar with the spirit of inquiry-based instruction, under-
stood students’ competence in participation inquiry-based instruction, and knew how
to conduct inquiry-based instruction.

Summary

The above studies revealed that inquiry-based, practice-based, STEM, cooperative
work, school-based, and technological issues were addressed by researchers. These
issues were addressed in NYCC and continued focused in TYNECS. The uniqueness
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of school-based research was also influenced by TYNECS. Teachers need to design
curriculum based on students’ daily life context, which means that teachers may
need to design curriculum by themselves. Another unique point of these studies
is the mentoring or scaffolding. Researchers are interested in finding a mechanism
or factors that can facilitate teachers’ teaching competence. This is also caused by
encouraged group work in TYNECS as well as Taiwanese culture (collective work
and learning from authority) (De Jong, 2016).

Conclusion

The goal of this chapter is to introduce the influenced of TYNECS on science teacher
education, professional development, and science teacher education research. Based
on the TYNECS, science teachers need to acquire knowledge of how to teach core
competencies (literacies) for students, and they also need to know how to conduct
inquiry-based teaching and integrated curriculum (or inter-disciplinary) teaching.
Teachers should have an organized professional development community to learn
various competencies required by TYNECS.

In this chapter, we introduce how MOE applied various policies to empower
teacher education program and to reshape the requirement of content courses which
cover teaches’ core competence in teaching integrated-, inquiry-, and practice-
oriented science. In the MOE-sponsored projects, we also see that inquiry, practice,
STEM, and makers, were highly addressed which reflect goals for TYNECS. In
addition, we also find out school teachers play increasingly active and leading role
in these projects, which is reflected in the philosophy of democracy philosophy. It
can be found science teachers were not alone; they received various support from
our government, county, and their schools. Science teachers were found to be using
action research more frequently to solve their teaching problems, and they also used
journal articles or their theses to report their action research results. Science teachers
in Taiwan became increasingly professional and active in participating in various
teaching approaches and joined various projects and competitions to express their
teaching ideas in a public setting. This kind of involvement is exciting because we
have not seen this happen to this extent in the past. We believe as Taiwanese society
has become more and more democratic, TEA and various policies have influenced
Taiwanese science teachers’ participation in this new curriculum reform.
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Chapter 17
Language Teacher Education in Vietnam:
Looking Back and Looking Forward

Le Van Canh

All students are entitled to be educated by teachers who ideally
have a “call” to teach, whose minds, hearts, relationships and
actions are imbued with strong moral/ethical purposes, who are
knowledgeable, caring, respectful, committed, resilient and who
always strive to teach to their best and well. The work of
teachers as educators – and they do exist – goes beyond
confining conceptualizations of teaching as a “craft” or
“scientific” endeavor only (Christopher Day, 2019).

Abstract As we look ahead to the future, it is always helpful to look back as
well. The purpose of this chapter is to offer a historical background of research
into English language teacher education in Vietnam and then highlight a number of
emerging themes that seem to hold potential for future research. The chapter looks
back at the history of language teacher research in the context of the implementation
of the country’s new professional standards to serve the politically and economi-
cally motivated initiatives in English language education in an attempt to highlight
the relevant emerging issues. Looking forward to the future of language teacher
education in Vietnam, the chapter recommends how these issues can be potentially
addressed so as to support teachers to survive efficiently the complexities and chal-
lenges of (be)coming an English language teacher in the time of uncertainty and
unpredictability.

Keywords Language teacher · English language · Teacher education ·
Challenges · Professional standards

Introduction

Since the 1990s, English has slowly not only gained importance but has become
the most preferred additional language to learn in Vietnam. For the government,
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English competence is so vital to its young generations in gaining access to scien-
tific knowledge, cutting-edge technologies, and global markets. For parents, most of
them regard their children’s English competence as an aspirational capital, the key to
economic advancement and further education, and are willing to invest considerably
in their children’ learning English. In response to these emerging demands, English
becomes a compulsory subject in the formal education curriculum from the primary
to the tertiary level as a government initiative to democratize the possession of
English through formal education. However, the quality of English language teaching
and learning remains to be much desired both by professionals, parents and policy-
makers. Studies conducted in Vietnam indicate that the teaching of the language is
fraught with many problems. For instance, after years of learning English, secondary
school students do not acquire sufficient competence in English. Students seem to be
structurally competent but communicatively incompetent (e.g. Canh, 2007; Canh &
Barnard, 2009). As a result, pressure from the mass media on the government to
strengthen the teaching ofEnglish in schools and to enhance the teacher quality is ever
increasing. In 2008, the government decided to reformEnglish language teaching and
learning through the initiative, commonly known as the National Foreign Language
Education Project under the direct management of the Ministry of Education and
Training. The heart of the project is the lifting of teacher English proficiency and
their pedagogical competence. Although the project has achieved initial achieve-
ments, much still needs to be done to guarantee qualitative improvement in area of
teacher education and development. This chapter provides an account of the Viet-
namese landscape of English language teacher education (hereafter referred to as
E.L.T.E.). The chapter is based on secondary information as well as on what I, as a
teacher educator, have observed over the last 20 years.

In the analysis of contemporary Vietnamese English language teacher education, I
believe, important historical context cannot be ignored. As Grossman andMcDonald
(2008, p. 184) have put it, “As we look ahead to the future, it is always helpful to look
back as well, remembering the history of our field and how that history influences
where we find ourselves today”. For this reason, the chapter begins with a look back
on the history of Vietnamese education and teacher education before it focuses on the
discussion of the current English language teacher practices. The chapter concludes
withmy recommendations for howE.L.T.E. inVietnam can copewith the uncertainty
of the twenty-first century so as to impact more positively the Vietnamese learners’
English language learning.

The Vietnamese Socio-educational Context

As E.L.T.E. is always nested within teacher education more broadly and within the
education system generally, this section provides some basic information about the
Vietnamese educational environment to help readers understand better why teacher
education operates the way it does. Historically, Vietnam was colonized first by the
Chinese feudalist dynasties for more than one thousand years, then by the French



17 Language Teacher Education in Vietnam … 335

for nearly one century. Following its independence in 1945, Vietnam established
comprehensive partnership with the former Soviet Union. Because of this history,
Vietnamese education was strongly influenced by a mixture of different ideologies:
Confucianism, French humanism, and the Soviet model of narrow specialization.
Having said that I am aware of the risk of essentializing, and the account here is,
hence, not expert. My intention is just to create a macrohistorical backdrop for the
discussion of the past, the present, and the imagined future of E.L.T.E. in the country.

The legacy of Confucian education ethics and the influence of Soviet model of
education play a more vital role in Vietnamese approaches to education than French
influence. They remain powerful even today, in the first decades of the twenty-
first century, despite the very recent penetration of European and North American
educational ideologies through outsource graduates and cross-border contacts. These
can be seen in the way formal schooling is positioned in a social and institutional
hierarchy mediated by examination competition, and the purpose of education as
transmitting essential knowledge and values to students, rather than helping students
learn how to solve problems with the scientific method. Even parents tend to expect
teachers to prepare their children for high examination scores (Nguyen & Trent,
2020). High examination scores, in Vietnamese learning culture, are equated with
learner competence. Teacher competence tends to be assessed against the students’
examination scores. According to Confucian doctrine, the teacher is of a moral guide
to students and a source of unlimited wisdom. Unsurprisingly, the unquestioning
respect for teachers that is deeply rooted in Confucian philosophy has long been
accepted as a dominant moral value embodies a teacher-centred approach to teaching
and learning in the country. Accordingly, students learn from the role models and
pedagogies their teachers present (Huong & Hall, 2016). Regarding administration,
the school principals and educational administrators have a more decisive voice
regarding the curriculum implementation and methods of teaching and assessing
than the teachers. Despite the rhetoric democracy, teachers are basically voiceless.
The blend of the central management via the Ministry of Education and Training
as well as the local Departments of Education and Training and the free market has
paved the way for the emergence of an “authoritarian mode of liberalism” (Mok,
2009).

The narrow specialization of the Soviet model of education is reflected in the
existence of teacher education universities. It is not surprising to come across the
name of “university of education”, which exists as an independent higher education
institution, specializing only in teacher pre-service and in-service education. In these
universities of education, student teachers of different subjects are trained in different
departments named by their specialized subjects such as Department of Chemistry,
Department of Mathematics, and Department of Foreign Languages. There is little
professional interaction and communication among these departments. In addition
to Departments of Foreign Languages that are situated in different Universities of
Education, Vietnam has one state university that specializes in training teachers of
different foreign languages. Even in this university, what the department of English
language teacher educationdoes is almost unknown to, say, the department ofChinese
language teacher education.
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In universities of education or departments of education, teachers of all subjects
in Vietnam are trained according to the national subject-based curriculum on teacher
education. All student teachers have to be certified as having completed a four-year
study program in state-authorized higher education institutions and are awarded
with the Bachelor’s degree in Education in order to enter the teaching profession.
School graduates, who choose to become teachers, have to achieve the institutionally
required scores in the national entrance examination to be admitted. Having admitted
into these institutions, candidates are placed in cohorts in order to take the same
courses, in the same sequence, and to complete the training program within the
same period of time (4 years). It is widely believed that teachers need to have solid
knowledge of the subject they are to teach and the pedagogical content knowledge
in order to work effectively in their profession, and these bodies of knowledge are
best acquired through formal training. Put differently, teacher education, be it pre-
service or in-service, is fundamentally informed by the positivist approach, which
is predicated upon the simplistic equation: Objectives + Input = Output. As such,
pre-service teachers are considered to be sufficiently competent to embark upon the
teaching profession in schools and even in universities once they have been certified
as having completed their teacher education program. The following sections discuss
specifically how E.L.T.E. is shaped by this ideology.

Looking Back: E.L.T.E. in Vietnam

As Widdowson (2019) argues for the centrality of context in applied linguistics
research,

It is only after analyzing the situated ‘real world’ issues, and identifying what is locally
relevant, does it make sense to decide what kind of disciplinary intervention is relevant for
handling them. (p. 48)

Teacher quality has always been one of the spotlights in Vietnamese educa-
tion landscape, and there have been changes in the field of E.L.T.E. over the last
decade. Although those changes are meaningful in many ways, they are not yet suffi-
ciently significant to create a breakthrough towards the desired teacher quality. In this
Section, I, therefore, will analyze the practices of E.L.T.E. in Vietnam in an attempt
to uncover the related “real-world issues”. I agree with what is quoted above from
Widdowson’s (2019) work that unless the core issues are identified, remedies are
unlikely to be effective. For this purpose, the section focuses on an analysis of the
teacher education curriculum and practices and continuing professional development
of teachers before discusses the issues that emerge from the analysis. The analysis
focuses on teacher education (i.e. pre-service training) and teacher development (i.e.
continuing professional development) separately.
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Teacher Education

English language teachers, like teachers of any school subject, are trained in state-
run higher education institutions. Admitted in these teacher training programs are
high school graduates who achieve the required scores in the national school-
graduation examinations.However, the recent socio-economic changes in the country
have discouraged school graduates to apply for teacher training institutions because
of teachers’ low salaries, limited opportunity for advancement, particularly corrup-
tion in employment and the top-down, bureaucratic administration system. In other
words, teacher education universities are no longer able to attract the brightest school
graduates to join the training programs as they used to be. Instead, they are forced
to admit candidates with unsatisfactory academic results (Nguyen & Trent, 2020).

The dominant model of teacher training in Vietnam is the applied science model
(Wallace, 1991), according to which student teachers are trained in knowledge
derived fromWestern scientific research. Both curriculum and delivery are informed
by “the assumption that they [teacher education providers] must provide teachers
with a codified body of knowledge about language learning and language teaching
[…] compartmentalized in separate course offerings […] transmitted through passive
instructional strategies, […] and generally disconnected from the authentic activity of
teaching in actual schools and classrooms” (Freeman& Johnson, 1998, p. 402). Such
an assumption is premised on the naive, simple view that teaching occurs in a vacuum,
unaffected by contextual factors.

The national four-year curriculum, albeit minor variations in terms of content
from institution to institution, is predicated upon what Freeman (2016) describes as
prescriptive understandings of what is thought teachers should know and be able to
do and how they should go about learning this. It is grounded in the process–product
paradigm, and informed by “implicit assumptions of teacher-as-technician—one in
need of skills and methodologies that would then enable students’ language acquisi-
tion to just unfold” (Freeman & Johnson, 1998; Wallace, 1991). Because candidates
in university-based teacher education programs are high school graduates, the key
element in the course structure of the curriculum is the focus on English profi-
ciency together with coursework in academic domains such as psychology, assess-
ment, curriculum design, teaching methods, intercultural communication, and so on.
The curriculum is based on the simplistic assumption that pre-service teachers will
transfer the knowledge they have acquired at university in the school context without
much questioning or adaptation.

In 2014, the English Teacher Competency Framework (E.T.C.F.) was issued by
the Ministry of Education and Training (M.O.E.T.) as a blueprint for both pre-
service and in-service E.L.T.E. The framework, which is an adaptation of the model
by Bransford et al. (2005) for teachers in America, composes five domains: (i)
knowledge of language, language learning, and curricular content; (ii) knowledge
of language teaching; (iii) knowledge of language learners; (iv)professional atti-
tudes and values in language teaching; and (v) practice and content of language
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teaching. The E.T.C.F. motivates the revision of E.L.T.E. curriculum towards a
competency-based orientation.

The revised ELTE curriculum informed by the E.T.C.F. requires that student
teachers be expected to acquire the foundational knowledge (41 credits) including
Marxist philosophy, computer skills, Vietnamese culture, etc.), content knowledge
(English grammar, lexis, phonology, English proficiency, English-speaking country
studies and literature, etc., accounting for 57 credits), and content pedagogical knowl-
edge (38 credits) including psychology, language teaching methods, assessment and
testing, practicum, etc.) to be qualified for teaching (Vu &Dudzik, 2020). Regarding
English proficiency, all student teachers are expected to achieve level C1 on the
Common European Framework of Reference or C.E.F.R. for short at the exit point
(Nguyen, 2013). This is measured by the locally developed test called Vietnam stan-
dardized test of English proficiency (V.S.T.E.P.). However, an analysis of this revised
curriculum showed a major gap between theoretical knowledge and pedagogical
knowledge evidenced by limited, decontextualized practice (Vu & Dudzik, 2020).
The deficit in contextual knowledge and of situated learning in real settings (Canh,
2014) constitutes one of the obvious weaknesses of the current pre-service teacher
education curriculum. Although there is the practicum, it is too short (Nguyen, 2013)
with only six weeks of professional placement throughout the four years of study,
poorly monitored (Canh, 2014; Vo et al., 2018) due to poor university–school collab-
oration (Nguyen, 2015). Student teachers are simply sent to schools, placed in the
classrooms as observers, and assigned to teach few lessons as guided by the coop-
erating teachers. There are no supervisors from the home university. Canh’s (2014)
qualitative case study showed that while the practicum involved supervised teaching
and classroom observation in an attempt to familiarize the student teachers with a
particular context (Gebhard, 2009), all these activities were undertaken in a superfi-
cial manner. There was almost no professional discussion between the school-based
cooperating teacher, who played the role of a supervisor, and the student teachers.
Student teachers tended to follow obediently the cooperating teacher’s instructional
strategies for positive assessment, rather than being provided with an opportunity to
“come to know their knowledge, how they use that knowledge within the contexts
where they teach” (Johnson & Golomkek, 2002, p. 2) so as “to ‘construct’ identities
in social communities of schools” (Freeman, 1994, p. 15). These limitations in the
way the practicum was organized contribute to “the fact that student teachers have
limited opportunity to develop their contextual knowledge or an understanding of the
realities of teaching in schools” (Nguyen, 2013, p. 46). To address these problems,
the Ministry of Education and Training is working on a plan to move the practicum
to online, but it is not clear how it will be organized to empower student teachers
to understand their teaching and use that understanding to explore and adapt their
teaching as well as their beliefs about language teaching and learning. This issue
is vital particularly when online pedagogy is almost non-existent in Vietnamese
educational landscape.

The current curriculum reflects the leading philosophy of Vietnamese language
teacher education that the acquisition of standardized knowledge, decontextual-
ized technical pedagogy, and a high level of proficiency makes effective English



17 Language Teacher Education in Vietnam … 339

language teachers. It seems that most of Vietnamese teacher education policymakers
and teacher educators mythically believe that knowledge about language and about
teaching automatically implies effective teaching skills. Consequently, when that
knowledge is translated into pedagogical practices, several problems, for example a
lack of pedagogical diversity and flexibility, are most pronounced (Nguyen & Trent,
2020). I talked with the Chair of the biggest Department of E.L.T.E. and asked if
there was one thing he could do about the curriculum, he said, “If there is one big
thing I could do to shake up the whole curriculum, I would do that” (Department
Chair—personal communication).

Teacher Development

The greatest barrier to continuing professional development of English language
teachers in Vietnam is the lack of favourable social conditions for teacher learning.
Teachers, be they novice or experienced, receive little or no support, mentoring
and supervision and suffer the feeling of isolation (Grassick, 2020). Every school in
Vietnam is an isolated islandwhich in inaccessible to the outsiders. Teachers working
in different schools can hardly have any opportunity to share their experience or
to seek advice from colleagues for the problems they personally encounter in their
teaching, let alone reading research papers to get new ideas for teaching their students
(Canh, 2002). Worse still, they feel overloaded with a heavy teaching schedule and
paper work. Most of them are unmotivated to develop themselves professionally
because there are neither incentives nor affordances for their attempts to restructure
their teaching practices. As Canh (2020) reported in his study,

After graduation, they [teachers] have to work in isolation with minimum support for profes-
sional development from the education system.Teachers oftenfind themselves having to cope
with large classes of unmotivated students in poorly equipped schools. They also have to
experience high stress, anxiety, and frustration to produce high rates of passes at the standard-
ized examinations while their monthly salaries are minimal. Unsurprisingly, their motivation
towards professional growth is low. (p. 74)

Because of the aforementioned contextual factors, teacher development or contin-
uing professional development of English language teachers in Vietnam is limited to
the attendance at centrally organized mandatory in-service courses, which are deliv-
ered annually during the summer vacation (usually in July). These courses are framed
in deficit terms as challenges to be overcome through better training. All these in-
service courses are designed and delivered by university lecturers with two principal
foci: enhancing in-service teachers’ English proficiency and upgrading their teaching
skills. RegardingEnglish proficiency, this is a general concern, and it seems that effec-
tive solutions remain ahead. Although all teachers were certified as having achieved
the mandated level of English proficiency before entering the teaching profession,
maintaining their proficiency is really challenging due to multiple factors. Sadly,
the decline of their English proficiency is proportional to their teaching experience
(Canh, 2002). Dudzik and Nguyen (2015) reported on the results of 2013 tests in
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which 83% of teachers at primary level were ranked below the B1 level and 87%
of those at secondary level were below the B2 level on the C.E.F.R. framework.
Although these rates decreased dramatically in the following years as effected by
intensive in-service training and teachers’ motivation to pass the test, Le et al. (2017)
showed skepticism that “even though teachers may achieve themandated proficiency
level, onemay questionwhether themeasures of these teachers’ language proficiency
are reliable, or more importantly, whether these teachers can effectively use English
for teaching purposes” (p. 26).

The second goal of mandatory in-service training is to update teachers’ instruc-
tional skills. The curriculum for these training courses is developed by a commis-
sioned university and approved by the Ministry of Education and Training as
the national curriculum. Once approved, the curriculum is delivered by university
lecturers from a variety of different universities, most of whom have limited knowl-
edge of the classroom contexts in which participant teachers work (Canh, 2020;
Grassick, 2020). As the delivery is not monitored, the quality is a question.

Usually, the in-service course was intensive, occurring between one day to one
week with the number of participants ranging from 50 to 200. During the course,
teacher educators tended to provide the information about the teaching methodology
underlying the new curriculum and the textbook. The problem is that in language
proficiency enhancement courses, participant teachers were trained chiefly in test-
taking strategies in the hope that these strategies would help them to achieve the
required score to be certified as “qualified teachers” (giáo viên -da. t chuâ

ĳ

n). Due
to the great variation in teachers’ current level of proficiency, the one-size-fits-all
approach to both the content and the pedagogy made the course not as effective as
it was intended to be. Nguyen (2018) argued that the highly structured top-down
mode of delivery challenged the pertinence and effectiveness of these programs as
this mode of delivery viewed teachers as conduits for the implementation of the new
curriculum. Up to the time this chapter was written, there had been only one large-
scale empirical study (Canh, 2020) on mandatory in-service training. The study
adopted a grounded theory approach using two methods of data collection: focus
group interviews and non-participant classroom observation. The findings showed
that while teachers acknowledged the training helped them to learn new teaching
techniques, many are frustrated since they cannot use the new curriculum materials
and content knowledge after attending the in-service courses to improve students’
learning. Unfortunately, it is common for teachers to find themselves teaching in the
sameway they always did because of the absence of follow-up support (Canh, 2020).
This frustration may lead to teachers developing a cynical view towards new initia-
tives and not being agentive in further professional development. Studies showed
that there were teachers who were enthusiastic about restructuring their instructional
practices, but they tended to feel frustrated because of the lack of either profes-
sional support or “a space” for their creativity (Nguyen, 2017; Nguyen & Bui, 2016;
Phuong & Nhu, 2015).

During December of 2020 and January of 2012, I observed a great number (n
= 84) of high school teachers at their schools. All are based in one of the biggest
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cities of Vietnam. What I noticed is most of them just used some classroom tech-
niques introduced to them in the in-service training courses without understanding
the pedagogical purpose of those techniques or whether they helped learners to learn
anything at all. The post-observation discussion I had with them revealed that they,
during the in-service course, were not exposed to the reasoning behind activities
and procedures. Unquestionably, they had limited alternative courses of action to
consider during decision-making. Neither were they adequately equipped to identify
and deal with learning opportunities as well as learners’ language issues that emerged
while the lesson was going on. What teachers actually did was teaching the book and
the language, rather than the students, taking it for granted that all students learned
in a homogeneous way, and that they all followed the same learning trajectories
despite these teachers’ lip-service of learner-centeredness. This is the evidence of
the limitations of the approaches to both pre-service and in-service training, which
overemphasize the “how” of teaching and the acquisition of certain teaching tech-
niques that are in vogue in the community discourse at the expense of critical inquiries
into the justification behind those techniques and mindful exploration of different
ways of teaching and different theories. In other words, both teachers are “deprived
of a sufficient knowledge base and without being adequately inculcated into any
form of culture of inquiry” (Chick, 2016, p. 163). Evidently, a positivist approach
to teacher education fails to expose teachers, either pre-service or in-service, to
reasoning behind activities and instructional procedures and to provide them alter-
native courses of action to consider during decision-making. These findings lend
further support to what Nguyen (2013) found in her E.L.T.E. curriculum analysis.

Lately, the Ministry of Education and Training has decided to apply a blended
approach to teacher in-service training, according to which participant teachers will
be provided with reading materials for self-study for five days, then they will have
three-day face-to-face training with the university lecturers before they spend other
seven days working independently at home to complete the assignment (Ministry of
Education and Training Official–personal communication). While it is premature to
examine the effectiveness of this innovation because the plan has just issued, it is
possible to say that the innovation is not based on the current understanding of the
nature of teacher learning. According to Avalos (2011), teacher professional devel-
opment is “a complex process, which requires cognitive and emotional involvement
of teachers individually and collectively” (p. 10) in educational and political contexts
that are not always conducive for learning. The blended approach, as described by the
Ministry official above, is in fact grounded in the reductionist ideology. It is neither
context-sensitive nor teacher-sensitive. What’s more, it appears that the emotions
teachers experience, which are the heart of learning, during the in-service training
course are never considered. Hence, nothing can guarantee that this “innovative”
approach will help teachers to make sense of the provisional knowledge codified
in the assigned reading materials through the lens of their experiential knowledge
for the purpose of reconstructing their practices. Anyway, this new policy further
justifies that the concept of teacher development is understood in a limited sense by
Vietnamese policymakers. Teachers are viewed as recipients of knowledge presented
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by the experts in the fields, rather than as generators of change through increasing
or shifting awareness.

Despite its inherent limitations, in-service programs, if appropriately designed
and delivered, can offer teachers opportunities to broaden their professional knowl-
edge, skills and attitudes. Three main interrelated aspects of an effective in-service
programs that need to be considered from a sound theoretical perspective and insights
of local opportunities and constraints are: design, delivery, and follow-up (Canh,
2020). A one-size-fits-all, top-down model does not reflect the Vietnamese diverse
teaching realities and individual teachers’ unique needs (Giraldo, 2014).

Issues to Be Addressed

Two big issues that emerge from the analysis of E.L.T.E. in Vietnam are (ii)
lack of theoretically-informed E.L.T.E. pedagogy and (ii) lack of motivating social
conditions for professional development. Below is a detailed discussion of these
issues.

(i) Lack of theoretically informed E.L.T.E. pedagogy.

Vietnam always pay great attention to the enhancement of teacher quality, which
is considered to be the mainstay of educational quality and the success of any
educational innovation or reform. The government funding for teacher education
is substantial given the country’s gross domestic product (G.D.P.). However, much
of the attention is paid to curriculum development or curriculum revision with an
exclusive focus on the content and activities of teaching, leaving E.L.T.E. peda-
gogy unnoticed. I myself do not see the current E.L.T.E. curriculum as being seri-
ously problematic because student teachers need to possess explicit and system-
atic knowledge of language, language learning, and language teaching as well as
other foundational knowledge as the first step on their pathway to become effective
teachers. This type of knowledge, albeit its importance, can be acquired or accumu-
lated by teachers themselves through independent learning with the help of digital
technologies once teachers are emotionally-driven. If intervention is needed, it is the
policy that engages teachers in lifelong learning. Lawes (2003, p. 27) argues that “If
language teachers do not even begin to have some understanding of educational and
applied subject theory, they will be mere technicians and feel themselves to be such”.

What, in my view, really matters is the pedagogy, not the curriculum. If the
transmission model is still dominant, the failure of teacher education in influencing
prospective teachers’ classroom performance and long-term professional growth
cannot be remedied since the process of converting “knowing into doing” is not
automatic (Freeman, 1994, p. 5). Teaching competence, be it conventional, face-to-
face, virtual, online, or blended, can by no means be developed through the mere
acquisition of a set of particular declarative knowledge, behaviours, or techniques
that teachers need to adopt or display.
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Johnson andGolombek (2020) call for the urgencyof includingE.L.T.E. pedagogy
in the framework for the knowledge base of E.L.T.E. For them E.L.T.E. pedagogy
means “what teacher educators do and say in their activities and interactions and
the reasoning behind those activities and interactions” (p. 117). The authors argue
that “greater attention to the design, enactment, and consequences of LTE [language
teacher education] pedagogy is critical in order tomeet the needs of current and future
English language teachers in an increasingly diverse,mobile, unequal, and globalized
world” (p. 117). E.L.T.E. pedagogy is thus about teacher educators. As Farrell (2019,
p. 10) suggests, E.L.T.E. educators “must become more familiar with the world of
“real” second language classrooms so that they will be able to notice that there is
a mismatch between the contents of their teacher education programs and the lived
experiences of the learner teachers in their courses. This means that language teacher
educators must maintain some kind of contact with their NQTs [newly qualified
teachers] after they have graduated”. Johnson and Golombek (2020, p. 119) propose
eight interrelated propositions that constitute E.L.T.E. pedagogy. These are:

1. “be located (situated in a specific geopolitical, socio political, cultural, historical
and institutional context);

2. recognize who the teacher is and who the teacher wishes to become;
3. be intentional and goal-directed: these intentions and goals must be made

explicit;
4. create opportunities to externalize everyday concepts while internalizing rele-

vant academic concepts through authentic, goal-directed activities of teaching;
5. contain structured mediational spaces where teachers are encouraged to

play/step into being and becoming a teacher;
6. involve expert mediation that is responsive to teachers’ immediate and future

needs;
7. have a self-inquiry dimension, involving teacher educators and teachersworking

together or by themselves, in which they seek to trace teacher professional
development as it unfolds over time and place;

8. demonstrate a relationship of influence between teacher professional develop-
ment (due to LTE pedagogies) and student learning”.

I believe that these propositions are helpful to the Vietnamese stakeholders in
developing a contextually appropriate E.L.T.E. pedagogy, which is badly needed
for Vietnam. Operationalizing these propositions in the E.L.T.E. curriculum and
teacher policies can help Vietnam to bridge the gap between pre-service and in-
service education and development, thereby enhancing teachers’ competencies.

(ii) Lack of motivating social conditions for professional development

Learning to teach is a lifelong process, and teachers are always in the stage of
becoming, rather than being. In other words, teacher education and development need
to go beyond the pre-service training to include continuous and regular professional
development of in-service teachers in located diverse activities. As Tsui (2003) has
pointed out,
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[T]he development of expertise in teaching is a continuous and dynamic process in which
knowledge and competence develop in previous stages and form the basis for further devel-
opment. It is also a process in which highly competent teachers constantly set new goals for
themselves and accept new challenges. In the process of teaching those goals and meeting
these challenges, the gain new insights. It is in the process of constantly gaining new
competence that expertise is developed. (p. 7)

What is problematic in E.L.T.E. in Vietnam is the discontinuity between pre-
service training and in-service professional development. While, as presented
above, there are different in-service professional development programs for English
language teachers in Vietnam, these are fragmented, disconnected, and not built upon
teachers’ lived experience, their stages of development as well as their professional
development trajectories. To make the situation worse, the lack of university–school
partnership, incentives and opportunities for teachers to reexamine their ownpractice,
and the heavy teaching load create great barriers for teachers’ conceptual change.

Framed in Vygotskian sociocultural theory (Vygotsky, 1978), teacher education
and development is about “creating the ‘social conditions for the development’ of L2
[second language] teacher/teaching expertise. It is about engaging in dialogic inter-
actions that assist teachers as they transform knowledge, dispositions, skills, and abil-
ities “in itself, for themselves”. It is about exposing teachers to psychological tools
that “point the road toward” more theoretically and pedagogically sound instruc-
tional practices and greater levels of professional expertise” (Johnson & Golombek,
2016, p. 164).These social conditions or “space” for teachers to move from experi-
encing various pedagogical approaches and learning to adapt their teaching to their
teaching context as well as adapt them to their own teaching (Wright, 2010) are
essential to teachers’ conceptual change. The issue ismore critical in the post-method
condition (Kumaravadivelu, 1994, 2006) which foregrounds “[teachers’] flexibility,
adaptability, and contextual awareness” (Murray, 2009, p. 17) to see teaching as
contextually situated and socially constituted.

From a sociocultural perspective, human learning is defined “as a dynamic social
activity that is situated in physical and social contexts and is distributed across
persons, tools, and activities” (Johnson, 2009, p. 1). Given the contemporary context
of Vietnamese schools, which is characterized as the limited interaction and collab-
oration among teachers from different schools, limited partnership between univer-
sities and schools, limited resources, and the geographical diversities, what Vietnam
needs is a school-based system that effectively assists teacher development. The
system should include administrator support for professional learning, collaborative,
job-embedded feedback cycles, etc. The system should function as the provider of
affordances for teachers to try on new instructional practices, to participate in normal-
ized ongoing discussion groups, and to access continuous support and follow-up
activities.
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Looking Forward

Although nobody can anticipate accurately what the future will be like, we know for
certain that driving forces of the twenty-first-century societies such asmultiliteracies,
lifelong learning, open education resources, and new generations of learners who are
digital natives, and neoliberal entrepreneurship, will pose unprecedented challenges
on E.L.T.E. teacher education and development. These challenges are universal, but
the approach to addressing them should be located. Put another way, the answer
to the thorny question of how teacher education and development can best prepare
pre-service and in-service teachers to navigate with confidence through a world
that is increasingly complex, increasingly volatile, and increasingly uncertain can
only be found as a result of informed consideration of the specific sociohistorical,
sociocultural, socioeducational, and socioeconomic contexts (Johnson, 2006).

Drawing on my experience and understanding as a teacher educator and teacher
education researcher working with both pre-service and in-service English language
teachers in Vietnamese diverse educational contexts, I am convinced that empow-
ering teachers is the key to educational quality. Of course, teacher empowerment
should be approached in a culturally relevant manner, rather than be understood
as how it is presented in western educational discourses. To be more specific, the
formidable challenge to E.L.T.E. in Vietnam in the future is how to broaden learning
opportunities for teachers so that they are both “pushed” and motivated to become
engaged in professional lifelong learning in an attempt to align with the complexities
and peculiarities of today’s worldwith engaging epistemic activity to produce knowl-
edge. A good balance between top-down, nation-wide approaches and bottom-up,
school-specific approaches can be a good solution in Vietnamese socioeducational
and sociopolitical context.

Musset (2010, p. 3) reminds us that teaching “is a complex anddemanding intellec-
tual work, one that cannot be accomplished without adequate preparation”. Nguyen
(2019, p. 1) claims that “In the age of neoliberalism, it is essential for English
language teacher education to prepare preservice teachers for working in dynamic
and diverse contexts and to recognize the personal diversities that they bring to
teacher education and shape their professional learning”. However, there are two
inherent drawbacks in any university-based E.L.T.E. teacher preparation programs.
The first is the time frame, which cannot be extended to more than four years. During
this four-year period, the top priority goes to student teachers’ English proficiency,
which is level C1 on the C.E.F.R. scale. In addition, student teachers have to study
to possess knowledge of many other academic courses during the training period.
The other drawback is the decontextualized body of declarative knowledge provided
in the curriculum. These two drawbacks make the issue of theory–practice divide
pertinent. The practicum, even when innovated, cannot help to significantly narrow
the gap given the complex realities of teaching.While reflective practice (e.g. Farrell,
2007) has been recommended as a solution (Farrell, 2007), effective reflective prac-
tice is dependent on the teachers’ skills and experience as well as on their identity
and agency (Akbari, 2007; Canh, 2017), but both identity and agency are relational.
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Most of the research reported in the literature on reflective practice consists of case
studies or implementation of reflection in the teacher training contexts. I do not
mean that case studies are invalid; rather I believe case study is a valuable educa-
tional research approach. What I want to highlight is that case studies, no matter how
well-designed they might be, are context-specific, and the transfer of their findings
to other contexts needs to be done with great care. This is because teachers do not
work in a vacuum. Where teachers have to teach to the test, where they have to follow
the prescribed textbook, where they have limited autonomy, and where collectively
distributed practices are the norm, reflection may be of limited impact.

A socially situated view of knowledge (Lave & Wenger, 1991) argues that “the
processes of learning are negotiatedwith people inwhat they do, through experiences
in the social practices associatedwith particular activities”.According to Johnson and
Freeman (2001) “when viewed froma socially-situated perspective,we see becoming
a language teacher as a complex, socially constructed, developmental process in
which formal professional education plays only one small part”. So, the solution, at
least for Vietnam, is to make pre-service teacher education and in-service teacher
development interconnected in order to achieve a continuity that supports individual
teachers’ trajectories of professional growth. Becoming an effective teacher is a
complex and continuous process stretching from pre-service experiences to the end
of teachers’ professional life. The coherent continuity from teacher education to
development can facilitate teachers’ continuous reconstruction of the declarative
knowledge they have gained from teacher education, thereby generating contextu-
ally appropriate pedagogies using and their understandings of the local classroom
contexts, their students, and themselves. More than two decades ago, Pennycook
(2004) noted that “Learning to teach is not just about learning a body of knowledge
and techniques; it is also about learning to work in a complex sociopolitical and
cultural political space … and negotiating ways of doing this with our past histories,
fears, and desires; our own knowledge and cultures; our students’ wishes and prefer-
ences; and the institutional constraints and collaborations” (p. 333). The second type
of learning is experiential and embodied. Therefore, motivating social conditions or
affordances for the continuing professional development of teachers play a decisive
role in achieving the desired educational quality.

Few scholars and researchers in the field of language teacher education are skep-
tical of the fact that learning to teach is a complex and long-term process. This
means that the traditional approaches to teacher education that rely on knowledge
transmission are no longer sufficient. As Johnson and Golombek (2016, p. 11)
explain,

a persistent challenge for language teacher education is to create learning/teaching opportuni-
ties that foster the development of L2 [second language] teacher pedagogical content knowl-
edge. What makes this challenge so persistent is that …because it is emergent, dynamic,
and contingent on teachers’ knowledge of particular students, in particular contexts, who are
learning particular content, for particular purposes, it cannot be acquired in one context and
then simply applied to another.

As teacher development is relational, dynamic, emergent, and multifaceted, I
would argue that success in teacher education and development in Vietnam, and
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perhaps elsewhere, is about the complex dynamic assemblage of teacher agency,
teacher identity, teacher emotion, and teacher well-being created within the “sys-
tems” relationship between individual teachers and the context in which they are
situated. Towards that goal, E.L.T.E. should be informed by a more powerful theo-
retical framework, which I think of complexity theory (Larsen-Freeman, 2013). The
term complexity describes a situation where several independent variables come
together and interact in ways that are neither random nor very predictable (Larsen-
Freeman & Cameron, 2008). Complexity theory is a theory of learning systems that
provides a framework for understanding networked systems in teacher education
and development. Thus, it provides a holistic view of teacher learning. Scholars
have argued for complexity theory’s usefulness as a framework to understand and
describe how teacher education and development functions as a complex system (see
Cochran-Smith, et al., 2014).

Conclusion

This chapter provides an account of E.L.T.E. in Vietnam, how it has been practiced
andwhatmajor challenges it encounters. Although the chapter is situated inVietnam,
I believe much of what is discussed in the chapter is similar to other contexts. The
question of how E.L.T.E. is to change itself to accommodate the needs of current
and future English language teachers in an increasingly diverse, mobile, digitalized,
technology-mediated, uncertain, unequal, and globalized world is global, but there
will never be the global answer. Each country needs to develop her own strategies to
address the question taking into consideration her historical, cultural, sociopolitical,
socioeconomic, and geopolitical context.

My position in this chapter is teachers in Vietnam need to be empowered within a
motivating socioeductional ecology in which they can access professional opportu-
nities, incentives and support for engaging in autonomous practice with appropriate
epistemology, pedagogic, and content knowledge.

References

Akbari, R. (2007). Reflections on reflection: A critical appraisal of reflective practices in L2 teacher
education. System, 35(2), 192–207.

Avalos, B. (2011). Teacher professional development in Teaching and Teacher Education over ten
years. Teaching and Teacher Education, 27, 10–20.

Bransford, J., Darling-Hammond, L., & LePage. (2005). Preparing teachers for a changing world:
what teachers should learn and be able to do. San Francisco: Jossey-Bass, (pp. 1–39).

Canh, L. V. (2002, November). Sustainable professional development of EFL teachers in Vietnam.
Teachers’ Edition, 32–37.

Canh, L. V. (2007). A historical review of English language education in Vietnam. In Y. H. Choi &
B. Spolsky (Eds.), English education in Asia: History and policies (pp. 167–179). Asia TEFL.



348 L. Van Canh

Canh, L.V. (2014).Great expectations: TheTESOLpracticumas a professional learning experience.
TESOL Journal, 5(2), 199–224.

Canh, L.V. (2017). Reflection on action: Lesson transcript. InR.Barnard& J.Ryan (Eds.),Reflective
practice: Voices from the field (pp. 128–139). Routledge.

Canh, L. V. (2020).Exploring teacher learning in mandatory in-service training courses: Challenges
ahead. In L. V. Canh, H. T. M. Nguyen, N. T. T. Minh, & R. Barnard (Eds.), Building teacher
capacity in English language teaching in Vietnam: Research, Policy and Practice (pp. 62–79).
Routledge.

Canh, L. V., & Barnard, R. (2009). Teaching grammar: A survey of teachers’ attitudes in Vietnam.
The Journal of Asia TEFL, 6(3), 245–273.

Chick, M. (2016). Dialogic interaction and the mediation of learning during pre-service teacher
education. In G. Pickering & P. Gunashekar (Eds.), Ensuring quality in English language teacher
education (pp. 162–168). British Council.

Cochran-Smith, M., Ell, F., Ludlow, L., Grudnoff, L., & Aitken, G. (2014, May). The challenge
and promise of complexity theory for teacher education research. Teachers College Record, 116,
050302, 38 p.

Dudzik, D. L., &Nguyen, Q. T. N. (2015). Building English competency in preparation for ASEAN
2015. In R. Stroupe & K. Kimura (Eds.), Asian integration and the role of English language
teaching (pp. 41–71). Language Education in Asia (LEiA) and CamTESOL.

Farrell, T. S. C. (2007). Reflective language teaching: From research to practice. Continuum Press.
Farrell, T. S. C. (2019). ‘My training has failed me’: Inconvenient truths about second language
teacher education (E.L.T.E.).TESL-EL, 22(4), 1–16.

Freeman, D. (1994). Knowing into doing: Teacher education and the problem of transfer. InD. Li, D.
Mahoney, & J. C. Richards (Eds.), Exploring second language teacher development (pp. 1–20).
City Polytechnic of Hong Kong.

Freeman, D. (2016). Educating second language teachers. Oxford University Press.
Freeman, D., & Johnson, K. E. (1998). Reconceptualizing the knowledge-based of language teacher
education. TESOL Quarterly, 32(3), 397–417.

Gebhard, J. G. (2009). The practicum. In A. Burns & J. C. Richards (Eds.), The Cambridge guide
to second language teacher education (pp. 250–258). Cambridge University Press.

Giraldo, F. (2014). The impact of a professional development programonEnglish language teachers’
classroom performance. PROFILE Issues in Teachers’ Professional Development,16 (1), 63–76.

Grassick, L. (2020). Risk, uncertainty, and vulnerability: Primary teachers’ emotional experiences
of English language policy implementation. In L. V. Canh, H. T. M. Nguyen, N. T. T. Minh, & R.
Barnard (Eds.), Building teacher capacity in English language teaching in Vietnam: Research,
Policy and Practice (pp. 44–61).

Grossman, P. R., & McDonald, M. (2008). Back to the future: Directions for research in teaching
and teacher education. American Educational Research Journal 45(1), 184–25.

Huong, H. N. T. M., & Hall, C. (2016). Changing views of teachers and teaching in Vietnam.
Teaching Education. https://doi.org/10.1080/10476210.2016.1252742

Johnson, K. E. (2006). The sociocultural turn and its challenges for second language teacher
education. TESOL Quarterly, 40(1), 235–257.

Johnson, K. E. (2009). Second language teacher education: A sociocultural perspective. Routledge.
Johnson, K. E., & Freeman, D. (2001). Teacher learning in second language teacher education: A
socially-situated perspective. Review Brasileira De Lingüística Aplicada, 1(1), 53–69.

Johnson, K. E., & Golombek, P. R. (Eds.). (2002). Narrative inquiry as professional development.
Cambridge University Press.

Johnson, K. E., & Golombek, P. R. (2016). Mindful L2 teacher education: A sociocultural
perspective on cultivating teachers’ professional development. Routledge.

Johnson, K. E., & Golombek, P. R. (2020). Informing and transforming language teacher education
pedagogy. Language Teaching Research, 24(1), 116–127.

Kumaravadivelu, B. (1994). The postmethod condition: (E)merging strategies for second/foreign
language teaching. TESOL Quarterly, 28(1), 27–48.

https://doi.org/10.1080/10476210.2016.1252742


17 Language Teacher Education in Vietnam … 349

Kumaravadivelu, B. (2006). Understanding language teaching: From method to postmethod.
Lawrence Erlbaum Associates Inc.

Larsen-Freeman, D. (2013). Complexity theory: A new way to think. Revista Brasileira De
Linguistica Aplicada, 13, 369–373.

Larsen-Freeman, D., & Cameron, L. (2008). Complex systems and applied linguistics. Oxford
University Press.

Lave, J., & Wenger, E. (1991). Situated learning: Legitimate peripheral participation. Cambridge
University Press.

Lawes, S. (2003). What, when, how and why? Theory and foreign language teaching. Language
Learning Journal, Special Edition, 28, 22–28.

Le, D. M., Nguyen, H. T. M., & Burns, A. (2017). Teacher language proficiency and reform of
English language education in Vietnam, 2008–2020. In D. Freeman & L. L. Dréan (Eds.), Devel-
oping classroom English competence: Learning from the Vietnam experience (pp. 19–33). IDP
Education (Cambodia) Ltd.

Mok, K.-H. (2009). When neo-liberalism colonizes higher education in Asia: Bringing the “pub-
lic” back into the contemporary university. Unpublished paper. Centre for East Asian Studies,
University of Hong Kong, Hong Kong.

Murray, J. (2009). Teacher competencies in the post-method landscape: The limits of competency-
based training in TESOL teacher education. Prospect: An Australian Journal of TESOL, 24(1),
17–29.

Musset, P. (2010). Initial teacher education and continuing training policies in a comparative
perspective: Current practices in O.E.C.D. countries and a literature review on potential effects.
O.E.C.D. Education Working Papers, 48. O.E.C.D. Publishing.

Nguyen, C. D., & Trent, J. (2020). Community perceptions as a source of knowledge for trans-
forming teaching and teacher education in Vietnam. Journal of Education for Teaching. https://
doi.org/10.1080/02607476.2020.1733401

Nguyen,D.C. (2017). Creating spaces for constructing practice and identity: Innovations of teachers
of English language to young learners in Vietnam. Research Papers in Education, 32(1), 56–70.

Nguyen, H. P. C. (2015). EFL teaching practicums in Vietnam: The vexed partnership between
universities and schools. Electronic Journal of Foreign Language Teaching, 12(2), 169–182.

Nguyen, M. H. (2013). The curriculum for English language teacher education in Australian and
Vietnamese universities. Australian Journal of Teacher Education, 38(11), 33–53.

Nguyen, T. M. H. (2019). English language teacher Education: A sociocultural perspective on
preservice teachers’ learning in the professional experience. Springer.

Nguyen, T. M. H., & Bui, T. (2016). Teachers’ agency and the enactment of educational reform in
Vietnam. Current Issues in Language Planning, 17(1), 88–105.

Nguyen, V. T. (2018). Project 2020 and professional development for high school EFL teachers
in Vietnam. In K. Hashimoto & V. T. Nguyen (Eds.), Professional development of English
language teachers in Asia: Lessons from Japan and Vietnam (pp. 95–108). Routledge&Singapore
Association for Applied Linguistics.

Pennycook, A. (2004). Critical moments in a TESOL praxicum. In B. Norton & K. Toohey (Eds.),
Critical pedagogies and language learning (pp. 327–345). Cambridge University Press.

Phuong. L. N. T., & Nhu, T. P. (2015). Innovation in English Language Education in Vietnam for
ASEAN2015 Integration: Current Issues, Challenges, Opportunities, Investments, and Solutions.
In R. Stroupe & K. Kimura (Eds.), ASEAN integration and the role of English language teaching
(pp. 104–120). IELTS.

Tsui, A. B. M. (2003). Understanding expertise in teaching: Case studies of E.S.L. teachers.
Cambridge University Press.

Vo, T. K. A., Pang, V., & Wah, L. K. (2018). Teaching practicum of an English teacher education
program in Vietnam: From expectations to reality. Journal of Nusantara Studies, 3(2), 32–40.

Vu, H. H., & Dudzik, D. L. (2020). Problematizing pre-service English language teacher education
curriculum. In L. V. Canh, H. T.M. Nguyen,Minh, N. T. T., &R. Barnard (Eds.),Building teacher

https://doi.org/10.1080/02607476.2020.1733401


350 L. Van Canh

capacity in English language teaching in Vietnam: Research, policy and practice (pp. 23–43).
Routledge.

Vygotsky, L. S. (1978). Mind in society: The development of higher psychological processes.
Harvard University Press.

Wallace, M. J. (1991). Training foreign language teachers: A reflective approach. Cambridge
University Press.

Widdowson, H. G. (2019). Disciplinarity and disparity in applied linguistics. In C. Wright, L.
Harvey, & J. Simpson (Eds.),Voices and practices in applied linguistics: Diversifying a discipline
(pp. 33–49). White Rose University Press.

Wright, T. (2010). Second language teacher education: Review of recent research on practice.
Language Teaching, 43(3), 259–296.



Chapter 18
Pre-service Primary Teachers’
Perceptions of a Primary Education
Program and an English Language
Teaching Practicum: A Macau Case
Study

Barry Lee Reynolds, Chen Ding, and Janis Zhiyou Li

Abstract Ensuring the quality of education pre-service English teachers receive
is crucial for guaranteeing the effectiveness of the early language learning experi-
ences of their future students. This qualitative case study examined how an English
language streamed primary teacher education program and year-long teaching
practicum prepared two year-four pre-service teachers to teach English in a local
primary school in the Macau SAR. Transcripts of interviews with the two pre-
service teachers were subjected to qualitative content analysis to reveal how the
education program and the teaching practicum left the participants prepared to teach
English in primary schools. The pre-service teachers reported practical and theo-
retical knowledge acquired from the teacher education program was effective at
enhancing their teaching during the practicum to different degrees. In addition,
the pre-service teachers were shown to have lacked practical teacher knowledge
that could have eased the transition from classroom-based learning to the teaching
practicum. This chapter argues that strengthening the link between theory and prac-
tice and providing teaching experiences during the teacher education program may
ease pre-service teachers’ anxiety about the formal teaching practicum while also
leading to increased teaching effectiveness.
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Introduction

Stepping into a classroom for the first time has the potential of being a daunting
feat for new English teachers. What separates English teachers that anticipate this
situation as a new adventure and those that face it with dread is how they have been
equipped with proper knowledge in their teacher education programs. Often viewed
as the capstone of such programs, the teaching practice provides pre-service English
teachers an opportunity to experiencewhat itmeans to be a teacher: daily contactwith
English, lesson planning, classroom management, curriculum restraints, interacting
with parents and mentors, and, of course, daily interactions with students through
teaching (Aimah et al., 2020; Maddamsetti, 2018).

Education programs that produce well-prepared pre-service teachers offer a
balance between theory and practice. An issue that is particularly pertinent to English
language teachers is proficiency in the target language (Renandya, 2018; Richards,
2017) and the ability of delivering lessons in the target language (Alanazi, 2019).
Pre-service teachers should obtain these abilities from both traditional classroom
teaching and later practical knowledge obtained through teaching practice in schools.
However, many education programs seem unable to offer a transition from classroom
learning to the teaching practice. The only solution seems to be the incorporation
of microteaching into classroom learning (e.g., Bell, 2007; Legutke & Schocker-v.
Ditfurth, 2009; Peker, 2009). However, due to large classes, this is not always a prac-
tical option. The more common situation is pre-service teachers begin their teaching
practices with trepidation, unprepared for what is to come.

The current study was conducted to investigate the current situation of the English
stream in a primary education program at an institution of higher education in the
Macau SAR. Born out of a need to better understand the contextual needs of pre-
service English teachers in the Macau SAR, this study aimed at investigating how
the teacher education program prepared pre-service primary English teachers for
their year-long teaching practice and how the teacher education program and the
teaching practice prepared these pre-service teachers to become formal primary
schoolEnglish teachers. Insights from this studyhave the potential of offering sugges-
tions to curriculum planners and policy makers in the Macau SAR to better meet the
needs of local pre-service primary English teachers.

Literature Review

Primary English education programs are not common in Asia. Mostly, primary
English teachers are graduated either from secondary English education programs
or primary education programs which aim to prepare primary teachers for general
subject teaching, rather than specialized primary English teaching (Adnyani, 2017).
On one hand, this kind of education system does provide the key knowledge neces-
sary for being a future primary English teacher. For instance, they prepare pre-service
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teachers with lesson plan writing skills and sufficient English content knowledge to
teach primary students (Alanazi, 2019; Hadi, 2019). Moreover, chances of carrying
out microteaching and teaching practice are also provided to primary pre-service
teachers, allowing them to make a connection between theoretical and practical
knowledge (Aimah et al., 2020; Maddamsetti, 2018). On the other hand, due to the
lack of specialized knowledge of teaching English to primary students, this kind of
education system undoubtedly imposes certain levels of challenges on pre-service
primary English teachers. These challenges come from shortcomings inherent in the
teacher education programs or the program’s inability to mentor pre-service primary
English teachers after they have graduated.

Primary teacher education programs do not always properly train pre-service
teachers to produce effective lesson plans; some programs limitmicroteaching oppor-
tunities or provide opportunities for microteaching that are artificial. These programs
often fail at considering theoretical knowledge in relation to practical applications
(Alanazi, 2019; Aimah et al., 2020). Teaching practice is a crucial experience for
pre-service teachers to develop a critical awareness about their teaching (Zeichner,
2010). Research has shown that a teacher education program can better prepare pre-
service teachers if it maintains a focus on classroommanagement, interpersonal rela-
tionships, and teaching practice mentor relationships (Adnyani, 2017; Maddamsetti,
2018; Uitto et al., 2020). In the sections below, we review relevant literature that
discusses these key issues in preparing future primary English teachers, limitations
of education programs and teaching practices, and potential solutions researchers
have provided for coping with these issues.

Preparing Future Teachers

Researchers have suggested that education programs need to equip pre-service
teachers with both theoretical and practical knowledge in order to cultivate profes-
sional pre-service teachers (Ozmen, 2012; Rahimi, 2008). Based on our litera-
ture review, we found lesson plan writing, English proficiency, microteaching, and
teaching practice as four fundamental components of primary English education
programs (Alanazi, 2019; Maddamsetti, 2018; Richards, 2017; Yan & He, 2017).

Lesson Planning

Lesson planning refers to a systematic process of deciding what and how students
should learn, which also determines the effectiveness of teaching (Alanazi, 2019).
HolmandHorn (2003) stated that teachersmust pay attention to students’ needswhile
writing lesson plans in order to provide students with effective teaching. Alanazi
(2019) stressed the relationship between lesson plan writing and effective teaching,
pointing out that innovation and unique thoughts of teachers are needed rather than
simply filling in details on a given template. Although template-style lesson planning
can save time, it also limits creativity and critical thinking.While pre-service teachers
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have acknowledged the significance of lesson planning, they have also reported
challenges in writing lesson plans as it requires a sufficient understanding of target
students’ needs, characteristics, learning levels, among other issues (Alanazi, 2019).
Alanazi (2019) suggested pre-service teachers should be given opportunities to get
acquainted with potential students to contextualize the process of writing lesson
plans. Doing so will allow pre-service teachers to gain an understanding of the
potential needs of the targeted students.

English Proficiency

In addition to planning lessons, primary English teachers need to have obtained an
English proficiency level that allows them to easily communicate in English and
effectively teach using English (Renandya, 2018; Richards, 2017). An inadequate
English proficiency has been defined as making an abundance of grammatical errors,
marked mispronunciation of targeted words for teaching, a lack of high-frequency
vocabulary knowledge, among others (Hadi, 2019). The absence of a developed
English proficiency has been attributed to the English as a foreign language (EFL)
context that lacks a need for English teachers to use the language outside the class-
room (Kachru & Nelson, 2006). Hadi (2019) suggested both teacher educators and
pre-service teachers should regularly evaluate and reflect on their efforts in increasing
English proficiency; this requires a focus on learning English to a level that enables
pre-service teachers to clearly express ideas, communicate smoothly with students,
and teach effectively (Renandya, 2018; Richards, 2017).

Microteaching

Courses that train pre-service teachers in writing lesson plans or aim to improve
English proficiency can be classified as theoretical-oriented courses. On the other
hand, courses that provide pre-service teachers microteaching opportunities, culti-
vate knowledge about the classroom, increase teaching pedagogy efficiency, and
encourage reflection on teaching can be considered as being more practical oriented
(Aimah et al., 2020). Microteaching provides pre-service teachers a taste of teaching
as it can provide pre-service teachers the opportunity to understand the importance
of linking theory and practice (Peker, 2009). Through microteaching, the pre-service
teachers begin to form a teacher identity that can prepare them for the teaching prac-
tice or even formal teaching (Bell, 2007; Legutke & Schocker-v. Ditfurth, 2009).
When pre-service teachers experience microteaching, they not only conduct micro-
lessons, but also receive feedback (Legutke & Schocker-v. Ditfurth, 2009). The feed-
back can be provided by peers and course instructors in both oral and written forms,
which catalyzes pre-service teachers’ reflection and improvement (Millis, 1991;
Metcalf et al., 1996; Vare, 1994; Brent et al., 1996; Benton-Kupper, 2001). Besides
engaging in self-reflection, observing peers’ microteaching also allows pre-service
teachers to develop awareness of tweaking their execution of teaching strategies



18 Pre-Service Primary Teachers’ Perceptions … 355

(Adnyani, 2017). However, there are some criticisms of microteaching found in the
literature, mainly concerned with the artificial nature of microteaching (Bell, 2007).
Over-cooperative peers, non-natural classroom settings, and inadequate duration are
all considered negative aspects of microteaching (Yan & He, 2017). For example,
pre-service teachers may easily assume that their future teaching will be as ideal as
they encounter during microteaching, giving the impression that students are always
responsive, and that teaching will always occur in large well-equipped classrooms
that never encounter disturbances. Yan andHe (2017) also pointed out the insufficient
time formicroteachingwhich they notedmay lead to a failure of execution of a whole
lesson. Not providing experience of teaching an entire lesson may lead to incomplete
transfer of knowledge or inadequate pedagogical practice. While beneficial in many
ways, the limitations of microteaching must be acknowledged.

Teaching Practice

Apractical course component of teacher education programs is the teaching practice.
Zeichner (2010) proposed that the teaching practice should be considered as a crucial
experience of developing knowledge, skills, and critical awareness for pre-service
teachers. A good relationship between the pre-service teacher and the mentor is
crucial for a successful teaching practice experience (Maddamsetti, 2018; Aimah
et al., 2020). Besides monitoring pre-service teachers’ performance, mentors are
expected to give guidance, provide suggestions, model teaching, and offer feedback
to pre-service teachers (Gebhard, 1990). Yet, it is not likely that mentors always
consider pre-service teachers as important (Klieger & Oster-Levinz, 2015). Since
mentors have their own teaching and administrative duties to consider, it may limit
the amount of attention they give to pre-service teachers (Maddamsetti, 2018). Lack
of engagementwithmentorsmay limit the benefits of the teaching practice experience
for pre-service teachers.

Challenges

After teaching in a formal classroom setting, pre-service teachers often report diffi-
culty in putting theory to practice (Alanazi, 2019; Hadi, 2019). They also report
encountering difficulties they did not consider prior to stepping into the classroom
such as unexpected classroom emergencies or the need to establish interpersonal
relationships (Adnyani, 2017; Uitto et al., 2020).

Discrepancies Between Theory and Practice

There is a discrepancy between theories about technology and actual application of
technology in the classroom (Paatsch et al., 2019; Volman, 2005). Theory suggests
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information and communication technology (ICT) makes teaching student centered
(Volman, 2005), especially for educating young learners (Adnyani, 2017). However,
a survey conducted by Paatsch et al. (2019) reported more than two thirds of the 321
primary school teacher participants in Australia never used ICT in their classrooms.
While theoretically, particular changes to teaching should result in better learning
outcomes, practically, these changes cannot be easily implemented due to a number
of restraints placed on teachers.

Classroom Uncertainties

After setting foot into the classroom, it is not long before pre-service teachers
encounter the issues of balancing active and passive students, aiming for class-
room harmonization, and handling misbehavior (Adnyani, 2017). In Asia, Korean,
Japanese, andTaiwanese teachers have reported difficulty inmanaging student partic-
ipation and reaching classroom harmonization (Garton, 2014). To lessen the impact
of these issues requires providing pre-service teachers with more information about
their future students’ traits and how to deal with classroom management before
formal teachingbegins (Adnyani, 2017). In addition to practicingpatiencewith young
learners (Bekleyen, 2011), Adnyani (2017) outlined the possible solution of using a
reward system to discourage unwanted behaviors. Besides material rewards, praise
or instilling responsibilities on well-behaved students can act as encouragement
(Adnyani, 2017).

Parent–teacher Relationships

Teachers cannot avoid establishing different types of interpersonal relationships with
students, colleagues, principals, and especially parents (Kelchtermans, 2017). Many
in-service teachers find it a challenge to get along well with parents (Uitto et al.,
2020). In order to overcome the challenge, Uitto et al. (2020) suggested to view the
parent–teacher relationship from the aspect of micropolitics which highlights how
the power, interests, and influence in schools, to some extent, affect teachers’ work.
The literature has outlined somemicropolitical strategies used by teachers to manage
relationships with parents, which include viewing parent–teacher relationships as a
technical duty, considering parent–teacher relationships as a trust-building process,
and involving other actors in establishing parent–teacher relationships (Uitto et al.,
2020). Parent–teacher relationships as a technical duty is defined as the completion of
teachers’ duties (Uitto et al., 2020) following useful practices founded by schools to
encourage communicationwith parents (Kelchtermans&Ballet, 2002). For example,
schools may encourage the use of digital platforms to make communication between
schools and parents less time-consuming and more convenient (Uitto et al., 2020).
Parent–teacher relationships can be formed through a trust-building process that
aims to create interpersonal bonds (Janssen et al., 2012), which is accomplished
through the application of several micropolitical strategies such as meeting parents
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face-to face, giving them positive feedback of their children, and providing them
more information about classroom events (Uitto et al., 2020). Moreover, parent–
teacher relationships do not necessarily include parents and teachers only, but also are
micropolitically relevant to other actors and relationships like students, colleagues,
and principals (Marz & Kelchtermans, 2020). Therefore, when we think about the
way to maintain good parent–teacher relationships, we cannot only take parents and
teachers’ perspectives or interests into account. It is inevitable to encounter microp-
olitics in schools (Lander, 2001; Uitto et al., 2020) and Uitto et al. (2020) recom-
mended teacher education programs to counter this occurrence by incorporating the
teaching of conceptual and theoretical strategies in courses. This has the potential to
increase pre-service teachers’ understanding about the micropolitical dimension of
parent–teacher relationships while helping equip them with micropolitical literacy
and techniques for establishing better relationships with parents.

Possible Solutions

In order to overcome the above challenges, researchers have proposed combining
and disseminating theoretical and practical knowledge to pre-service teachers while
they are enrolled in teacher education programs. Findings suggest that, while deep-
ening primary teachers’ knowledge in planning lessons and developing English profi-
ciency, more opportunities to practically apply theoretical knowledge should also be
provided (Adnyani, 2017; Paatsch et al., 2019). Adnyani (2017) claimed pre-service
teacher reflection is essential as it pushes pre-service teachers to analytically link
knowledge and skills to students’ learning and growth. Pre-service teachers will be
able to gain the ability to cope with future problems that occur during their teaching
practice if they can cultivate the habit of reflecting on their teaching performances
while still enrolled in teacher education programs. Pre-service teachers can reflect on
their own teaching or the teaching of peers andmentors (Aimah et al., 2020; Adnyani,
2017). Amiah et al. (2020) suggested recordings of pre-service teachers’ teaching in
schools or microteaching in education programs could be used as reference materials
for course instructors and pre-service teachers to evaluate, offer feedback, and reflect
on (Adnyani, 2017). Thus, even when pre-service teachers are unable to reflect on
their own teaching, the observation of peers or a mentor’s teaching can still offer
opportunities for reflection (Adnyani, 2017). Co-teaching with experienced teachers
has also been reported to help new in-service teachers to enhance their teaching
skills (Bauler & Kang, 2020). Through such approaches, theoretical knowledge and
practical instruction can be combined to build up pre-service teachers’ confidence
while increasing their preparedness to offer effective teaching (Paatsch et al., 2019).
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Study Aims and Research Question

The aim of this study was to illuminate the role that a primary education program in
one university in the Macau SAR and its complementary teaching practice played
in preparing two pre-service teachers to teach English in a local primary school.
Through interpretation of interview data, the study also aimed to evaluate the primary
education program and teaching practicum in order to lay groundwork for future
studies. This case study was guided with the following research question:

How did the primary education program and the year-long teaching practice prepare or not
prepare the pre-service teachers to teach English in a local primary school?

Methods

The current empirical inquiry used a qualitative research method to investigate the
English steam of a primary education program through the recruitment of two partic-
ipants that were given qualitative semi-structured interviews. Case study was used to
focus the research on one bounded system (Merriam, 1988). Setting the boundaries
for a case study is important as researchers must align the aims of the study with
the focus of the study (Hood, 2009). Here, the bounded system included the two
participants and the educational settings of the primary education program and the
one-year teaching practice. The case study can be considered instrumental as the
aim of the study was to illuminate a particular issue and to “lay the groundwork for
future studies [on a topic in] … which little research has been conducted” (Hood,
2009, p.70).

Participants

Convenient sampling was used to recruit two female fourth-year university students
enrolled in a primary education program at a comprehensive university in the Macau
special administrative region (SAR) of China. After graduating from this program,
the students would be considered qualified to teach primary education in the Macau
SAR. Students enrolled in the primary education program were placed into either a
Chinese language or English language stream based on their preference and language
proficiency: both participants recruited for this study were placed in the English
stream. The primary education program prepared the students to teach Chinese or
English language (depending on the stream) along with other subjects such as math,
science, and social studies. Both of the students had graduated from local secondary
schools in Macau where the medium of instruction was English. Both students’
academic achievements were in the top 25% of their graduating class.

As with the majority of teacher education curriculums (Cheng et al., 2012),
the primary education program included two major components: (1) coursework
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comprised of general education and subject-based knowledge delivered mostly
through lecturing; and (2) and practical field experience housed in a local school
context. The former should prepare the pre-service teachers with the ability to inte-
grate theoretical knowledge into the latter practice which takes place in a local
primary school context. This is not to say that the former does not contain any
practical knowledge training as more practical experiences such as microteaching
sometimes are provided. In this sense, both microteaching during formal course-
work and teaching practice in the local primary school context represent practical
knowledge. Theoretical knowledge, on the other hand, referred only to professional
knowledge “codified in books and taught and examined” (Eraut, 1994, p. 76).

Teaching Practicum

In addition to primary education courses, the participants were also required to take
part in a one-year English language teaching practicum in which they were placed
in a local primary school in Macau. During this year-long teaching practicum, the
students were expected to prepare and deliver English lessons as well as assist with
various administration duties at the primary school. In exchange for this voluntary
work, the primary school provided the students with a small monthly stipend that
could be used to cover their transportation andmeal costs. The studentswerematched
with both a teaching mentor (i.e., an English teacher in the primary school) and a
practicum supervisor (a professor from the university). The two participants were
placed at the same school and assigned to different mentors. However, they were
assigned the same supervisor. The mentors and the supervisor worked independently
with the students to provide support during the teaching practicum. The supervisor
was expected to evaluate the students’ teaching performance during three different
primary school visits that would result in the grade for the teaching practicum. The
supervisor evaluated the teaching performance of the students in terms of lesson
planning, teaching performance, teacher attributes, and classroom management.

Data Collection

At the end of the practicum, the two students were individually invited to take part
in semi-structured interviews that focused on gathering their opinions and views on
the primary education program and how it had (not) prepared them for the teaching
practicum (see Appendix A). Questions also focused on the balance of theory and
practice components in the teacher education program and whether these compo-
nents were satisfactory. The participants were also probed to provide feedback on
their perception of the expectations of the mentors and the supervisors and whether
they felt they had met these expectations. As with semi-structured interviews, some-
times the participants discussed topics that were more salient to them. The interview
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with participant 1 lasted 23 min and the interview with participant 2 lasted 20 min.
Combined, the interview transcripts resulted in 6,467 words suitable for analysis.

Data Analysis

To address the research question, qualitative content analysis was used to analyze
the transcripts of the data collected through the interviews. The data analysis process
followed those suggested by Schreier (2012). Specifically, first a coding frame was
built up using both concept-driven and data-driven approaches. The initial coding
frame was developed using a concept-driven approach. Namely, the research ques-
tion was used for generating the main categories of the coding frame (e.g., quality of
the primary education program and quality of the year-long teaching practice). The
interviewguidewas also referenced to create subcategories under themain categories.
Interview questions 4–8 aimed to elicit participants’ perception toward the quality of
the primary education program. Repeated concepts were extracted to form subcate-
gories which included theoretical knowledge in relation to the theories and teaching
techniques learned through course lectures and practical knowledge gained from
microteaching experiences in the teacher education program. For example, if a partic-
ipant talked about previously learned education/second-language learning theories
or teaching techniques such as how to write lesson plans or how to implement class-
room management, each occurrence was categorized as the quality of the theoretical
knowledge provided by the primary education program. If a participant mentioned
experience involved in microteaching, these occurrences were placed under the cate-
gory of the quality of the practical knowledge. Interview questions 9–11 dealt with
participants’ perception toward the quality of the year-long teaching practice for
which recurrent concepts regarding teaching practice stakeholders, such as mentors
and supervisors, as well as issues occurring in the classroom were placed under
this main category. This initial coding frame was then further developed through
a data-driven approach by reading through the interview transcripts repeatedly to
locate content that might be highlighted for creating further categories and subcate-
gories. Phrases, sentences, and extracts that were related to the main categories were
coded and examined for recurrence before combining to form new subcategories. For
example, the researchers highlighted the following extract and coded it as learning
from peers’ microteaching:

I think different [English education] students have different concepts, and I can learn [these]
concepts for simple things; sometimes we teach from the same book and then I can copy my
classmate or do something like that if it is good. I think it’s good to have microteaching.

Then, the code with other related codes such as learn from professors in
microteaching, and microteaching lesson experience prepared for teaching kids
in teaching practicum were given a data-driven subcategory quality of the
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Fig. 18.1 Final Coding Frame for factors that prepared or did not prepare the pre-service teachers
to teach English in local primary schools

microteaching and attached to the subcategory at a higher level quality of the prac-
tical knowledge which is under the main category of quality of the primary educa-
tion program. The finalized coding frame (see Fig. 18.1) was used by the second
author to analyze the interview transcripts. The intracoder reliability was ensured by
coding the data at two time points (with a one-month interval in between codings)
to make comparisons across two time points (Schreier, 2012). The intracoder relia-
bility reached over 98% consistency. The first author and third author also checked
the codes with the original interview excerpts and confirmed the generated cate-
gories. Any disagreement between coding or categorizing were discussed among the
three authors and then resolved. All data analysis was completed using the qualita-
tive research software NVivo 12; this allowed for the researchers to electronically
interrogate the qualitative data and increase the searching and coding speed (Leavy,
2014).

Results

The analysis of the interview data revealed the primary education program being both
effective and ineffective at meeting the needs of the pre-service teachers. Addition-
ally, the interviews revealed that the pre-service teachers felt some practical knowl-
edgewas not provided by the education program that could have better prepared them
for the duties assigned to themduring the teaching practicum.As for the quality of the
year-long teaching practicum, the participants expressed benefits of the practicum
while also providing several suggested improvements. The participants’ views of the
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primary education program and the year-long teaching practice are arranged under
two main sections and five subsections.

Quality of the Primary Education Program

The primary education program was evaluated through two angles: the quality of the
theoretical knowledge component and the quality of the practical knowledge compo-
nent. For the theoretical knowledge component, the primary education program
seems to have provided adequate training to pre-service teachers on how to plan
a lesson and manage a classroom. However, the program could be improved by
providing concrete lesson plan samples, paying due attention to building up links
between educational theories and teaching practice, and considering the constraints
in real classroom settings. For the practical knowledge component, microteaching
received the most attention by the participants during the interviews and contributed
to their real classroom teaching through peer learning and teachers’ and peers’
feedback-giving processes. However, the participants also mentioned that the educa-
tion program appeared to not offer enough training on dealing with administrative
tasks and the appropriate use of English as a language of instruction.

Quality of the Theoretical Knowledge Gained from the Education
Program

Two types of theoretical knowledgewere deemedhelpful for teaching in local primary
schools by the participants. These included being taught how to plan lessons and
manage classrooms. The two participants reported that they were taught a process
of lesson planning consisting of preparing teaching materials and choosing appro-
priate teaching techniques for lessons. For example, participant 2 said “I think lesson
planning is a[n] important thing and a good thing for me because I need to plan a lot
… and the teaching skills … I learn[ed taught me] how to teach the students”. The
participants also showed a positive attitude toward the classroom management skills
learned in the primary education program. Participant 1 recalled receiving a lecture
on how to manage students in a patient manner to encourage good behavior:

Some of [what the professors told me] is really the same [as what I actually experienced in
the school]. For example, in the classroom management [course]...the professor...taught us
how to manage our students in the class, because it’s really important and we can use the
things she taught us in the real classroom. We can [teach] the students...to be good, how to
be patient in the class. (Participant 1)

Although the participants acknowledged the usefulness of learning how to plan a
lesson, they also pointed out instructions on how to write up teaching plans or to
write up a formal lesson plan was undervalued. This made it difficult for them to
construct a standard lesson plan when they were teaching in the local school:
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I need more examples [of lesson plans in addition to] the guidelines, because it is a little bit
unclear... how to write a lesson plan. (Participant 2)

Theoretical perspectives are needed to inform second language instruction
(Brieger, Arghode, & McLean, 2020). Yet, it appeared that the theories learned
were not successfully transferred into the participants’ teaching practice. Participant
2 mentioned that she had forgotten all of the theories previously taught to her in the
teacher education program. Pre-service teachers that have forgotten which theories
they have learned would fail to draw upon any theories to guide lesson plan writing
and teaching.

Previous research has indicated that primary education programs are facing chal-
lenges of how to interpret the curriculum and cover all the curriculum under time
constraints (Adnyani, 2017; Hammond, 2012). The participants doubted whether the
suggestions given by professors in the teacher education program fit the real class-
roomcontext. This indicated a discrepancy between the interpretations of lesson plan-
ning/task designs advocated by university professors and the practical constraints of
real classroom teaching, such as the rigid classroomspace and limited classroom time.
This could have also led to the lack of regard in retaining the theoretical knowledge
that was taught in the program. Participant 1 shared:

...sometimes the professors gave us some feedback or opinions that cannot really be put to
practice in the real classroom because it’s too difficult for the students and maybe it takes too
long. Maybe it’s making the things too complicated...the professor said in this activity you
can let the students go around the classroom and choose the thing they want, but actually in
the real classroom you cannot be like that. You can’t control them when you let them run
around the classroom; it is very hard to control them. And for time management, you really
cannot let that happen.... (Participant 1)

The participants also reported confusion about the contrasting views of their
professors from the teacher education program and the mentors in the local schools.
One example was of their being encouraged to use technology in their future class-
rooms but then being unable to do so during their teaching practice. This result
seems to support previous research findings that found primary teachers reluctant to
integrate technology enhanced teaching approaches (Pattsch et al., 2019). The partic-
ipants also did not seem to be aware of whether there was a theoretical reasoning
why they should be using technology in their classrooms. Participant 2 shared:

Professors just toldme to use videos or [digital technology] like that but my teaching practice
school didn’t want me to use videos or something like that. They just wanted [me] to use the
blackboard and some presentation slides. (Participant 2)

Quality of the Practical Knowledge Gained from the Education Program

Out of all the components of the primary education program that the two participants
reflected on, microteaching received the most attention. Microteaching is a common
approach in teacher education which requires students to teach a lesson to their
classmates in the hopeof accumulating lessonplanning anddelivery experience (Bell,
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2007). The participants mentioned three aspects of microteaching that they found
helpful. First, the experience of planning and teaching a microteaching lesson made
their practicum teaching in the local primary school easier. Participant 1 expressed
that the experience she had teaching her classmates was very similar to teaching the
students in the local primary school. Second, the participants valued the immediate
feedback that microteaching provided from both professors and classmates. In this
way, the participants received direct feedback that was used to improve their formal
teaching in local schools. Participant 2 recalled her experience of receiving well-
structured feedback from professors and classmates after completing an in-class
microteaching activity:

The professors’ reflection and the classmates’ reflection are very important because when I
finish[ed] the microteaching, they [had] a paper for me; their reflections [were] on the paper
and then I could [review the comments] and then I [could] improve myself. I think it’s a very
good thing. (Participant 2)

Besides obtaining feedback from professors and classmates, the third aspect of
microteaching that the participants appreciated was the opportunity it provided them
to observe their classmates teaching lessons. Opportunities for peer learning is an
important component in teacher education (Hawkey, 1995). For example, participant
1 claimed that she appreciated having the opportunity to participate in microteaching
activities because it allowed her to learn fromothers through observation.Both partic-
ipants mentioned they gained an understanding of how to properly utilize technology
and the blackboard, how to manage a class, and how to design learning activities all
from observing their classmates’ microteaching. As some microteaching activities
required the participants and their classmates to use the same learning materials to
construct individual lessons, the participants realized through this process that they
could improve their teaching by observing their peers. Participant 1 shared what she
learned from the experience of observing others teach:

I can feel the difference, because some of my classmates are really hardworking, and their
presentation slides are very colorful, very detailed and...they focused on how to teach or how
to use the blackboard..., so every time when...we [completed] a microteaching..., I would
learn from them how to use the blackboard, how to manage a class, what activities I could
do if one day I’m going to teach the same lesson like them….I really appreciated having the
microteaching [activity]...because we learned from others. (Participant 1)

Although the participants voiced positive opinions about microteaching, they also
had some concerns about the quantity and the length of microteaching. Participant 1
explained that only a single 10–15 min microteaching experience was not enough to
allow her to observe classmates’ teaching; she felt a full microteaching lesson would
be needed for this to happen. Participant 2 expressed a similar concern, claiming that
as they neared the end of their teacher education program more of these activities
should be provided instead of increasing the number of lectures given by professors.
She felt that pre-service teachers should be givenmicroteachingopportunities starting
from year 2 and possibly even year 1 of the teacher education program.

The discrepancy between microteaching and formal teaching has arisen uncer-
tainty regarding to what extent teaching content and skills polished in microteaching
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can be transferred into formal classroom teaching (Hawkey, 1995). The participants
noted that the behavior of their classmates acting as students during themicroteaching
activities was quite different from the behavior of the primary education students in
the local schools. Participant 2 expressed a need to have interaction with children
earlier on in the primary education program so that there would not be such a shock
when they entered the formal classroom during the year-long practicum in the fourth
year. Participant 1 further shared her experience:

In [the] university I’m going to teach [my peers], for example, is/am/are. They already
know, right? They already know he [goes with] is and they [goes with] are, so they can
answer my questions very quickly. And because they act like students, they raise their hands
to answer [my question] and they will show that they can really do something.... And all
the procedures...[are] very similar… [to the] real classroom. [But] for the learning level,
the education level between my classmates and my real students--they are different. So,
for example, in the real school [when] I’m teaching [students] is/am/are, I cannot go very
smoothly and I cannot just say to them “is for he and she, okay?” You cannot be like that.
You need to teach [primary learners] patiently and explain to them what the difference is
between is/am/are. So, maybe I just need to spend forty minutes teaching my classmates a
lesson [because] they already know [the content] clearly. But for my real school, maybe I
need to spend about two lessons to teach [primary learners]. (Participant 1)

Besides the reflections on the microteaching, participants reported certain prac-
tical knowledge had not been provided by the teacher education program. School
education is a complex system which involves not only the interaction with the
children but also the coordination with other stakeholders such as administrators and
parents (Walker et al., 2010). Themost frequentlymentionedpractical knowledge that
participants were in need of but were not adequately provided in the teacher educa-
tion program was development in administrative skills. Both participants pointed
out that they had known nothing about the required administrative roles of a teacher
or the skills necessary to communicate with parents prior to starting their teaching
practicum in the local school. For example, participant 2 wished she had learned
how to “deal with parents”, especially for parents that had high expectations of their
children. She shared:

[I] need to meet their parents. I think it’s a terrible thing that [was] new for me because their
parents are just like monsters. Yes, they want their children to be the best, but I can’t [make
that happen]. (Participant 2)

Although there is an increase in teacher education programs that use English as the
medium of instruction (EMI), it seems the English teachers that graduate from these
programs are still incapable of successfully giving lessons in the target language
(Nunan, 2003). Participant 2 expressed her inability to use the English language to
teach, especially when teaching vocabulary.

Sometimes I think I know...how to teach vocabulary. I know the vocabulary and I think the
kids will know the vocabulary but sometimes when I teach the vocabulary they just don’t
know. I can use English to teach but I don’t know how to explain vocabulary words in
English...... [and] for...some difficult vocabulary I also want to use English [to teach] but in
my class I can’t use [only] English to teach vocabulary. ...I don’t know how to use [only]
English to teach... vocabulary. (Participant 2)
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Considering the fundamental role of vocabulary in language learning (Wilkins, 1972),
it is paramount for a teacher education program to provide pre-service teachers
with the skills needed to teach vocabulary. Both participants expressed their need to
have more training in the teacher education program about vocabulary learning and
teaching. They shared the following during the interviews:

[I wish] I had been taught how to teach... vocabulary [in the teacher education program
before the teaching practice], because in this [teacher education program] we normally learn
how to teach writing and then grammar and reading. We don’t have a chance to learn how
to teach vocabulary. (Participant 1)

I [am not allowed to] use Chinese [to teach] and even if I used Chinese, I don’t know
how to explain vocabulary. I think I want to improve this thing. How to teach vocabulary?
(Participant 2)

Quality of the Year-long Teaching Practice

The component of the teaching practice that generated the most attention from the
participants during the interviews was the role the mentors played in their teaching
practice experiences. The teaching practice provided the participants with an oppor-
tunity to practice adjusting their teaching to meet different student abilities as well
as gain experience in dealing with emergency situations within a classroom. While
they reported several positive aspects of the teaching practice experience, they also
discussed a need for training on how to incorporate or enhance their teaching with
technology.

Quality of the Mentors’ Role

Development of mentor–mentee relationships in teacher education programs encour-
ages professional growth of pre-service teachers (Fairbanks et al., 2000). For the
current study, the participants found their mentors from the local primary school
provided themwithmodels for teaching, interactingwith parents, classroommanage-
ment, and joining administrative meetings. Below, examples are provided on how the
mentors provided positive support to the two participants throughout their teaching
practice.

Model for Teaching

I could observe her and then sometimes I would copy her teaching because I thought it’s
good. (Participant 2)
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Interacting with Parents

I learned how to interact [with the parents] from my [mentor]. She said that I should get
some suggestions from her if I needed to but she would still talk to me on her own so I
would listen and see what she says and do what she does…I would sometimes observe her
interactions with the parents. I think it’s just the right thing and the important thing for me
to learn. (Participant 1)

Classroom Management

They help us a lot. So, when I had any questions, [they would provide advice.] For example,
students...were very noisy and they didn’t want to listen, and they were just very talkative
and even some had special needs.... (Participant 1)

The first time I went to the school [is] when I knew who my students were and what they
were like...I didn’t have classmanagement skills. So, I had really bad classroommanagement.
So, most of the time I was using about twenty minutes [out of a forty-minute lesson] to get
them to be quiet. [Telling students] stop, stop, stop, don’t talk anymore, stand up and don’t
talk…[is] not useful [or] effective. So, I [went] to ask my mentors and…[they] provided me
some very useful [advice] and helped me to talk to the students....and then my other mentor
provided some classroom management [advice]... she provided me with [skills] to teach
them, [and] how to make the class become more interested in my lessons so they would want
to [pay attention in] my class.... (Participant 1)

Administrative Meetings

…they taught me different things, for example how to plan a meeting for the teachers…. I
have helped them prepare for the school open day. I think it’s also a difficult thing for me
because I’ve never learned how to do such things before, and in this university, we never
learned how to do these practical things like how to plan teachers’ meetings or how to help
on a school’s open day. We don’t know how to do these things. (Participant 2)

Availability and Relationship Building

Due to the busy schedules of the mentors, the participants sometimes could not
receive on-site assistance in a timely manner. Participant 2 shared:

...but my mentor has many jobs to do, so sometimes she would be too busy to show me in
detail… I know that she wanted to teach me, but she had many jobs to do. She would be
tired, and impatient. (Participant 2)

As mentors viewed the teaching practice as a compulsory learning module required
by the teacher education program in the university, they have rarely positioned the
relationship with the pre-service teachers as an apprenticeship requiring guiding the
pre-service teachers from students to formal teachers. This might be a reasonwhy the
mentors were less involved in helping the participants with teaching and classroom
management issues. As participant 1 put it:
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[A]ctually, [mentors] don’t [have] a lot of expectations [about] us because they think that
we are really very new and just come for teaching practice…so the first time I went to the
classroom, [I knew] no one’s going to [be there to] help me. I just [went] to the classroom by
myself, and I needed to find myway, find my style to teach [the students] because mymentor
won’t interrupt my teaching. She [would] just say, “Do it by yourself. Try! You cannot expect
us to help you like that and we are not going to do that.” Mentors don’t expect much from
us. They just expect us to teach, [just what] the school needs us [to do]. (Participant 1)

Teaching

The teaching practice in the local primary school provided the participants with
opportunities to interact with real learners at various L2 proficiencies and achieve-
ment levels. This has made them reflect on language learning task design. For
example, participant 1 shared her perspective on how the teaching practice pushed
her to learn how to adjust lessons to meet the needs of her mixed-ability class. She
shared:

[During] microteaching [peers] can answer very quickly and all the things seem to be perfect.
Things go very smoothly but when you really go to a real school and have to do real teaching,
you know that students don’t know [things like peers.] You really need to teach them step
by step, explain to them very clearly, and take special care of the weak learners. [Giving]
one or two examples [is enough for] quick learners...but for the weak learners, they still will
not know how to use the grammar correctly. So, you need to balance your class [to support]
the quick learners and weak learners. You need to know how to...encourage both types of
learners to learn more, and to help [the weak learners] to catch up [with] the class. So, it’s
really a real challenge but it’s very good because this has prepared me to become a real
teacher in the future. This experience is very good. (Participant 1)

Balancing academic studies and a full-time teaching practice was a challenge for
the participants. They questioned the arrangements and complained that working all
day and then studying evening courses often left them feeling exhausted. Participant
2 suggested the teacher education program to take note of other teacher education
programs that arrange university courses all on the same day of the week and not
arrange teaching practice duties on this day. This way the pre-service teachers can
focus on one responsibility at a time. They also hoped that agreements could be
reached that would allow them to record some of their lessons taught in the local
schools to be used for self-reflection or improvement. Currently, this was not encour-
aged by the local schools. The students hoped that the university could negotiate this
issue with the local schools and explain the benefits of reflective practice.

Emergency Skills

The participants also mentioned that the teacher education program did not prepare
them for the type of emergency skills they needed in the local schools. Besides issues
related to first aid or occasional mishaps that come with teaching young children,
participant 2 emphasized that pre-service teachers need to be told to expect the
unexpected. She shared one humorous anecdote:
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Sometimes the primary one students are afraid of insects…and although sometimes a teacher
will also be afraid, she has to calm down and just kill the insects for the students or class
cannot continue. You just have to go on. (Participant 2)

Discussion

Microteaching is Useful but Must Be Expanded

Aside from imparting theoretical knowledge on pre-service teachers, the teacher
education program also provided the pre-service teachers with practical experience
through microteaching that allowed for learning about and reflecting on effective
teaching practice (Bell, 2007; Peker, 2009). Microteaching is a routine and effective
pedagogy in teacher education programs. It has many benefits including reflecting
on the teaching via the feedback from the teachers and peers and observing peers’
teaching (Aimah, 2020; Bell, 2007; Yan & He, 2017). In general, the participants
in the current study agreed that microteaching was an effective way to help them
improve by reflecting on the feedback provided by both teachers and classmates,
which is consistent with previous research (Benton-Kupper, 2001). Microteaching
also allows pre-service teachers to observe peers’ microteaching which enables them
to improve their own teaching (Adnyani, 2017). This was also found to be the same
for the participants in the current study that reported using some of the teaching
techniques their peers used in themicroteaching sessions.Notably, however, previous
research found the role of microteaching supervisors were multidimensional, such
as being an instructor, counselor, and evaluator (Dagget et al., 1979; Johnson &
Knaupp, 1970), while the interview data suggested the teacher’s role was only an
evaluator who tended to pinpoint faults and strengths of teaching. Other roles, for
example being a counselor to help with pre-service teachers’ teaching problems
(Aimah, 2020), seemed to have been absent in this teacher education program.

The artificial nature of microteaching has been documented in the published liter-
ature and is also reflected in the interview data from the current study (Yan & He,
2017). Although its fallacy is derived from the pedagogical intention to create a
simplified but systematic teaching situation where pre-service teachers can experi-
ence a short but complete teaching process (Morrison, 2001), the injury is evident.
When facing real students who cannot cooperate as the peers in microteaching due
to their younger age and lower L2 proficiencies, the participants became anxious and
unable to adjust their teaching. This may indicate that a taste of real teaching in the
form of microteaching may not be sufficient for pre-service teachers to develop the
teaching skills necessary to engage in the teaching practice without further prepara-
tion (Yan & He, 2017). Thus, to mitigate the negative influence induced by the artifi-
ciality of microteaching, researchers have advocated to either extend microteaching
to full-length lesson teaching to better prepare pre-service teachers to teach in a real
teaching context (Amobi, 2005) or invite an expert in-service English teacher to
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guide the microteaching and reveal in advance the complexities of the real teaching
the pre-service teachers will experience after graduating from the education program
(Cheng, 2017).

The Mentor’s Role in the Teaching Practice Should Be Central

Another crucial means of enhancing pre-service teachers’ practical knowledge is
through teaching practice in local schools. School mentors are the most impor-
tant party that assists with this process (Aimah et al., 2020; Maddamsetti, 2018).
The participants spoke highly of the positive role that the school mentors have
played in guiding them in completing a range of school activities including teaching,
classroom management, parent–teacher relationships, and school administration. A
meta-analysis of teaching practicum research indicated that the majority of existing
research has focused on exploring mentoring approaches and mentoring processes
(Lawson et al., 2015). Among them, more emphasis has been put on investigating
the mentor’s role to model instructions for pre-service teachers’ professional devel-
opment, in particular, almost exclusively orientating teaching practice improvement
(Fairbanks et al., 2000; Rajuan et al., 2008). Yet, the current study revealed that
the mentoring relationship covered more than shaping pre-service teachers’ profes-
sional practice and teaching strategies, by including complex social interactions
such as dealing with parents and performing school administrative duties. In a word,
mentors’ other roles were worth attention as the mentoring also aimed to help the
pre-service teachers to transfer from pre-service teachers in a university classroom
to pre-service teachers in a real teaching context (Stanulis & Ames, 2009).

The participants also encountered obstacles during the teaching practice. It was
found that on the one hand, local school mentors seemed to fulfill their role in
monitoring pre-service teachers’ teaching performance, giving guidance in not only
teaching but also dealing with parents, while they, on the other hand, expected the
pre-service teachers to be less involved in daily school issues. Thiswas partly because
the mentors were overwhelmed with their own work duties and had less time to cater
to the pre-service teachers’ needs other than giving them opportunities to teach and
offer support when sought out (Maddamsetti, 2018). Maddamsetti (2018) suggested
both university and practicum school administrators may collaborate and encourage
mentors to get more involved in pre-service teachers’ teaching practice by providing
mentors with incentives for doing so or cultivating recognition of their crucial roles
in teacher education.

Another problem the pre-service teacher participants encounteredwas the transfer
of theoretical knowledge learned in the teacher education program to practical appli-
cations in the local primary schools. For example, while the participants recalled that
professors in the teacher education program advocated the integration of technology
into teaching, mentors in the teaching practice school insisted on using traditional
teaching tools only. The difficulty in connecting theoretical knowledge learned in
teacher education programs to the teaching practice classroom may be an issue that
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cannot be resolved until pre-service teachers are in charge of their own classrooms
as in-service teachers (Alanazi, 2019; Hadi, 2019).

The participants also voiced a need to have videotaped teaching practice which
would allow them to reflect on their teaching. It is a common practice to video-
tape microteaching that enables supervisors to give video-based feedback and pre-
service teachers to conduct video-based reflection (Kpanja, 2001; Quinn, 2000). For
example, Kpanja (2001) found that Nigerian pre-service teachers who performed
microteachingwith the aid of video recording progressedmore drastically in teaching
skills than those without. Thus, teacher education programs can consider negotiating
with local schools to provide a video-based reflection opportunity for pre-service
teachers.

Lesson Planning and Practice is Sorely Needed

The participants reported the significance of lesson plan writing skills for preparing
appropriate teaching materials and adapting teaching techniques to their future
students’ needs. This finding backs the definition of lesson planning proposed by
Alanazi (2019), which emphasized that effective teaching is the result of effec-
tive lesson planning that considers what to teach and how to teach. It was also
pointed out by the participants that more concrete examples of lesson plans should
have been provided during their studies in the teacher education program, so they
would have had a more concrete idea of what a written standard lesson plan should
consist of before being placed in local schools. While the teacher education program
did encourage innovation and critical thinking, which can result in better teaching
outcomes (Alanazi, 2019), such creative ideas should not outweigh the considera-
tion of target students’ needs when designing lesson plans. Holm and Horn (2003)
stressed the essentiality of students’ needs in achieving effective teaching. Alanazi
(2019) suggested to provide chances for pre-service teachers to get acquainted with
their potential future students prior to the start of a teaching practicum to increase
understanding before expecting written lesson plans to be produced.

English Proficiency and English as a Language of Instruction
Must Play a Central Role in the Education Program

A sufficient level of English proficiency is required to reach effective communication
and teaching in the EFL classroom (Renandya, 2018; Richards, 2017). According to
Kachru and Nelson (2006), being immersed in an environment that lacks immediate
use of English will stagnate pre-service teachers’ English proficiency development.
Although both participants were enrolled in a program taught at a university that used
English as the medium of instruction, many of the courses in their particular program
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were taught using Chinese. Thus, it was not surprising that the participants found
it difficult to use the English language to teach; they were lacking many positive
examples of how to use the English language as a medium of instruction. Increasing
thenumber of courses taught inEnglish for the primary educationpre-service teachers
could provide them with good role models of how to use English to teach content
knowledge. In addition, more attention should be paid to vocabulary instruction by
the primary education program. The participants stated that teaching vocabulary was
difficult even if they were permitted to do so using Chinese. As vocabulary plays a
fundamental role in language learning (Wilkins, 1972), this should be an area of the
primary education program that is duly addressed.

Pre-Service Teachers Need to Be Prepared for Classroom
Uncertainties

Through their teaching practice experiences, the participants identified issues that
teacher educators in the primary education program can incorporate into their
teaching, including how to deal with classroom uncertainties and how to form
parent–teacher relationships. Classroom uncertainties mainly arose from mixed-
ability classes, misbehaviour, and emergencies. Individual differences in student
language proficiency can affect participation, which may then result in the failure of
achieving classroom harmonization (Adnyani, 2017). The pre-service teacher partic-
ipants were not prepared for these issues and only began to consider them after their
teaching practice started. While microteaching prepared them for the role of being
a teacher, they required further suggestions from their school mentors on how to
deal with these issues as they were made to feel anxious and found it difficult to
solve without any background knowledge. While their mentors were able to provide
adequate advice for dealing with these issues, they probably could have benefited
from further teacher education on how to use motivation and patience to handle such
misbehaviour (Adnyani, 2017; Bekleyan, 2011). The participants also mentioned
a need for emergency skill training to be incorporated into the teacher education
program including how to administer first aid, dealing with insects, and calming
down overexcited children, none of which were discussed in any of the teacher
education courses.

Instruction on Parent–teacher Relationships Should Be
Integrated into the Curriculum

The participants claimed interacting with parents was always a stressful event. While
unavoidable, there are some strategies that canmake these encounters bearable (Uitto
et al., 2020). Providing pre-service teachers with teacher education that encourages
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adopting micropolitical concepts and theories to communicate with parents could
help alleviate some of the stress. Micropolitics refer to strategies used by individ-
uals or groups to meet their interests or goals within an organization (Lander, 2001).
Although pre-service teachers may get advice from their mentors just like the partici-
pants in the current study, the knowledge of maintaining parent–teacher relationships
could be offered in the teacher education courses to supplement the practical advice
given by mentors. Uitto et al. (2020) proposed to prepare pre-service teachers with
micropolitics literacy and techniques during the teacher education program as a way
to get them prepared to form these relationships in the local schools.

Limitations

While the findings of the current study have underscored the need for curriculum
adjustments to the primary education program where the participants had received
training, these findings should be taken in consideration with the limitations placed
on these findings by the small sample size and the context of the primary school
where the participants experienced their teaching practice. The aim of this case
study was to evaluate the primary education program and teaching practicum in
order to lay groundwork for future studies. To have a more solid understanding of
the primary education program that the participants experienced would require the
recruitment of more participants that were mentored at different primary schools
within the Macau SAR. Furthermore, as schools in the Macau SAR are given a lot of
authority in curriculum selection and implementation, amore large-scale quantitative
survey regarding both pre-service and in-service primary English teachers that have
experienced training in the education program to become an English teacher are
needed to make more general claims about this particular or other primary education
programs in Macau or their associated practicum opportunities.

Conclusions

This case study investigated the teacher education and practicum experiences of two
pre-service primary English teachers in the Macau SAR. The participants reported
gaining practical and theoretical knowledge from the teacher education program
that was effective and ineffective at enhancing their teaching abilities. Although the
participants claimed knowledge on how towrite lesson plans andmanage classrooms
was gained, it was still not adequate to perform on par with in-service teachers. They
also claimed a need for additional training in how to use English as a language of
instruction and how to teach English vocabulary. The participants found the expe-
rience of microteaching helpful for their transition from being students to teachers
but found the microteaching experiences in the teacher education program too few
and not realistic. Enhancing this training for pre-service teachers while they are still
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enrolled in the teacher education program could have enhanced their experiences
during their teaching practicum. Other issues the participants encountered during
the teaching practice that were not incorporated into their teacher education were
how to deal with classroom uncertainties, how to build up parent–teacher relation-
ships, and how to perform administrative duties at the local primary schools. The
participants found the relationship with their local primary school mentors one of
the keys to tackling these unexpected issues. This suggests that increasing the role
of the mentors in the local schools could enhance the experience of the year-long
teaching practice. Teacher educators and teacher education curriculum developers
should consider the issues of the participants and further investigate whether some of
the adjustments the participants recommended might be helpful for future students
that are educated in this primary education program.

Funding This research was supported by Specialized Subsidy Scheme for Macao Higher Educa-
tion Institutions in the Area of Research in Humanities and Social Sciences of Higher Education
Fund (FES) under grant number HSS-UMAC-2020–07.

Appendix A

1. How did or didn’t this teacher education program prepare you to teach English
for the teaching practice in the local primary school?

2. How did or didn’t this teacher education program prepare you to teach English
in local primary schools?

3. Are you happy with the teacher education that this program has provided you?
4. Do you think the theories you learned about in the teacher education program

were helpful to your teaching practice in the local primary school?
5. What did you find useful or not useful about your teacher education courses

at the university?
6. Did you ever have an opportunity to practice teaching during the teacher

education program (for example, in-class microteaching)?
7. Did you have the opportunity to observe your peers teach? How did you find

their teaching?
8. How did themicroteaching prepare or not prepare you for the teaching practice

in the local schools?
9. What did you feel were the expectations of your mentor in the local primary

school?
10. What did you feel were the expectations of the supervisor at the university?
11. Now that you have finished the practicum, is there anything that you wish you

had known before you started? Is there something you wish your current self
could tell your pre-practicum self?

12. Is there anything else about the teacher education program or the teaching
practice that you would like to share about?
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Chapter 19
Psychology Teacher Education in Brunei:
Evolution, Development, Challenges,
and Growth

Lawrence Mundia

Abstract Psychology subjects and contents are only taught in the 12th and 13th
years ofBrunei’s school system.Despite this, psychology curriculumhas always been
included inBrunei’s previous and current initial teacher education programs that train
all teachers. The pre-2008 teacher education course included psychological modules
addressing human development, theories of teaching and learning, and inclusive and
special education for all categories of trainee teachers. Thepost-2008 teacher prepara-
tion course created the following specializations: early childhood education; primary
education; secondary education; inclusive education; and higher education (Mundia,
European Journal of Educational Research 9:685–698, 2020; Mundia, L, Shahrill,
M, Jaidin, J. H, Jawawi, R, & Mahadi, M. A. (2016). Brunei’s teacher education
programs: insights into students’ coping and help-seeking strategies to challenges.
International Journal ofMentalHealth Systems, 10(1),ArticleNo. 62. https://doi.org/
10.1186/s13033-016-0091-5). Psychology teachers are trained within the secondary
school category explained in detail in this chapter. Psychological contents and skills
that challenge both trainee teachers and secondary students include quantitative and
qualitative research designs, especially experiments, reliability andvalidity, statistics,
qualitative data analyses, teaching and learning higher-order skills, critical thinking,
and application of psychological knowledge and skills to problem-solving situations
and contexts. The student teachers’ main preferred strategies for dealingwith distress
include task-oriented coping, productive coping, utilizing Internet sources, confron-
tive coping, planful problem solving, preventive coping, avoidance-oriented coping,
and self-control. Psychology school subject and psychology teacher education have
bright future in Brunei.
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Introduction, Background and Setting

Lawrence Mundia obtained his Ph.D. in educational psychology and measurement
fromCornel University, USA, as a Fulbright scholar. He is a BPS chartered psycholo-
gist, anHCPC-UKregistered and licensedpractitioner psychologist, and anAssociate
Fellow of the British Psychological Society. Currently, he teaches psychology, coun-
seling, inclusive education, special education, and teacher education in the Sultan
Hassanal Bolkiah Institute of Education, Universiti Brunei Darussalam. He was
involved with the preparation of initial teachers in Brunei for 18 years (2003–2021).
Previously, he taught the same disciplines at universities in Papua New Guinea,
Swaziland, and Zambia. The teaching areas are also his research interests and focus.
Recent research has also been conducted on criminality, child and adolescent mental
health, students’ and teachers’ coping strategies, mathematics achievement, and
motivation and learning.

The Brunei educational system has four types of institutions (such as govern-
ment, religious, private, special education centers operated privately, and interna-
tional schools) all of which need teachers. The government school system consists
of five stages. The pre-university level prepares students for entry into university.
Academically oriented students progress from preschool to pre-university and then
enter university. Other students who, for various reasons exit en route at different
levels, follow alternative pathways such as getting a job, attending a vocational
school, or enrolling in a technical college. Table 19.1 structurally illustrates the
Brunei government system of education. Of these levels of education, only teachers
of psychology in pre-university institutions (also known as senior secondary schools
or Sixth Form Colleges) are mainly covered in the present chapter. The level is a
two-year course divided into two separately assessed and independent sublevels,
namely Year 12 (General Certificate of Education Advanced Subsidiary Level or
GCE ‘AS’ Level); and Year 13 (General Certificate of Education Advanced Level,
GCE ‘A’ Level) as previously stated by Mundia (2019). In 2018, there were 3417
combined GCEAS-Level and A-Level students in Brunei of whom 1394 were males
and 2023 females (Ministry of Education, 2018). Most of them were in schools
located in Brunei-Muara district (2773) with few in Tutong (313), and Kuala Belait
(331). There were no statistics on the number of students by subject and gender. The
Ministry of Education (2018) also indicated that the Year 12–13 level of education

Table 19.1 Brunei government education system

Education School/Level Years/Grades Age range Duration/Years

Early childhood Preschool None 4–5 2

Primary Primary school 1–6 6–13 6

Middle Lower secondary 7–8 13–15 2

Secondary Upper secondary 9–11 15–17 3

Senior secondary Pre-university 12–13 17–19 2
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had 500 teachers (156 males and 344 females) of whom 399 were in Brunei-Muara
district, 54 in Tutong, and 47 in Kuala Belait. The total number of teachers were
not reported by subject, gender, and district. However, at the time of preparing this
chapter in 2021, the author estimated the total number of psychology teachers in all
the Sixth Form Colleges to be 22 (19 females and 3 males).

The Need for Psychology School Subject and Teachers
in Brunei

More than 24 subjects are taught and assessed in the Brunei education system.
Psychology is a new and popular school subject in Brunei that challenges students.
The subject is not taught at Year 11 (General Certificate of Education Ordinary, GCE
O-Level) but only taught to Year 12 (General Certificate of Education Advanced
Subsidiary,GCEAS-Level) andYear 13 (General Certificate of EducationAdvanced,
GCE A-Level) students (Omar et al., 2014). Students’ interest in and demand for
the subject are quite high as the subject leads to many science career paths such
as becoming a practitioner psychologist, psychotherapist, counselor, psychiatrist,
mental health specialist, forensic scientist, criminologist, intelligence officers in the
armed forces (military and army), and many other related professions (Mundia,
2019).

The increase in the number of psychology students leads to a demand for more
psychology teachers (Mundia, 2019). To meet the instructional needs of psychology
students in Sixth Form Colleges, the Sultan Hassanal Bolkiah Institute of Education
(SHBIE) at the Universiti Brunei Darussalam (UBD) embarked on the training of
psychology subject teachers locally from 2008 until the demand was met (Mundia,
2019). Prior to 2008, Bruneian teachers of psychology received their training from
overseas universities. They were graduates with a bachelor or master degree in
psychology.

Psychology Content in Previous Brunei Main Teacher
Education Program

The previous main teacher education programs for Brunei, trained instructors for
many different teaching qualifications such as the certificate in education, diploma in
education, the bachelor of arts degreewith education, bachelor of science degreewith
education, and the postgraduate certificate in education. All these programs included
educational psychology and educational counseling modules that addressed various
aspects of developmental psychology, theories of teaching, theories of learning,
child and adolescent mental health, inclusive and special education, introduction
to counseling, and school counseling.
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Psychology Content in Current Reformed Brunei Main
Teacher Education Program

At present, people who aspire to train as psychology teachers in Brunei need to
have a first degree in psychology. This permits them to have in-depth knowledge of
psychology contents. This type of psychology teacher education was modelled on
the UK (Foot, 1995) and is different from the teacher assistant, TA model used in
USA (Meyers & Prieto, 2000). The psychology teacher education program does not
provide new or additional contents in psychology. Instead, it is focused on providing
educator knowledge and skills required by practicing teachers. Some of the educator
knowledge and skills taught by the Brunei psychology teacher education program
are presented in Table 19.2. Others are adopted from the Brunei Teacher Standards
(Minstry of Education, 2013). The program enables its graduates to deliver Year
12 and Year 13 psychology contents and skills to pre-university students in Sixth
Form institutions. Year 12 and Year 13 psychology curriculum and examinations are
both largely determined and controlled by theCambridge International Examinations
(CIE), an external education agency based in the UK and mentioned above in Table
19.1.

In a study conducted by Omar et al. (2014), different categories of psychology
student participants of various ability levels had preferences for different types of
psychology teachers.More-able students preferred a cognitive-oriented teacherwhile
less-able students emphasized the affective-oriented instructor. Students in themiddle
range of the ability scale endorsed both cognitive and affective traits in the ideal
teacher traits Omar et al., 2014). A cognitive-oriented teacher is one who pays more
attention to academic knowledge and skills, while the affective-oriented teacher
prefers addressing the personal behavioral issues of the student.

Table 19.2 Psychology teacher education contents

Aspect of teacher education Broad contents covered

Curriculum design Contents; knowledge; and skills in the teacher education
curricular

Lesson planning Objectives; knowledge; skills; activities; teaching aids;
lesson evaluation

Teaching Teaching styles; individualized teaching; group teaching

Assessments Different types of tests, assessments and examinations

Exceptional students Students with special needs; gifted learners; making
accommodations in assessments

Classroom environment Seating arrangements; teacher leadership styles; engaging
students actively (individuals and groups)

Statistics (understanding and using) Introductory, intermediate, advanced

Research designs Quantitative; qualitative; reliability; validity; biases

Student achievement Enablers; barriers
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Effective teachers (also known as ideal or super instructors) are believed to have
several common characteristics. Previous research has identified, among others, traits
such as communicating high expectations, providing constructive feedback, deliv-
ering content in small and structured units, clarity of instruction (see Creemers, 1994;
Lowyck, 1994; Scheerens & Bosker, 1997; Omar et al (2014). In addition, effective
teachers are also perceived to have good interpersonal behavior and interaction skills
that they use in engaging students via learning activities (den Brok et al., 2004;
Wubbels & Brekelmans, 1998; Wubbels et al., 2006).

Challenging Psychology Contents and Skills to Brunei High
School Psychology Students

Being a difficult subject, Brunei secondary students’ performance in psychology
generally ranges from moderate to high. The reasons for this are not quite clear
and might be due to many factors. For example, psychology is a cognitive science
subject closely related to biology, psychiatry, and mental health. The psychology
subject in Brunei school system is taught to Years 12–13 students only using mainly
journal articles based on quantitative experimental research designs and statistics
(Mundia, 2019). Students with insufficient background in subjects or disciplines
such as biology, mathematics and statistics often struggle in psychology despite
having high interest. Mundia (2019) found that barriers to achievement for Year 12
and Year 13 psychology students included lack of clarity and lack of specificity in
test items; difficulties in understanding examination questions; low skills in statistics;
inadequate research skills; difficult research design items; and absence of educational
interventions. Psychology teachers and teacher education initiatives (both preservice
and in-service) need to direct attention and priority at resolving these and other
related issues. In addition, secondary student participants in the study (Mundia, 2019)
suggested having guidelines on answering examination questions; more discussion
of revision questions during practice sessions; and the teaching of critical thinking
and time management skills.

Challenging Psychology Contents and Skills to Brunei
Trainee Psychology Teachers

The same study cited above (Mundia, 2019) also identified a number of challenging
psychology contents and skills toBrunei trainee psychology teachers. These included
understanding and mastering: quantitative research designs; sampling strategies;
technical issues such as reliability and validity; complicated concepts (e.g. Type
I error, Type II error, false positives, and false negatives); applying statistics; and
evaluating statistics. These need to be addressed by both preservice and in-service
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teacher education. According to this study, help-seeking and peer learning should be
used carefully so that they do not defeat the purpose of individual learning.

Another recent study (Mundia, 2020) evaluated the instructional skills that Brunei
trainee teachers (both psychology trainee teachers and non-psychology trainee
teachers) either mastered or were deficient in. The results of this study showed
that participants were proficient on 15 of the 28 skills (Approachable; Confident;
Effective communicator; Encourages; Enthusiastic; Flexible;Good listener;Humble;
Prepared; Professional;Rapport; Respectful; Sensitive; Striving to be a better teacher;
Understanding). The 13 behavioral skills on which trainee teachers were less
competent included: accessibility; authoritativeness; creativity; goal-setting; humor;
knowledge; using current information; promoting class discussion; applying crit-
ical thinking; providing; student-centered teaching; managing class time; developing
realistic student expectations; and being technologically competent. The four least
developed skills were: being accessible; presenting current information; promoting
critical; and having realistic student expectations (Mundia, 2020).

According to Mundia (2020), females scored highest on Humble and Realistic
expectations, while males scored highest on Understanding. Trainee teachers aged
31–35 scored highest on: promoting critical thinking; and providing constructive
feedback than counterparts. Participants with higher degrees (e.g. Master of Arts)
scored higher on Authoritative skills than those with lower degrees (e.g. Bachelor of
Arts). Trainees with teaching experience scored significantly higher on: accessible;
knowledge about the subject matter; and technological competence, than those with
no experience. The findings suggested the need to help pre-service teachers to gain
proficiency in all teacher skills to improve the quality of education in the country.
Mundia (2020) offers several and extensive suggestions on how to address the identi-
fied trainee teachers’ deficits. These include how to apply multicultural instructional
skills (see Hofstede, 1980, 1986; Banks, 1995).

Prevalence of Depression, Anxiety and Stress in Brunei
Student Teachers

Azmin (2016). Effect of the Jigsaw-Based Cooperative Learning Method on Student
Performance in the General Certificate of Education Advanced-Level Psychology:
An Exploratory Brunei Case Study. International Education Studies, 9 (1): 91–106.

With somanymodules covered in a short duration of 18months, the currentBrunei
teacher education program that was implemented in 2009 is quite intensive (Azmin,
2016). The hard work that students put in to complete the program successfully
was likely to have an adverse effect on the mental health of the trainee teachers.
Mundia (2009) found that depression, anxiety, and stress were some of the mental
health problems that were prevalent in Brunei trainee teachers. According to this
study (whose data were collected in 2008 prior to implementation of the current
reformed and ongoing teacher education program), females had, in general, more of
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these mental health problems than males. In addition, students on the bachelor of
education (B.Ed) programwere also, in general, more affected by these concerns than
those on the postgraduate certificate in education (PGCE) course. In another study by
the author (Mundia, 2010a), a student teacher dropped out from the teacher education
program due to severe social anxiety which negatively impacted her micro-teaching
with peers and teaching practice tasks with students in schools. Unfortunately, none
of the affected students received treatment. Trainee teachers, like other students in
the university, were required to seek help or treatment on mental health issues on
a personal and voluntary basis. Most did not do so as they were fearful of being
stigmatized.

Coping with Stress Among Brunei Trainee Teachers

Although research shows that Brunei trainee teachers were affected by depression,
anxiety, and stress, for which they did not receive any treatment, only three studies
on coping with stress are available. Of these three coping survey studies, one was
conducted prior to implementation of the newMaster of Teaching (M.Teach) teacher
education program (Mundia, 2010b). The participants for the earliest research on
Brunei student teachers’ stress coping consisted of 118 educational psychology
student teachers at the Universiti Brunei Darussalam, UBD, 89 females and 29
males (Mundia, 2010b). In addition, the sample comprised of 71 B.Ed and 47
PGCE students. Overall, three major findings were obtained from the study by
Mundia (2010b). First, the task-oriented strategy was the most used coping method
followed by the avoidance-oriented style. Second, there were no significant gender
and program of study differences in the way participants employed the three coping
procedures (task-oriented, avoidance-oriented, and emotion-oriented). Third, age,
gender, and program of study were not significantly correlated with the three coping
strategies. These coping strategies were found to be distinct ways of reacting to and
relieving stress according to the Brunei sample.

The first of the two coping surveys conducted after implementation of the new
Master of Teaching (M.Teach) teacher education program involved 76 randomly
selected recent graduate teachers (Mundia et al., 2016). According to Mundia et al.,
2016 participants endorsed both the productive and non-productive coping strate-
gies. In addition, they depended more on peers, teachers, and Internet sources
for help (Mundia et al., 2016). Four major findings were obtained from Mundia
et al. (2016). First, task-oriented coping was the most important and significant
predictor of success on the M.Teach and MEd programs. Second, females had a
higher likelihood of success compared to males. Third, students who consulted rele-
vant Internet resources had higher odds for succeeding compared to those who did
not. Fourth, less-able students who collaboratively worked with the more-able peers
were nearly two times more likely to perform better than those who did not. Based on
evidence from this study, coping and help-seeking were positively and significantly
related to academic achievement on the two Brunei main teacher education programs
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(M.Teach and M.Ed). Furthermore, the results suggested that vulnerable and at-
risk trainee teachers needed appropriate interventions (educational, counseling, and
psychotherapy) related to effective use of task-oriented coping and seeking help
via cooperative learning, Internet sources, and teacher consultations (Mundia et al.,
2016).

The second coping survey administered to MTeach student teachers by Mundia
(2017) indicated that confrontive coping, planful problem solving, and self-control
were significant main effect predictors of achievement. Two separate sex-interaction
variables (male with accepting responsibility and female versus accepting responsi-
bility) were also significant predictors of achievement (Mundia, 2017). Accepting
responsibility was therefore helpful to both sexes in achievement (Mundia, 2017).
Younger participants aged 22–24 years scored significantly higher on the accepting
responsibility subscale than older peers aged 25–26 years (Mundia, 2017). In addi-
tion, low scorers on the quantitative reasoning test scored significantly higher on the
escape avoidance coping subscale than their more-able counterparts (Mundia, 2017).

Influence of Inclusive and Special Education Policies
on Brunei Teacher Education

The 1990s saw the introduction of the inclusive and special education reforms
in Brunei (see Ministry of Education, 1997, 1998). Learners with partial, mild,
and moderate special needs were functionally integrated into mainstream ordinary
schools. Students with high support needs who could not benefit from attending
ordinary schools were placed in special education centres. The inclusion and special
education reforms aimed at broadening and increasing access to education among
people with special needs.

Arguments Against Segregated Special Education
Institutions

For a long time, persons with disabilities in developing countries received their
education in segregated facilities. This approach, like in developed countries, is being
abandoned in favor of inclusiveness, which is a non-categorical strategy. The new
post-2008 teacher education program in Brunei, which includes training teachers for
the psychology subject, aimed at sensitizing student teachers about the disadvantages
of segregated special education, advantages of inclusive education, amendments to
examinations and other evaluations to accommodate students with special needs, and
the main reasons why inclusive education might fail. Arguments against segregated
special education institutions are presented in Table 19.3.
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Table 19.3 Arguments against segregated special education institutions

Rights. Disabled persons have the same natural and constitutional rights as non-disabled people
including access to and equity in the provision of education. Separating them from others is a
discriminatory act or practice

Morality. Disabled persons are part of communities and societies. Segregating them in the
provision of education is unethical and morally wrong because it acts as a barrier that prevents
preparing them from participating effectively in their communities and societies

Learning. A number of efficacy studies have shown that segregated special education does not,
in itself, lead to increased learning of knowledge, skills and behaviors

Labelling. Being labelled “special” not only psychologically leads to reduced self-esteem and
self-confidence but also stigmatizes and results in the development of a negative self-made

Attitudes. Segregated educational facilities based on disabilities help create and perpetuate
negative attitudes toward the disabled and low expectations from them

Dualism. Maintaining two systems of educational (special and regular) is expensive for most
countries

Needs. In the past, people used to be dichotomized into two distinct categories (normal versus
abnormal). The new concept of exceptionality stresses that no single person is perfectly or truly
normal. Emphasis now is on needs possessed by persons which place individuals on a
continuum of needs that can be partial (or mild), moderate, severe and profound

Causes. Most or the majority of all known handicaps and disabilities are caused by scientifically
diagnosable biological factors. Negative attitudes to and segregation of the disabled based on
speculations and fatalistic beliefs are thus unjustified

Interaction. Segregated educational facilities inhibit disabled persons from interacting with their
non-disabled peers in regular schools (Alasim, 2017). Lack of interaction can have detrimental
social and psychological consequences on both. Interaction is a key variable in the acceptance of
the disabled by teachers and non-disabled students

Arguments for Inclusive Educational Institutions

The idea of including disabled learners in regular or ordinary schools started first
in the western world (USA and UK) and then spread to other countries. Many
events were responsible for the emergence of inclusion as an educational move-
ment and policy. They include social, political, legal, economic, educational, and
decentralization factors as briefly outlined below.

• Social Factors: In the social sphere, the elements that contributed to the develop-
ment of the inclusive education movement and policy included: (1) a reconcep-
tualization of the notion of disability; (2) results of efficacy research; (3) families
of children with disabilities; (4) influence of interest groups and (5) progress and
an increase in social justice in some countries. Out of efficacy research emerged
a new concept of special educational needs which replaced the old dichotomy or
way of categorizing and labelling people into normal versus abnormal. In Britain,
the Warnock Report (Department of Education & Science, 1978) stated that no
person was perfect and that disability was a matter of degree of severity along a
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continuum. This implied that many people than earlier thought had special educa-
tional needs which needed to be addressed in school setting. The application of
this new concept helped to some extent to break down psychological and legal
barriers that separated the handicapped child from his/her non-disabled peers. It
was, for example, increasingly deemed wrong to label and discriminate people
solely on the basis of a disability. While the results of some efficacy studies
are either contradictory or inconclusive on the effects of labelling, it is evident
from most other studies that labels stigmatize and have detrimental psycholog-
ical effects on the people labeled (Dunn, 1968; Heward, 1996). De-emphasis on
labelling together with desegregation and institutionalization helped the process
on inclusion which is viewed by Stainback and Stainback (1992) as having three
major benefits: preparing students for integrated community living, avoiding the
ill-effects of segregation and promoting equality. Although findings from some
efficacy studies indicated that mere inclusion of disabled children into general
education does not always lead to learning benefits, results frommany other inves-
tigations have consistently shown thatwhenprovidedwith appropriate educational
experiences and support, children with special needs benefit more in integrated
than in segregated settings (Dunn, 1968; Stainback & Stainback, 1992). These
findings partly contributed to the development of notion of responsible inclusion
for students with disabilities (Vaughan & Schumm, 1995).

Teachers in regular schools often have negative reactions to the placement of
disabled children, particularly the severely and profoundly disabled, in ordinary
classrooms (Heward, 1996). Despite this, there is evidence that the negative atti-
tudes gradually become positive for most teachers after interacting with disabled
students (Giangreco et al., 1993). Encouraged partly by the positive results of
some efficacy studies, families of the handicapped children and interest groups
became strong proponents and advocates of the inclusiveness movement. For
example, parents of children with disabilities in USA were central to the passage
of the PL94-142 law although their involvement in student assessment, program
development, and the evaluation of students’ progress was limited (Gartner &
Lipsky, 1987). Similarly, the parents were also actively involved in the enactment
of other subsequent special education laws such as Individuals with Disability
Education Act, IDEA and special policies like Individualized Education Program,
IEP (Heward, 1996). With regard to interest groups, Tash and individual profes-
sionals in special education (e.g. the Stainbacks) were the chief proponents of the
inclusive movement (Fuchs & Fuchs, 1994).

• Political Forces: Political controversy had always surrounded the over-reliance on
the use of IQ tests to assign children to special educational programs. It was argued
that IQ tests were culturally biased against minority children and that they were
responsible for producing an over-representation of minority children in special
school (Heward, 1996). Too much emphasis was placed on IQ tests at the expense
of other equally important sources of concern such as the environment. From the
early 1960s, more efforts were directed at improving the family environment of
young children in the belief that the quality of the environment was a central
determinant of subsequent intellectual development. The segregation of children
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on the basis of IQ tests was then seen as an of discrimination and a denial of
constitutional rights including equality of opportunity or access to educational
provision, the disability rights movement as well as the American black civil
rights movement took up the challenge in an effort to produce change in policies
and practices through the use of legal systemand the legislature (Gartner&Lipsky,
1987). The result was a proliferation of court litigations (including the famous
Brown Versus Board of Education case) whose rulings influenced the enactment
of various public laws in USA concerning special education the notable ones of
which were PL94-142, IDEA and IPFA. The influence of these laws has now
spread to many countries both developed and developing.

• Legal Factors: The gap between the aspirations of inclusive education policies
and the realities of practice is consistent source of concern for parents of disabled
children, special educators, and advocacy groups in Australia (Bain, 1992) and
other countries in the world. Although most countries have many progressive
policies on inclusive education, these are never fully implemented and there is
little follow up on the policies the growing policy-practice gap. Inclusive educa-
tion policies are implemented at the discretion of the countries/states. Because
of the historical failure of the existing inclusive education policies to provide
adequate appropriate services, some countries have resorted to legislation as an
educational entitlement approach. The main special education laws which were
enacted in USA include the Education for All Handicapped Act of 1975 (EHA),
PL94-142, PF99-457, IDEA and IPFA. These laws have guaranteed entitlement
to special education services for children with disabilities and have also mandated
service delivery upon educational providers and consumers at the national, state,
and local levels in USA. The laws have also highlighted awareness of special
education in schools and communities changing attitudes to, and opportunities
for, handicapped individuals in USA (Singer & Butler, 1987).

Laws affecting special education were also enacted in other countries such as
the UK and Italy. In Britain, the Warnock Report recommended the abolition of
statutory categorization of handicapped children. It also recommended three types
of integration—locational, social and functional—of which only the third (func-
tional) approximated the philosophy of inclusive education. The 1981 Education
Act in UK was based on the Warnock Report. The act was just an enabling act
not responsible for any fundamental changes in special education because it did
not specify the “hows” and “wheres” of what was to be done. In Australia, the
state of Victoria was the first to make the deepest changes in favor of integrating
special education (see Elkins, 1990). Unlike USA and UK, the federal govern-
ment in Australia did not pass legislation concerning the provisions of special
education. Provision of special education is policy driven and an initiative of a
state implemented at its discretion. As a result, the various states are at different
levels of advancement as far as the provision of special education was concerned
(Casey, 1994; Cole & Chan, 1990). The federal special education policy draws
much from the EHP Act in USA. In addition, several states have passed Equal
Opportunity Acts in favor of special education. In Italy the process of inclusive
education started in 1971 with the passage of National Law 118 which established
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the right of compulsory education for children with disabilities in regular schools.
This was followed by another law in 1977 (NL 517) which removed the severity
of disability as the cause for segregating children (Elkins, 1990). The resources
and quality of special education were partly determined by reducing the class
size to 20 children and placing a maximum of only two children with special
needs per class. To date, various countries have passed affirmative action laws
which discourage discrimination on the basis of a handicap. In USA, there is also
debate on Regular Education Initiative—REI, which was a Reagan—Bush polit-
ical strategy to promote inclusive education without favoring the handicapped in
a special way (Kaufman, 1989). REI seeks to make special education a goal of
regular education, not something imposed on it (Elkins, 1990).

• Economic Factors: Economic interests also feature in the education and care of the
handicapped. One of the reasons often given as rationale for the merger of special
and regular education is to reduce the cost of education. Operating a dual system
of education was not only inefficient but also costly (Stainback & Stainback,
1984). Because special education is more expensive than regular education, an
integration of the two might make the system of education more cost effective.

• Educational Factors: Another reason that self-contained special classes are less
justifiable is that school programs are now better able to deal with individual
differences in pupils than the past (Dunn, 1968). We now know enough how to
effectively teach amixed ability group in a regular setting tomeet the instructional
needs of mildly to moderately handicapped children. According to Dunn (1968),
there are four main forces today working in regular education that can benefit the
inclusion of childrenwith special learning needs. First is changes in school organi-
zation. There is a lot of emphasis on team teaching and resource rooms. Emphasis
is also placed on collaborative/cooperative learning, peer tutoring, and individu-
alized educational programs. In urban area, most children go through a kinder-
garten, nursery school or preschool (early intervention) before they start formal
schooling in regular class. All these resources, methods, and strategies contribute
towards meeting the problems of children with special learning needs. Second is
the changes in curriculum. Many diverse methods of teaching literacy (reading)
and numeracy (mathematics) are now being used in regular schools. These are
the initial areas in which disabled children often perform poorly. Inability to
perform well in these affects their achievement in other related information and
quantitative subjects respectively. Third is changes in school teaching personnel.
More ancillary staff are now employed by schools, and these include psychol-
ogists, guidance workers, teachers aids, technician, itinerant teachers, support
teachers, and other professionals or specialists. Regular school teachers also take
courses (pre-service or in-service) in special education and are increasingly able
to deal with individual differences. Furthermore, precision teaching methods are
increasingly being used (Fontana, 1981). Fourth, there are many advances in
educational technology. Online instruction has become more possible because of
significant advance in computers (computer-assisted instruction), television, and
video machines.
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Barriers to Inclusive Education

Shaddock (1999)warns that just because one approach (segregated special education)
did notwork, do not assume that its appositewill. This chapter identifies and discusses
some of the potential factors that may contribute to the failure of inclusive education
in Swaziland if they are not adequately addressed. The inclusive approach may also
be unsuccessful for a number of other factors (see Wheldall, 1999) other than those
listed below. For example, several disability commissions, court cases, and efficacy
studies have found evidence both for and against inclusive education being in the best
interest of the included student and/or the students and teacher of the regular class
(Power & Bartlett, 1999). Three points are worth noting at this juncture. First, the
list of setbacks presented below is merely illustrative rather than exhaustive. Second,
the barriers are similar to those experienced by other developing countries. Third,
inclusive education is feasible and viable in any country provided the barriers to its
effective implementation are addressed sufficiently. The major barriers/setbacks and
what might be done about them are presented below.

• Schools: These are far too few at the moment compared to the increasing number
of eligible clients. They should be increased to improve access to and equity in
the provision of education.

• Admission: Current admission criteria and policies for schools are discriminatory
in that they require superior on norm-referenced selection tests, levels which most
learners with special needs may not meet easily. Admission policies and criteria
should be modified to meet needs of exceptional learners with disabilities.

• Quality: The quality of schools will need to be raised. This requires a substan-
tial increase in the funding of schools to enable them to procure the neces-
sary teaching and learning inputs, improve school facilities, increase water and
electricity supplies, and other infrastructure.

• Legislation: Experience fromelsewhere shows that policy-based special education
and inclusive education are rarely implemented to the fullest extent. Appropriate
laws will need to be enacted to enforce adequate implementation of the policy.

• Teachers: Are regular school teachers trained in handling learners with special
needs? The answer to this question at the moment is no! Something will need to
be done along this line in terms of what was discussed in Chap. 3 in this book.

• Attitudes: At present, attitudes of the society, regular school teachers and adminis-
trators, and non-disabled learners towards studentswith disabilities are not known.
More research is needed in this area (see Haq & Mundia, 2012).

• Planning: Inclusive education will need to be carefully planned by highly trained
professionals and practitioners (Wheldall, 1999).

• Support: Inclusive education will need to be accorded adequate financial and
material support to make responsible. Vaughan and Schumm (1995) discuss in
detail issues pertaining to responsible inclusion.
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• Partnership: Inclusive education requires active collaboration among parties
concerned (e.g. non-disabled and disabled children, parents of both children,
regular and special teachers, medical and social workers, etc.)

• Transparency: The curriculum, methods (teaching and assessment), and behavior
management strategies used should be communicated and made known to all
parties concerned and/or interested.

• Evaluation: Educational programs will need to be evaluated constantly thorough
empirical research and emerging problems addressed immediately.

• Environment: Both the school and classroom climate or atmosphere should be
acceptive, supportive, and conductive to learning. Learners (disabled and non-
disabled) and teachersmust acquire good social skills (good listening, good obser-
vation, non-verbal language) to enhance social interaction. Disabled children need
a lot of encouragement.

• Teaching: Instruction should be effective. Prosocial teaching strategies such as
peer tutoring, cooperative (collaborative) learning, and group work should be
used to promote social interaction and acceptance and minimize loneliness.
Individualized educational plans (IEPs) should be included/as part of instruction.

• Curriculum: Syllabuses should be modified to ensure that they are well organized;
student-centered; provide instruction and learning that are based on students’
learning styles; emphasize acquisition of basic academic and practical skills that
promote independent functioning and ensure success.

• Training: Special education components should be incorporated in all teacher
education programs (pre-services and in-service) to equip teachers with the
necessary skills in handling disabled children.

• Assessment: Tests, examinations, and projects should be modified/adjusted
to meet and accommodate the circumstances of children with special needs.
Emphasis should be on continuous and multifaceted assessments.

• Buildings: Codes for schools building should be amended to ensure that
school buildings are barrier-and-access free to learners with visual and physical
disabilities,

• Facilitators: Resource person will need to be appointed in inclusive schools
and classrooms. Such personnel may be regular school teachers within the
school/classroom trained in special education techniques. Alternatively, resource
persons may be from outside (e.g. assistants, aides, itinerants).

• Schools: The increase in schools should be matched with food quality. Quan-
tity without quality is always no good. Increasing schools will help reduce the
problems of access to and equity in education.

• Teacher/pupils ratio: The current high teacher–pupil ratios in Brunei should be
brought down so that teachers in inclusive schools can give reasonable individual
attention to learners with special needs.

• Number of disabled children included in each classroom: Only a manageable
number of PWDs should be included in each class (e.g. 2 or 3) to enable the
teacher to give them maximum individual attention.
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• Incentives: Teachers who take responsibility of handling disabled children should
be recognized and appreciated with a little allowance to keep them interested,
encouraged, and motivated in doing a demanding task.

• Expectations: Teachers, non-disabled students, parents of non-disabled students,
and society in general should not only have positive attitudes towards disabled
students but also have positive expectations from them. Thiswill requiremounting
more sensitization/awareness campaigns in the country.

• Inclusivity. Placement within the least restricted environment (LRE) should be
determined individually on a case-by-case basis taking into account all the possible
positive and negative factors surrounding the decision.

• Individuality: Educational programs for personswith disabilities and special needs
in any setting should be developed from a needs-based assessment or appraisal of
the student’s current level of functioning.

• Continuum: A range of educational services for persons with disabilities is
preferred to match the wide range of disabilities available. Such a continuum
or scale of services is discussed in detail by Heward (1996).

Student Assessments and Examinations

Implications of inclusion on formal assessments such as examinations are many and
will require innovating strategies bywhich learners are evaluated. It will be necessary
to adapt test instruments to accommodate special needs of learners with disabilities.
This will need to be done without lowering the quality of the assessments. With
the implementation of the educational reforms (see Ministry of Education, 2008),
Brunei now has both internal and external assessments all of which are official and
formal and contribute to certification. The main characteristics which are supposed
to distinguish these two forms of assessment are listed in Table 19.4.

Murray (1996) discusses in detail some of the specific adaptations that will need
to be made to norm-referenced and criterion-referenced tests to be usable by learners
with various disabilities. The adjustments to formal test instruments should be made
not only tomake them suitable for use by disabled learners but also to ensure that such
learners are accorded a fair chance or opportunity of experiencing success, a major
motivating factor, and a way of creating and maintaining their interest in learning.
Table 19.5 below lists some examples of the changes that may need to be considered
which teachers should be able to handle fairly competently with additional training
in assessment and special needs education. Current teacher education has to play a
significant role in imparting these modified assessment skills.



394 L. Mundia

Table 19.4 Differences between internal and external assessments

Internal assessments External assessments

• Teacher-made tests and projects • Made by examinations council

• Non-standardized (design, administration,
scoring)

• Standardized (design, administration,
scoring)

• Continuous assessment • Public/national examinations

• Formative, informal, semi-informal,
cumulative

• Summative, formal and terminal

• Designed by none specialists in
measurement, testing and evaluation

• Designed by specialists in measurement,
testing and evaluation

• Lower in reliability and validity and possibly
more biased

• Higher in reliability and validity and
possibly less biased

• Quality (reliability, validity, bias) often not
known

• Quality (reliability, validity, bias) often
known

• Better at assessing affective and practical
contents and skills

• Better at assessing cognitive contents and
skills

• Criterion-referenced tests • Norm-referenced tests

• Cause less stress, anxiety and tension to
students

• Cause more stress, anxiety and tension to
students

• Demanding task to teachers • Less tedious task to teachers

Conclusion

Psychology continues to attract Brunei students. The increase in the demand for the
subject is expected to grow and require more teachers. Inclusive education has a big
influence in the Brunei psychology teacher education program.
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Table 19.5 Changes to formal assessments

Exception Partial/Mild-moderate Severe–profound

Hearing All instructions must be written
instead of announcing them verbally
for a practical presentation the student
could prepare a written paper and
have it read by another student or an
interpreter

An oral translator may translate oral
instructions and information oral
questions answered via an interpreter

Visual Large print or braille could be
provided and used electronic optical
aids (e.g. TV and computer) could be
used to enlarge print uses
access-barrier free buildings extent
time when too much reading and
writing are required aids, e.g.
computer spell check and calculator
may be allowed

Responses may be recorded by taping
or typing answers may be directed to
writer or scribe Kurzwell reading
machine may be used to change print
to voice read out avoid complicated
language in examination questions
consider using alternative
examination designs

Physical Use access-barrier free buildings use
assistant/writer/scribe to mark
responses on exam papers allow rest
period use a quiet room

Use access-barrier free buildings
accept different ways of presenting
responses e.g. typing or taping use a
high desk or drawing board for
students with spinal cord problems

Communication Replace oral exam with written exams
Use a separate quiet room with a
reader, writer, computer or talking
calculator

Allow students to use sign language
and have specialists interpret
information
Use mainly written exams

Learning incorporate continuous assessment
extend time to do the test use a
separate quiet room

rely on continuous assessment
incorporate informal assessment use a
separate quiet room

Intellectual Break and arrange task into small
logical steps use a separate quiet room
use simple language in examination
questions

Consider using alternative tests
strategies and sites give both verbal
and written instructions incorporate
continuous assessment

Behavior Remove possible sources of
distraction at test sites if possible, use
separate quiet room for testing

Give both verbal and written
instruction consider using alternative
test modes

Gifted Use both basic and advanced
questions in tests

Consider a wide range of test modes
e.g. individual projects

Source Modified from conference paper by Murray, 1996
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Chapter 20
Pre-service English Language Teacher
Employability Issues: Voices
from Indonesia

Ashadi Ashadi

Abstract The separation of higher education (previously under the Ministry of
Research, Technology, and Higher Education—MoRTHE) from the schooling
system (under the Ministry of Education and Culture (MoEC)) caused several prob-
lems in Indonesian teacher education. Designed based on evaluation system and
standardization, the policy leaves the particulars of the standards and the processes
to teacher colleges while implementing context-based teacher education to schools.
As a result, gaps can be seen in the implementation of teacher education, particularly
when student teachers work with mentors at schools during teaching practicums.
Employing a multi-case study in four teacher colleges and four schools, this inves-
tigation involved 12 participants consisting of four supervisors (lecturers), four
student teachers, and four mentors (school teachers) to reveal the employability
issues faced by these stakeholders in the education of student teachers. Relevant
policy and course documents were also reviewed previously to identify the potential
problems in the area. The result demonstrates varying perspectives from the two
sides of different stakeholders on how an employable teacher education process is
to be construed. Further feedback on policymaking and the process of constructing
employable professional teacher identities can also be seen from the participants’
accounts.

Keywords Pre-service second language teacher education · Employability ·
Multi-case study · Teaching practicum

Introduction

To narrow the gap between initial teacher training, initial teacher education, pre-
service training andRichards’ definition (1990) of second language teacher education
(SLTE) provide a valuable distinction of the central arguments of how beginning
language teachers gain knowledge and skills initiate a model of effective teaching.
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SLTE ideas and practices in the world have been affected by the changing views
on the English language and its teaching over the past three decades. Freeman and
Johnson (1998) outlined the continued influence of these trends on SLTE practice and
theory and identified new trends in thinking and practice in SLTE.Meanwhile,Wright
(2009) lists a number of three sets of key questions as productive tools in analysing
SLTE issues, namely: (i) questions addressing the purpose of SLTE, (ii) questions
eliciting the formal experience in initial teacher education (ITE), and (iii) questions
on the evaluative process of such programs. Shifts in ideas about and the practice of
SLTE in the 1980s lead to the dilemma (Richards, 1990) and reconceptualization of
what student teachers learn, and how and where it is learnt.

In terms of coverage, Burns and Richards (2009) show the breadth and depth of
SLTE activities that involve a wide-ranging area such as in-service training or profes-
sional development. With the emergence of applied linguistics and trends towards
cognitivist and social approaches, a rather sharp turn occurred in teacher education
practice from the prescriptive to a more developmental approach of autonomous
judgement and practical theory (Lockhart & Richards, 1994). The terms such as
teacher knowledge (Freeman, 1991), teacher learning (Freeman & Richards, 1996),
teacher cognition (Borg, 2003), teacher reflective action (Schon, 1983) and pedagog-
ical content knowledge (Schulman, 1986) were introduced in literature. Then, a new
attention towards mentoring student teachers in the school context (Malderez, 2009)
led a way to school-based teacher development in which school cultures were given a
significant weight in student teachers’ learning from experience. This was marked by
the rise of various supervision (Randall and Thornton, 2001) and mentoring models
in literature (Medgyes & Malderez, 1996).

Further, Golombek (1998) argued that a more socially constructed knowledge
base needs to be notably drawn on by teacher educators so that it can help student
teachers’ knowledge and skills development. Such a view entails a more dialogic
and investigative approach to second language teacher education than what Freeman
(2002) criticized as “technicist epistemology” in pre-service teacher education. In
relation to this criticism, Johnson (2000: 3) adds if, so far, teachers are only regarded
as technicians who act as operators in the implementation of theories, methods,
and curricular dynamics from scholars and experts who are remote from classroom
life. These lead to the proposal that learning to teach is a reflective process marked
by dialogic inquiry with colleagues and teacher educators, a process which allows
student teachers to theorize their own practice (Johnson, 2009). Such movement is
strengthened through the encouragement for teachers to conduct classroom action
research as a means to enhance their pedagogical knowledge and evaluative skills in
a specific area.

Gray and Block (2013) remind that to know these changes in teacher education
more comprehensively, a retreat from and a review of the actual form inwhich educa-
tion has been marketized by neoliberal practice and ideology is imperative. There is
a firm change in different educations systems and contexts around the world that an
overriding managerial wave leading to increased accountability of all professionals
including teachers and teacher educators. Under such a circumstance, students are
gradually viewed as customers looking for a service, and as a consequence, schools
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Table 20.1 Whitty et al. (1998) shift from a professional contextualist of teaching to the
technocratic-reductionist

Dimension Professional contextualist Technocratic-reductionist

Role model Reflexive practitioner Skilled technician

Criterion of good practice Integrity Competence

Pedagogical aim Development of diverse human
capabilities

Attainment of specific learning
outcomes

Administrative context Professional leadership
(collaborative)

Efficient management
(hierarchical)

Type of motivation Intrinsic Extrinsic

Form of accountability Professional commitment Contractual compliance

and teachers are likely to be seen as service providers. In response to this trend,
Ritzer (2011: 1) warns McDonaldlisation referring to “the process by which the
principles of the fast-food restaurant are coming to dominate more and more sectors
of American society as well as the rest of the world”. This process is marked by four
features of organizational systems, namely: efficiency, calculability, predictability,
and control making up an absolute pattern for standardization. In the case of teacher
education, it leads further to a condition previously criticized by Braveman (1974)
as a systematic deskilling of workers including student teachers. Reflecting on this
situation, Gray and Block (2013) highlight how teacher training has been taken over
by philosophies of technical rationality and its associated concepts such as efficiency,
calculability, predictability, and control.

Whitty, Power, andHalpin (1998) noticed amove fromwhatwas labelled a profes-
sional contextualist conception of teaching to the technocratic-reductionist notion.
The latter comes from the application of marketing principles to education which
views teaching as product oriented and values the acquisition of instrumental skills
and knowledge. To summarize, it is important to employ Whitty, Power, and Halpin
framework to distinguish both notions (1998: 65) (Table 20.1).

The presented changes in teacher education orientation are not only about making
the case for a more sociocultural understanding of the nature of teacher knowledge
but also part of an effort to develop an independent academic area for TESOL and
language teacher education to be less dependent on related disciplines such as linguis-
tics and Second Language Acquisition (SLA). There is also conflicting result in the
literature in terms of what counts as the knowledge base of language teacher educa-
tion. Is it at the range of several disciplines which include linguistics, education,
philosophy, and sociology which needs to be informed by insights and theory from
the social sciences or specific on English language teaching? Failure to identify
common ground with the social sciences can eventually run the risk of intellectually
diminishing the field of teacher education and politically weakening it.
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Employability in Teacher Education

Graduate employability has recently been employed as a major criterion for judging
the higher education quality (Tran, 2016). It has been applied to graduates of all
programs including teacher education of different subjects. Andrewartha and Harvey
(2017) and Clarke (2018) note that in Australian and British universities have added
a range of skill-based learning outcomes to increase graduate employability in all
disciplines. Meanwhile, Sin and Amaral (2017) show that academics and companies
in Portugal have worked together in establishing employability criteria for univer-
sity graduates. In Asia, Burgess et al. (2017) also outline the responses and poli-
cies that are being implemented by different stakeholders in several countries like
India, Indonesia, Laos,Malaysia, Nepal, Singapore, Taiwan, andVietnam to enhance
graduate work-readiness.

Higher education and industries, including schools, have a shared concern over
the employability of the former’s graduates (Al Tobi, 2006; Hamdan et al., 2014).
However, there are difficulties in establishing firm frames both in its measurement
reliability and its predictive validity of future productivity (Suleman, 2018). Several
questions are still unanswered, particularly in terms of the training and employa-
bility of student teachers. For example, whether university teacher educators share
the same criteria with those who will hire teacher candidates. Whether employability
becomes an appropriate approach to teacher training? If the candidates’ ability and
skills associated with employability are likely to improve their capacity to maxi-
mize student learning? What other possible factors may influence student teachers’
learning outcomes that have not been covered under employability perspective?

However, Hess (2002, p. 174) argues if there is what so called established,
research-based canon of essential education knowledge. As a result, the assump-
tion of employability as an academic subject cannot be justified, because although
it can be learned, it cannot be taught by academics. Professionals, like teachers,
can work effectively in coherent and collective conceptualization through their lived
experience. Therefore, attempts by universities to enhance their graduate’s employ-
ability have been criticized as these are based on subjective assumptions designed
as if to serve education industry. While research assumes that employment depends
exclusively on the qualities of candidates searching for jobs, employability should,
then, be realized as a transactional concept (Clarke, 2018). Universities may have
a role is shaping the qualities of the candidates, individuals (in this case, student
teachers) can have their own job preferences, and employers (schools) can form the
type of qualities required as job requirements. For this reason, this article seeks to
elaborate the employability issues from three different stakeholders involved in the
area representing supervisors from teacher colleges, mentors from schools, and the
student teachers as mentees.
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Indonesian Teacher Education Context

Based on Law Number 14 (2005), to become a teacher in Indonesia, one should
complete a four-year university degree, gaining a teacher certificate, and showing
professional, pedagogical, personal, and social competencies. Student teachers are
required to pass a competency test administered by the government (involving univer-
sities/teacher colleges and schools) to obtain teacher certification. They can only
take the test after completing a one-year professional training program at certain
universities (having teacher colleges often called Lembaga Pendidikan TenagaKegu-
ruan, LPTK). This study, however, sets in one of the courses offered in the four-
year university degree mentioned earlier which becomes the first significant period
where a student teacher selects a decisive option for their future career. The widely
known teaching practicum has been a distinctivemark of teacher education programs
all universities with teacher colleges. It involves a collaboration from the higher
education through supervising lecturers, the participating schools through appointed
relevant subject teachers as mentors in the field, and the student teachers as mentees.

Therefore, voices from these relevant parties involved in the construction of the
discourse would help shape the process of sense-making during the practicum.
Exploring the concepts and problems of professionalism and professional devel-
opment of English teachers in Indonesia, Yuwono and Harbon (2010) found that
teachers’ professionalism seemed to be a proxy of their motives in entering the
profession that involves their intrinsic motivation, altruistic belief, and love of the
language, perceived gender roles, and difficulties in other professions. Confirming
their findings, Suryani (2017) discovers that despite teaching is perceived as a high
status from a religious perspective, it remains socio-economically in a middle occu-
pation drawing on FIT-choice theoretical framework (Watt & Richardson, 2007).
Indonesian student teachers are likely to have the tendency to enter the profession
for a combination of altruistic, pragmatic, and opportunistic motives.

Investigating elementary teacher education in Indonesia, Zein (2012) suggested a
bottom-up approach in what he called as a transformative teacher education policy-
making involving all relevant stakeholders. It includes a thorough profiling and needs
analysis of teachers, cooperation among related stakeholders, and the provision of
sufficient funds for teacher training programs by both local and central authorities.

However, with its islandic geographical characteristics and volatile education
policy as seen in the separation and unification ofministries, Indonesia faces a serious
problem to standardize its teacher education equity and quality. This study is, there-
fore, an effort to examine what problems exist and persist in effort to improve the
quality of teacher education and particularly English teachers from an employability
perspective.
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Method

Amulti-case study was selected to approach the issue of pre-service English teacher
employability through teaching practicum programs conducted in four different
school settings. The objective is to gain deeper and richer information from stake-
holders from different stakeholder positions in response to pre-service teacher
employability. This design, according to Eisenhardt and Graebner (2007), enables
a broader discovery of theoretical development and extensions of research ques-
tions. This multi-case study was conducted in four universities with teacher colleges
(Specifically, English education studyprogram) and four schools, involving 12partic-
ipants consisting of four supervisors (lecturers from the universities), four student
teachers, and four mentors (school teachers) (Table 20.2).

After examining the relevant literature, identifying the gaps in it, and setting
up research questions to guide the following process, this study began with docu-
ment analysis in teacher education in Indonesia. Document analysis, according to
Bowen, (2009, p. 27) is a methodical procedure for reviewing or assessing docu-
ments both printed and electronic materials which covers the processes of finding,
selecting, evaluating, and synthesizing contained information. Relevant and signif-
icant information was examined and interpreted to elicit meaning, generate under-
standing, and advance empirical knowledge. Documents could provide contextual
and circumstantial information to confirm or dispute against the results of the other
data collected from different sources (Owen, 2014). Atkinson and Coffey (2010)
claim that documents represent social facts (realities) which are formed, shared, and
used in socially systematic manners (p. 83). In the case of employability and teacher
professional, the analysed documents were: Law Number 14 of 2005 on Teachers
and Lecturers, Government Regulation Number 74 of 2008 on Teachers, Presidential
Decree Number 8 of 2012 on Indonesian National Qualification Framework (IQF),

Table 20.2 Research settings and participants

No Pseudonym Role Institution Gender Age

1 Amira Student teacher University A/HS Female 21

2 Bernie Student teacher University B/VS Male 21

3 Cathy Student teacher University C/JS Female 20

4 Don Student teacher University D/JS Male 22

5 Hasan Mentor Junior School (JS) Male 39

6 Joanna Mentor Junior School (JS) Female 47

7 Martha Mentor High School (HS) Female 40

8 Noah Mentor Vocational School (VS) Male 45

9 Steve Supervisor University A Male 40

10 Tim Supervisor University B Male 30

11 Vicky Supervisor University C Female 46

12 Wendy Supervisor University D Female 48
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Regulation of the Minister of National Education (MoNE) 16/2007 on Standards of
AcademicQualification andCompetencies of Teachers, Regulation of theMinister of
Education and Culture (MoEC) 49/2014 and Regulation of theMinister of Research,
Technology, and Higher Education (MoRTHE) 44/2015 (both documents are iden-
tical) on National Standards of Higher Education, Regulation of the MoRTHE no
55/2017 onStandards of Teacher Education,Graduate Profiles and learning outcomes
of English Language Education Study Program Association (ELESPA/APSPBI),
ELE curriculum documents and Teaching Practicum Handbooks of respective insti-
tutions. These documents were thematically analysed and constantly compared to
other information gained from different sources.

As the study aims to integrate multiple perspectives on student teachers’ employ-
ability and to examine how such views are interpreted by different stakeholders, it
employed semi-structured individual interviews that involved 12 question items in
related themes followed by probes to elicit more detailed responses (Qu & Dumay,
2011). The interview questions covered three elements of questions: main questions,
follow-up questions, and probes that helped explore the depth, detail, variety, rich-
ness, and differences of employability issues in each case (Owen, 2014). In thisway, a
thick description of the case could be more elaborated when the instruments enabled
rich data collection and further thematic analysis following Braun and Clarke (2006).

The most widely known criteria to achieve trustworthiness among qualitative
researchers are Guba and Lincoln’s that include credibility, dependability, confirma-
bility, and transferability that are later added with authenticity (1994). To address the
issue of credibility, this study employed triangulation in the forms of data collection
through the involvement of different interviewed stakeholders and levels of reviewed
documents. The stability of the data overtime and the conditions (dependability) was
gained through an audit trail from the processes of data gathering, transcribing,
coding, and interpretation. Meanwhile, the issue of transferability was addressed by
employing purposive sampling and the thick description bywriting detailed accounts
or excerpts describing situations and their relevant context. Finally, bracketing and
data management supported the confirmability of all processes and stages of the
study.

Findings

To summarize the lengthy explanations of the data analysis results, this section will
be divided into two subsections representing the description of overall findings.
First, the imposed meaning of professional teachers that shaped perspectives on
the description and definition of professional teachers are deductively traced. The
following subsectionwill then report the inductive voices from different stakeholders
in a short combined narrative account. These top-down and bottom-up strategies of
displaying the findings are expected to facilitate the comprehension on this complex
issue of pre-service teacher employability through the specific context of teacher
education.
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The Prescribed Description of Teachers as Professionals

The alignment towards teachers is reflected in Law 2005, GovReg, 2008, MONE
2007 Teacher Standards, MoRTHE (Ministry of Research, Technology, and Higher
Education) 2017 Teacher Education Standards, and Association Teacher Education
Standards. As parts of Indonesian labour system, teachers are the accounted for
in the Presidential Decree of IQF 2012 as well as the MoNE/MoRTHE 2015 HE
Standards. It is in line with the histories of how the regulations were produced and
how the authority of the HE stipulated the standards of teacher professionalism as
mandated by the Ministry of Research, Technology, and Higher Education (now,
Ministry of Education, Research, and Technology).

In the document analysis, the construct of a teacher and what constitutes as a
professional teacher are emerging and repeated as recurring themes in all of the
relevant documents. For example, the documents outline the teacher tasks in relation
to the indicator of being a professional. The construct of a professional teacher is
mentioned explicitly in the three regulations: Law2005,GovReg2008, andMoRTHE
2015 HE Standards in the same expression: A teacher is a professional educator with
the main tasks of educating, teaching, mentoring, directing, training, assessing, and
evaluating students in formal early (childhood) education, elementary education,
and middle education. (Article 1, Number 1, Law 14/2005).

As for the two other regulations, MONE 2017 Teacher Standards and Presidential
Decree of IQF 2012 do not mention this construct at all. Although Law is one of the
referred regulations for regulation of MONE 2017 Teacher Standards, this document
specifically addresses the standards of academic qualification and competencies of
teachers, and thus, itmay speculate that the construct of a teacher has been understood
by the subjects of this regulation. In the case of Presidential Decree of IQF 2012, the
document addresses the IndonesianNational Qualification Frameworkwhich applies
in general to all professions. Therefore, the non-existent of a construct of a teacher,
which is specific to one profession, is understandable.

A teacher is a professional educator with the main tasks of educating, teaching,
mentoring, directing, training, assessing, and evaluating students in formal early
education, elementary education, and middle education. (Article 1, Number 1, Law
14/2005). There is a clear separation of the words educating and teaching across the
whole documents. The former entails not only working with themind of the students,
but also the characteristics such as personality, stance on life, responsibility, and
identity. Whereas the later means giving others lessons in a course and of training
for certain knowledge and skills in a particular area. The practices of a teacher that
constitute his identity also involve mentoring and directing students. Therefore, the
elements of teacher identities as an educator may be defined by his abilities not
only in transferring knowledge and information, but also in developing students’
skills and inculcating moral beliefs, principles, or values among respective students.
Additionally, assessing and evaluating as one of the main responsibilities of a teacher
denotes to a significant purpose, namely providing values to students’ achievements.
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Such responsibility suggests that a teacher needs to possess knowledge and skills to
conduct the assessment/evaluation practices.

It is also interesting to review another important construct mentioned in the legal
and formal document like Article 1, Paragraph 4, Law 14/2005: Professional is a job
or an activity that is conducted by someone and is the source of his living income
which requires expertise and abilities which meet certain quality standards or norms
and require a professional education.

As specified in the document, the professional identity of a teacher is prescriptively
compelled through standardization and job-specific trainings as the constituents of
professional identities demand certain expertise and abilities in executing teaching
jobs. A comparable sense is also identified in Article 1, Paragraph 8, Presiden-
tial Regulation 8/2012: A profession is a specific field of job with certain compe-
tences which is recognized by the public. This the significance of others’ (public)
acknowledgement is obviously stated in the regulation.

To specify the term “public” who acknowledge a “professional” teacher, the anal-
ysis leads to the stakeholders that have the authority to manage the standardization of
teachers’ expertise and abilities or design and conduct teacher professional trainings.
The indication leads to theMinistry of Education and Culture, specifically the Direc-
torate General of Teachers and Education Staff. Especially for pre-service teachers,
the HE, in this case teachers’ colleges (LPTK), is the institution that manages the
teacher education programs (under MoRTHE 2017 Teacher Education Standards).
This condition suggests the strength of HE in situating the outlooks of teachers’
professional identities. The Pres IQF 2012 also specifies that the public holds the
power to control of the elements of identities in the pre-defined set of professional
competences. In the case of teachingprofession,HEbecomes the involvedparty given
the authority by MoEC and MoRTHE to certify the professional status of an indi-
vidual teacher that entails legal formal acknowledgement and additional allowance
from the government.

As the analysis goes down and relates to the other documents such as the study
program association formulation of learning outcomes or graduate profiles and insti-
tutional documents like curriculum, syllabus, and lesson plans, more terms are found
to be more complex that how they are stated in the document. Terminology like atti-
tude, ability, competence, and standard seems to colour the professional qualities and
identities of an ideal teacher in the sociocultural context of Indonesia. The governing
documents entail that a teacher in Indonesia needs to possess and demonstrate the
values of religiosity, humanism, nationalism, entrepreneurship, independence, grit,
and academic integrity, and thus, these are imposed on Teacher Education programs
in different institutions.

Someproblems are identified in the document analysis in termsof how the employ-
able teacher professional identities are presented in the documents and the competing
perspectives of employable teacher professional identities in the teacher professional
education programs. On one hand, this way of presenting teacher professional iden-
tities that covers an array of competences can possibly cause pressure for student
teachers meet the requirements. Additionally, as the weight of the teacher education
program lies more on higher education than on schools, this can also leave space
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Fig. 20.1 Incongruity on what counts as employable pre-service teachers

for different interpretation of what counts as professional teachers in school sites.
As a result, student teachers may find a conflicting expectation of how they should
present themselves professionally due to the possible different construal of the terms
and demandsmentioned in the governing documents. The following figure subsumes
the findings based on data analysis of the current study (Fig. 20.1).

Voices in the Field

The governmental and institutional regulations have placed the power of constructing
the fundamentals of teacher professional identities largely in the hands of the HE
with the given the authority to decide on specific knowledge, skills, and competences
pre-service teachers to develop through the learning outcomes in related courses.
Meanwhile, the schools seem to have a stronger voice in deciding which practices
are to be implemented and imposed on the pre-service teachers. These practices,
based on the gathered data, include day-to-day teaching activities, social-related
activities, and assessments.

In their first week of the assignment at school, some of the participants voiced
concerns over the confusion they had to face in dealing with opinions, instruc-
tions, and authorities. Amira, who did the practicum in a rural high school, was
a bit confused with the structure of the mentorship she experienced there. Everyone
seemed to give me instructions and I wasn’t sure which one I should follow because
the principal, the deputy of curriculum, my mentor, his colleagues, and even admin-
istrative staff gave me orders. For almost three weeks, she tried to learn and identify
the line of authority in the site.
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She told her problems of adaptation to her supervisor, Steve (a lecturer from the
higher education), but he could donothing andonly said that she had to stickwithwhat
is written in the practicum protocol/guideline. He only reminded her to also consider,
“the school power when she’s already in the field”. However, as a newmentee, Amira
feared that she could face a bigger problem when such orders and instructions are
not well followed. Meanwhile, Don faced another problem with his social role as
a student teacher entering the new professional environment in a suburban junior
high school. He admitted that to get along and mingle with teachers, staff, and other
mentees (often from different campuses at the same time) was sometimes excessive
for him. Once, one of the school’s Math teachers’ parents passed away, and he had
to join teachers and staff to attend the funeral and express condolences. You know
what? I didn’t know the guy and I even never met that Math teacher before. Don
argued that such social activities are not listed in the practicum guidelines (protocol)
including joining Iftar during Ramadhan, for instance, which he thought as not a
part of his tasks. This can presumably be interpreted as the obscure definition of
social competencies in the documents perceived by the different pre-service teacher
education stakeholders in different sites.

In terms of teaching, most participating mentors agreed that there are areas which
need improvement from the student teachers’ instructional performance. One of
them, Hasan, argued that they need to be more creative, can use audio visual aids
comfortably, can develop learning materials for their students, and even attract the
students’ attention. Such details are probably absent or given less attention in the
related formal document such as the curriculum or practicum guideline/protocol. To
become more grounded and practical, the schools through their own policies seem to
hold the authority of deciding which practices to be implemented and imposed to the
practicing pre-service teachers. Such practices include the daily teaching and admin-
istrative activities, social-related activities, and assessments have become sources of
sense-making among the participants. They attempted to understand what worked
and what did not in relation to the discrepancies they experience from learned theo-
ries and field practices. Each school context seems to have a different account of
what is acceptable or not in relation to their social roles as teachers. These are likely
to contribute to the perceived notion of employable professional pre-service teachers
particularly with the social and behavioural acceptance of norms.

In addition to those, each school case also reported the different qualities of pre-
service teachers from different teacher colleges as stated by all teacher mentors.
They argued that the institutional background of the student teachers played a role
in shaping the general perspective of the pre-service teachers’ qualities. However,
they also agreed that pre-service teacher individual qualities are more prominent
despite their institutional background as these qualities can be improved while doing
the teaching practicum. It (institutional background) is not surprising, but if they
(mentees) have the individual qualities, they can still be improved,Noah,who teaches
in a favourite vocational high school, echoes his teaching colleagues’ voices. This
confirms the importance of school as a site for practical learning for these pre-service
teachers to apply what they know and master from higher education.
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Skills wise, however, the participants’ capacities to perform the main teaching
tasks involving lesson planning, giving effective instructions, developing learning
materials, and establishing rapport with students seem to be central in the field
(school site). Mentors also reported that the lack of such skills could seriously cause
pre-service teachers to suffer in the future assignment when not tackled seriously.
Such voice could also mean that the pre-service teachers’ employability level is still
under construction and experiencing formation and reformation. Therefore, the field
practicum as they experienced in the school may become a way to verify their own
belief, knowledge, attitude, and instructional skills while at the same time a means
to examine their employability and fit to the profession.

Discussion

The findings above suggest that there is a gap or incongruity between what the
policy documents state, expect, and impose from the professional teacher candi-
dates and what the involved institutional authorities perceive and implement in the
actual teaching practicum. Such is often termed as policy translation (Mukhtarov,
2014) that is the movement of policy ideas across different spaces and time which
includes different institutional levels, rationality of actors in the field, the steadiness
of authority, and the ascendency of policy ideas. As we can see from the large-scale
document analysis, there has been derivation and repetition of terms indicating align-
ment to the relevant superior entities. However, when the policy translation reaches
the schools, the operational enactment is likely to be exercised by the real condition
is each site.

Such gap also indicates the disjunction (Sjølie, 2017) between the theoretical
ideas of the supervisors in the teacher colleges and the practical implementation by
the mentors in the school sites. Such disconnection may require understanding and
collaboration between the mentors and the supervisors in the process of establishing
the professional teacher candidates. Otherwise, it may create confusion among the
pre-service teachers whether to stick on the learned theories or to adapt to the existing
practices.

To further examine the impact of confusion caused by the disjunction, Glazer
and Hannafin (2006) remind that teacher’s beliefs and interest to interact in teacher
professional development have impact on their willingness to collaboratewith others.
However, the nature of collaboration may also be influenced by other factors, such as
the institution, leadership, and context of the collaboration. The differences in beliefs
among the stakeholders may possibly impede the partnership of these stakeholders
because of the differences in concepts of instruction even when they use the same
terminology (Carr, 2002). The differences of beliefs, in the current study, between
the mentoring teachers and the supervising lecturers may impact on the mentoring
process and product and eventually on the practicing pre-service teachers.
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In relation to the difference, Smith and Lev-Ari (2005) found that principals
regarded pre-service teacher education in their schools as not part of their profes-
sional responsibilities, therefore it is not surprising that only relevant mentors felt
the engagement with such practicum program. It could possibly be the effect of the
dualism in the management and implementation of teacher education in the past by
ministries of research, technology, and higher education (MoRTHE) and of education
and culture (MoEC). As a result, all involved parties such as supervisors from rele-
vant campuses, pre-service teachers, and mentors along with school principals felt
the shared responsibility was rather unclear. Therefore, the integration of schools and
higher education under oneministry can hopefullymeet the expectation in improving
the quality of teacher education and eventually teacher employability.

Meanwhile, pre-service teachers in the current study admitted to have learned
for the field through reflection, similar to those in Lee and Loughran (2000),which
(1) included issues or concerns which changed over time during the school-based
teaching period, for example: curriculum, assessment, and mode of instruction (on-
line distance learning); (2) was indicated by the sense-making which happened
over time throughout their school-based practicum period; and (3) was eased by
the specific nature of a school-based teaching programs as more time, occasions, and
backing provided. Consequently, (1) a prolonged teaching practicum programwould
allow pre-service teachers to experience more stances of practicing as professional
teachers; (2) the experiences could become a consideration of the diverse contexts in
which a student teacher would be assigned to do teaching practicum; and (3) through
such pedagogical experiences, pre-service teachers can learn and gain professional
development in terms of their pedagogical practices. In short, school-based education
allows pre-service teachers to experientially learn about and through the reflection
of their practicum experiences.

As we learned from the participating pre-service teachers’ voices, their feelings
and emotions endured important changes during the learning-to-teach process at
school, although they also experienced doubts and frustration early in their teaching
practicum period. On the other hand, the feelings of pride and joy from being appreci-
ated by their students could facilitate these pre-service teachers to examine their own
perspectives and emotions to some extent. Such acknowledgment led their ideas and
measures towards a proper future professional choice, which may later include the
decision to become an English teacher. This process, according to Teng (2017), also
suggested that the pre-service teachers need to maintain their emotional intelligence
skills that controlled emotional state to encourage adaptive actions.

Further, Blackley et al., (2018, p. 864) argue that first placement of teaching
practicum is an important experience for pre-service teachers to undergo and reflect
on. Gradual critical reflection, according to them, is necessary if pre-service teachers
canmake sense of their social and professional experiences and to identify themselves
as teachers rather than students in a school context. To enable such reflection and
projection of future employable self, pre-service teachers, therefore, need to under-
take such social and professional experience in more extended period so that their
perspectives, opinions, and emotions are thoroughly exerted in a real work setting. In
this way, they can navigate themselves through the ups and downs in the practicum
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sites while at the same time visualize whether they really fit in the profession to
ultimately anticipate and reduce the risk of attrition in the future.

Conclusion

The findings of the current study seem to resonate what Whitty, Power, and Halpin
framework (1998: 65) in distinguishing the shifting concepts of professional contex-
tualist and technocratic reductionist. At some point, the supervisors, (pre-service)
student teachers, and teacher colleges are likely to embrace the later notion with their
conformity to the prescribed policy of professional teachers as mentioned repeatedly
in the national (INQF, Education Act), professional (learning outcome formulation),
and institutional (syllabus and practicum protocol) documents. They focussed more
on the specific skills, competencies, and completion of specific learning outcomes.
On the other hand, the school including teachers as mentors, deputies, and principals
still regard the professional contextualist nature of school-based teacher education.
As a result, they demanded pre-service teachers to embrace professional commit-
ment in the form of integrity, collaborative leadership, and development of diverse
capabilities including social and non-job-related capabilities.

Facing such different approaches in their teaching practicum, the participating pre-
service teachers were surprised initially, and they needed some time to reconsider
their professional identity. The current study and other relevant research have shown
that the school-based experiences are significant, to a certain extent, for these student
teachers to reshape their ideal professional self. Hence, this stage is expected to
offer them with challenges, options, and opportunities to make sense of their future
employable identity. The sooner they can make decision on whether to enter or leave
teaching would be an advantage to the profession as it could be used to anticipate
their work retention or attrition.

Policy-wise, this study has demonstrated the polarity problem of teacher educa-
tion implementation due to the separation of MoEC and MoRTHE in the Indone-
sian education system. It also confirms the lag between what higher education has
embarked on (technocratic reductionist) and what the schools seem to still embrace
(professional contextualist). With the current re-unification of the two ministries, it
would be interesting to examine if these issues persist or are effectively solved to
improve the employability of pre-service teachers. Future research may also address
this issue to explore if such policy has impact on the field implementation of school-
based teacher education and whether it can improve or impede the employability of
pre-service teachers.
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Chapter 21
Oral Feedback on Pre-service Teachers’
English Language Lesson Plans:
A Macau Case Study

Jin-Jy Shieh, Barry Lee Reynolds, and Xuan Van Ha

Abstract Teacher educators ensure the professional development of pre-service
teachers through mentoring aimed at raising awareness of practice elements that
need improvement. This mentoring, often provided through oral feedback sessions,
is necessary for teacher educators to assesswhether pre-service teachers’ professional
knowledge (e.g. pedagogical content knowledge) has been enhanced through teacher
education programs. This case study examined the foci of oral feedback provided
by a teacher educator on four mainland Chinese pre-service English teachers’ lesson
plans—a curriculum design and materials development for English teachers’ course
assignment. Transcripts of oral feedback sessions with the four pre-service teachers
were subjected to qualitative and quantitative content analyses. Results showed that
the teacher educator provided feedback-on-task, process, self-regulation, and self. In
response to the elements of the lesson plans, the teacher educator mostly focussed his
feedback on lesson plan objectives, goals, and procedures. Teacher educators may
consider combining written and oral feedback and increase the amount of feedback
on process. As English language teachers require a special combination of content
and pedagogy that is gradually constructed through teacher education curricula, the
Curriculum and Instruction master’s program in which the pre-service teachers were
enrolled could be enhanced by providing additional English language education
courses.

Keywords Oral feedback · Educator feedback · Lesson plans · English education ·
Pre-service teachers · Teacher education curricula
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Introduction

Studies have shown that teacher educators have a far-reaching influence on pre-
service teachers’ professional development through teacher education programs
(Lunenberg et al., 2007; Shieh & Reynolds, 2021). Teacher educators not only
shape and change pre-service teachers’ beliefs about curriculum design, teaching,
learning, and assessment (Shieh & Reynolds, 2021), but they also serve as role
models for pre-service teachers by demonstrating what teachers and teaching should
be like (Lunenberg et al., 2007). In addition to the roles of serving as a teacher and
teaching model, teacher educators play the role of supporting pre-service teachers’
learning about various aspects of teaching (Korthagen et al., 2005). This often occurs
through interaction between teacher educators and pre-service teachers in the form
of feedback.

Feedback has been seen as a powerful tool for supporting and improving learning
(Black &Wiliam, 1998; Bloxham & Boyd, 2007; Earl, 2013; Evans, 2013; Hattie &
Timperley, 2007; Leung et al., 2020; Schuldt, 2019). There are different methods
for delivering feedback (Earl, 2013; Evans, 2013; Ha & Murray, 2020; Hattie &
Timperley, 2007; Leung et al., 2020; Schuldt, 2019): written or oral, formal or
informal, formative or summative, corrective or reflective, evaluative or descrip-
tive, cognitive-focussed or skill-focussed, individual or group, digital or analog, and
so on. Due to several reasons, pre-service teachers often receive written feedback
from their teacher educators (Evans, 2013). However, students in higher education
have often shown dissatisfaction with written feedback (Black &McCormick, 2010;
Bloxham, 2015; Earl, 2013; Evans, 2013) due to its one-way communication model
(Bloxham, 2015). This issue is exacerbated by faculty that do not deliver feedback
appropriately (Ghaderi & Farrell, 2020).

Students often have difficulties in understanding what the feedback has targeted
and are keen for a dialoguewith teachers about theirwork in order to better understand
how to improve performance (Agricola et al., 2020; Bloxham, 2015). One solution to
this issue would be for teacher educators to deliver oral instead of written feedback.
Oral feedback involves “interactive dialogue where the teacher can explore and steer
by sensitive challenge, [and] should surely be one of the main ways through which
the learner is apprenticed into the world of academic discourse by being inducted
into its practice” (Black & McCormick, 2010, p. 497). Individual face-to-face oral
feedback delivered by teacher educators could be emphasized in teacher educa-
tion programs (Black & McCormick, 2010; Leung et al., 2020), thereby drawing
on socio-constructivist principles of formative assessment. Oral feedback comple-
ments contemporary assessment trends as it aims to cultivate self-reflective and self-
regulatory learners as well as to facilitate the interaction between teacher educators
and pre-service teachers (Evans, 2013).
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Considering the important role of teacher educators in advancing the knowledge
of pre-service teachers, the potentials of oral feedback for enhancing pre-service
teachers’ learning, and the limited focus of the feedback studies involving pre-service
teachers (Evans, 2013), the current study is, therefore, timely. It explored how a
teacher educator delivered individual face-to-face feedback to pre-service teachers
in a postgraduate teacher education program.

Literature Review

Oral Feedback

Feedback in higher education is receiving increasing research attention (Evans,
2013). However, there is no consensus on how to define feedback (Evans, 2013; Van
de Ridder et al., 2008). Van de Ridder et al., (2008, pp. 192–193) reviewed a number
of articles that attempted to define feedback and found these definitions included nine
explicit characteristics: (1) content of information that should be conveyed: cognitive;
evaluative; or about a standard, results, effects, behaviour, or the feedback recipient;
(2) aim of the feedback: motivational, for improvement, or to promote reflection;
(3) feedback recipient: the person to whom the information is sent; (4) form of
the information to be communicated: oral, written, specific, and non-evaluative; (5)
preparation before the information can be conveyed: collecting results or observing
the subject; (6) source of the information: from the person him/herself (internal feed-
back), task results, or another source (external feedback); (7) feedback provider: the
person who gives the information; (8) communication conditions: timeliness, direct-
ness, and (9) contextual factors: for example, the place where feedback is given
(p. 192–193).

Oral feedback can be defined fromdifferent perspectives. One is from the learner’s
perspective; researchers vieworal feedback as the information that the learners obtain
in response to their performance (Meyer, 1995). Another view considers oral feed-
back from the teacher’s perspective; oral feedback is provided by the teacher to the
learner without any interaction (Evans, 2013). The third perspective emphasizes the
interaction between the teacher and the learner (Carless et al., 2011). The fourth
perspective views feedback as an integrated process in which all elements in the
previously discussed are included. In this study, we adopt the integrated view from
Ghaderi and Farrell (2020, p. 685) and define oral feedback as a process in which
a teacher (in this case, a teacher educator) provides specific information verbally
to a learner (in this case, pre-service teachers) based on direct observation of the
learner’s performance to improve performance towards a predetermined goal through
the process of dialogue.

Learners prefer to receive individual oral feedback provided by teachers (Black &
McCormick, 2010; Ha & Nguyen, 2021; Leung et al., 2020). Agricola et al. (2020)
found that students have more positive perceptions towards feedback when it is
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delivered orally by teachers; they found students placed a higher value on oral feed-
back compared with written feedback. In contrast with written feedback, oral feed-
back involves interactive dialogue (Black & McCormick, 2010), focusses on the
nature of two-way communication (Bloxham, 2015), and emphasizes conversations
between teachers and learners (Agricola et al., 2020). Both a cognitivist and a socio-
constructivist views of feedback exist in the theoretical discussions surrounding oral
feedback. In the view of the cognitivists, feedback “is closely associated with a direc-
tive telling approach where feedback is seen as corrective, with an expert providing
information to the passive recipient” (Evans, 2013, p. 72). On the other hand, the
socio-constructivist perspective sees feedback as facilitative; the teacher provides
comments and suggestions to empower students to conduct revisions on their own
and helps students to obtain new understandings through dialogue (Evans, 2013).
Recently, a socio-constructivist view of feedback has received greater emphasis
from educators and researchers as this view values the dynamic nature of learning
where both the teacher and the student learn from each other through dialogue and
participation in the interaction process (Evans, 2013).

Feedback Purpose

Feedback has been analysed for its purpose in education. Evans (2013, p. 71) stated
that “the aim of feedback is to enable the gap between the actual level of performance
and the desired learning goal to be bridged”. Hattie and Timperley (2007, p. 86)
held the same view that “the main purpose of feedback is to reduce discrepancies
between current understandings and performance and a goal”. Ghaderi and Farrell
(2020, p. 686) considered “the purpose of feedback is to help the learner to improve
and to achieve a goal”. In sum, the main purpose of feedback is to achieve a goal by
narrowing the gap between current performance and expected performance.

Feedback Foci

Researchers have attempted to categorize feedback foci. Brown and Glover (2006)
created a coding systemofwritten feedback that included five foci of comments given
during the feedback process: (1) comments on content (e.g. error or omission), (2)
comments on students’ skills (e.g. presentation or English usage), (3) comments on
further learning (e.g. referring to resourcematerials), (4)motivational comments (e.g.
praise for achievement), and (5) demotivational comments (e.g. criticism). Hattie
and Timperley (2007, p. 86–90) categorized feedback into four levels: (1) feedback
about a task or product (feedback-on-tasks), (2) feedback about the process used
to create a product or complete a task (feedback-on-process), (3) feedback about
the self-regulation during task completion, including greater skill in self-evaluation
or confidence to engage further in completing a task (feedback-on-self-regulation),
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and (4) feedback about person that is directed to the “self” and often unrelated
to performance on the task (feedback-on-self). These two taxonomies may appear
different at first glance. However, upon a closer look, it becomes clear that Brown
and Glover’s (2006) feedback foci can be integrated into Hattie and Timperley’s
(2007) categories. For example, comments on content and skills development are sub-
categories of feedback-on-tasks, while comments to encourage further learning are
sub-categories of feedback-on-process. Similarly, motivational and demotivational
comments are sub-categories of feedback-on-self.

Feedback Delivery

Scholars (Earl, 2013; Evans, 2013; Ha & Murray, 2020; Hattie & Timperley, 2007;
Leung et al., 2020; Schuldt, 2019) have recognized that feedback can be provided in
different forms: written or oral, formal or informal, formative or summative, correc-
tive or reflective, evaluative or descriptive, cognitive-focussed or skill-focussed, indi-
vidual or group, digital or analog, and so on. Due to the importance of feedback in
teaching and learning, research has focussed specifically on individual feedback.
For example, various studies have investigated the frequency and patterns of oral
corrective feedback. This research agenda has generally categorized oral corrective
feedback into six types, namely recasts, explicit corrections, elicitations, repetition,
clarification requests, and metalinguistic feedback (Ha & Murray, 2020; Lyster &
Ranta, 1997). Students have shown a preference for individual oral feedback provided
by teachers (Black & McCormick, 2010; Ha & Nguyen, 2021; Leung et al., 2020).
Agricola et al. (2020) also found that students havemore positive perceptions towards
feedback when it is delivered orally by teachers; they found students placed a higher
value on oral feedback than written feedback.

Based on the literature reviewed above, the nature of oral feedback has been
synthesized and presented in Table 21.1. For this study, oral feedback is more formal
and formative-oriented, both corrective and reflective, evaluative and descriptive,
with the foundations of both a cognitivist and a socio-constructivist view of feedback.
The focus onoral feedback in this study is on the level of task, process, self-regulation,
and self in which the task is the writing of a lesson plan.

In summary, oral feedback has been a focus of educational research for the past few
decades due to its significant roles in teaching and learning. However, the majority of
previous studies havebeen conductedwith school contexts or undergraduate contexts.
At postgraduate levels, some studies have focussed on teachers’ written feedback
provided on students’ assignments. Little is known about oral feedback provided
by teacher educators for pre-service teachers. In the context of pre-service teacher
education, course assignments pertaining to students’ designing of lesson plans are
an important component of students’ work. Teacher educators’ feedback on this kind
of work is essential in advancing pre-service teachers’ knowledge, skills, and experi-
ences, and it can shape pre-service teachers’ beliefs and practices regarding various
aspects of teaching. Effective feedback from teacher educators helps pre-service
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Table 21.1 Nature of oral feedback

Defining oral feedback

Oral feedback refers to the process when a teacher provides specific information verbally to a
learner based on direct observation of the learner’s performance with the intention to direct the
student’s performance towards a predetermined goal through dialogue

Oral feedback theoretical foundations

Both a cognitivist (feedback is seen as corrective) and a socio-constructivist views of feedback
(feedback is seen as facilitative) were used as supporting theoretical perspectives

Feedback purpose

The purpose of feedback was to reduce discrepancies between the actual level of performance
and the desired learning goal in order to improve and achieve the learning goal

Feedback foci

The feedback foci mainly included four dimensions: the level of task performance (comment on
content), the level of process in understanding how to do a task (comments to develop a
student’s skills), the regulatory or metacognitive process level (comments to encourage further
learning), and/or the self or personal level (unrelated to the specifics of the task that include
praise and criticism)

Feedback delivery

Feedback could be delivered in different forms such as written or oral, formal or informal,
formative or summative, corrective or reflective, evaluative or descriptive, individual or group,
digital or analog, and so on. Feedback could occur in different forms, including recast,
elicitation, clarification request, commenting, repetition, and praise

teachers become well-prepared for their subsequent teaching. Understanding this
kind of feedback can inform implications for teacher education programs, curricula,
and teacher educator professional learning. This study was, therefore, designed to
address this research gap. Accordingly, the following two research questions were
proposed to guide the study:

1. What were the teacher educator’s foci for oral feedback on pre-service teachers’
lesson plans?

2. Which lesson plan elements does the teacher educator focus on during individual
face-to-face oral feedback sessions with pre-service teachers?

Methodology

The main purpose of this study was to document a teacher educator’s practice of
providing oral feedback to postgraduate pre-service teachers that had been assigned
a teacher education task of writing a lesson plan. The additional aim was to examine
what elements of the written lesson plan the teacher educator focussed on when
providing feedback. In order to investigate oral feedback given by a teacher educator,
a qualitative case study was conducted. The case was an object to be studied (Stake,
1995), namely the feedback provision process between the teacher educator and the
pre-service teachers. This definition of case fits well with what Merriam (1998, p. 9)
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referred to as a “bounded system”. It is important when targeting an object for study
that the researchers clearly define the “boundaries and contexts” of the system (Yin,
2003, p. 13). In the later sections,we clearly describe the learning context that initiated
this oral feedback process between the teacher educator and pre-service teachers. As
this study mainly aimed “to present a detailed, contextualized picture of a particular
phenomenon”, it can be regarded as a descriptive case study (Hood, 2009, p. 71). To
make the research focus clearer and concise, this study focussed on the transcripts
of oral feedback sessions to understand the nature of oral feedback provided by the
teacher educator. Thus, how the background of the teacher educator and pre-service
teachers may have affected the oral feedback process was not examined. However, to
provide a clearer understanding of the context of the oral feedback bounded system,
the participants, learning context, and feedback procedures are further described
below.

Learning Context

Theparticipantswere enrolled in aMaster of Education inCurriculumand Instruction
with a concentration in English language teaching. The program consisted of three
compulsory courses in curriculumand instruction, one compulsory course in research
methodology, one compulsory course in English curriculum design, two compulsory
electives in English language teaching, and the option to write an applied thesis and
take one additional elective course or to write an academic thesis with no need to
take further courses.

Curriculum Design and Materials Development for English Language Teachers
aimed to acquaint studentswith the strategies and principles ofmaterials development
for English language teaching. In general, the students learned about the process of
second language curriculum development, and in particular, they learned about how
to prepare materials for specific lesson types. The role of theory in the course was to
aid discussion of instructional principles and provide a basis for analysis of different
approaches to curriculum design. The course aimed to balance discussions on both
theoretical and practical issues. Practical experience in designing English language
curriculum and materials relevant to specific student populations was emphasized.
Topics of the course included second language learning models, second language
learning principles, language course syllabi, lesson planning, unit work, scheme of
work, language learning tasks, and English language materials development.

Student performance in the coursewas assessed through (1) group/class discussion
and attendance; (2) a written unit plan requiring materials development, adaptation,
and evaluation with three lesson plans; and (3) an oral report requiring critical reflec-
tion and in-depth analysis of their unit plan. While the unit plan required the learners
to include an overview of the three lessons, they were only required to write out in
full one to two of the three lesson plans. The current study focussed only on one
aspect of the unit plan assignment-one completed written lesson plan.
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The students had the option to adapt teaching and learning materials from an
English textbook appropriate to the learners they targeted to teach, or they could
develop their own teachingmaterials. The studentswere required to indicate a specific
student population for the lesson plan by providing a description of the targeted
students’ background and existing knowledge, the teaching methods they aimed to
employ, and the reasons why they felt these were appropriate (in the form of a ratio-
nale statement). Students were asked to consider classroom resources and available
teaching aids/materials as well as the type of language learning tasks suitable to
meet the lesson goal(s) and objective(s). The lesson plan was required to contain
each of the following sections: target students, rationale, goals, objectives, materials,
assessment, procedures, and appendix.

Participants

One teacher educator from a higher education institution in the Macau SAR was
recruited for the current study. At the time the study was conducted, the teacher
educator had 14 years of experience in teaching English language as a subject
in various educational settings and contexts within Asia and the United States.
The teacher educator had 1.5 years of experience in English teacher training and
mentoring.

Four pre-service English teachers studying for a Master of Education in
Curriculum and Instruction with a concentration in English language teaching at
a comprehensive university in the Macau SAR were recruited for the current study.
They are referred to in this study as pre-service teachers Alice, Barbara, Cathy, and
Doris (pseudonyms). Alice used English at the CEFR B2 level, Barbara and Cathy
at the C1 level, and Doris at the B1 level (Council of Europe, 2001). The pre-service
teachers were in their first semester of studies and enrolled in the course Curriculum
Design and Materials Development for English Language Teachers. They had all
obtained undergraduate degrees in Business English, English Language & Linguis-
tics, or English Studies from universities in mainland China. After obtaining their
master’s in education, the four students had plans to return to mainland China to
obtain certification to teach English in primary or secondary schools.

We adopted purposeful sampling to recruit these participants for three reasons.
First, we had access to the teacher educator that was teaching the course. Second, the
teacher educator had plans to use oral feedback in the course. Third, the pre-service
teachers were enrolled in the teacher education course in which they would receive
oral feedback from the teacher educator. Altogether, recruiting these participants
made it easier for us to observe how a teacher educator provided oral feedback for
pre-service teachers on their lesson plans.
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Feedback Procedures

The pre-service teachers could receive optional face-to-face feedback from the
teacher educator during scheduled consultation office hours. Among the eight
students enrolled in the course, four (50%) students opted to receive face-to-face feed-
back from the teacher educator. The teacher educator required thepre-service teachers
to bring a written draft of their lesson plan to the feedback session and targeted the
required lesson plan elements when providing the feedback: target students, ratio-
nale, goals, objectives, materials, assessment, procedures, and appendix. While no
rubric was used to guide the feedback, the pre-service teachers had been provided a
handout that included a description of each lesson plan element and the expectations
for what each of the lesson plan elements should contain (see Appendix A).

Data Collection

The feedback sessions with the four pre-service teachers were audio-recorded and
then transcribed verbatim. As the language of instruction was English, the teacher
educator gave feedback in English, and English was used as the language for commu-
nication between the teacher educator and the pre-service teachers. The pre-service
teachers had scheduled for 30-min consultation sessions, but most went over this
time. Unfortunately, due to a recorder malfunction, only 11 min of one of the feed-
back sessions were recorded. Thus, while the total time of the four feedback sessions
was around 126 min (Mminutes = 31.5, SD = 4.2), only 106 min (Mminutes = 26.5,
SD = 11.2) was available for transcription. This resulted in a total of 13,802 word
tokens (M tokens = 3450.5, SD = 1645.2) for analysis.

Data Analysis

Weapplied both qualitative andquantitative content analysis (Camprubí&Coromina,
2016) to the data. For qualitative content analysis, a theory-driven framework
(Cresswell & Creswell, 2018) based on the literature review was constructed.
The framework was constructed based on Hattie and Timperley’s (2007) and
Brown and Glover’s (2006) feedback foci: feedback-on-task, feedback-on-process,
feedback-on-self-regulation, and feedback-on-self.

Feedback-on-task referred to comments given related to how well the task was
performed; there were seven feedback-on-task foci. “Correctness” and “incorrect-
ness” referred to whether a concept was referred to in the task appropriately. “Errors”
referred to grammatical errors or when a concept was given a wrong name or label.
“Omissions” referred to an element of the task that was missing while “information”
referred to a part of the task that required additional information to be provided
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before it could be considered complete. “Presentation” referred to the formatting of
the lesson plan. “English language use” concerned the non-idiomatic use of English.
Feedback-on-process referred to comments given related to the understanding of
how the task should have been completed; there were three feedback-on-process
foci. “Understanding” referred to whether pre-service teachers understood how to
complete the lessonplan task. “Further actions” related to actions pre-service teachers
needed to take to improve their lesson plans. “Resources and materials” referred to
comments about books or articles that could be used by the pre-service teachers
for task improvement. Feedback-on-self-regulation referred to comments related
to regulatory and metacognitive processes including “self-evaluation” and “error-
detection”. “Self-evaluation” referred to feedback aimed at facilitating pre-service
teachers’ self-consideration and decisions on how to improve their lesson plans.
“Error-detection” referred to feedback that encouraged pre-service teachers to detect
errors on their own. Feedback-on-self referred to comments not related to the task
or was given regarding self or something personal, including “praise for achieve-
ment”, “praise for the person”, and “criticism”. “Praise for achievement” referred to
feedback related to the quality of the lesson plan. If the praise was about the person,
then it was considered “praise for the person”. “Criticism” referred to feedback that
contained negative words.

Creswell and Creswell (2018, p. 313) advised researchers to “winnow” data at
the start of content analysis. Thus, during analysis, our focus was on the feedback
the teacher educator provided. Qualitative content analysis was conducted in four
steps. First, we read the four transcriptions of the feedback sessions very carefully
and used memoing to obtain a sense of the whole data set. Next, we listened to each
recording twice to match the speech and transcription in order to grasp a feeling
of how the teacher educator provided feedback as well as obtain a deeper sense of
the whole data set. Then, we applied the qualitative content analysis framework to
each transcription. In order to assure the quality of the coding, the first author coded
one of the four transcripts for the second author to confirm whether the coding was
acceptable or not based on the coding framework. After reaching a consensus, the
remaining three transcripts were coded by the first author. Finally, the results of
qualitative content analysis were written up for this chapter.

For quantitative content analysis, a frameworkbasedon the lessonplan assignment
criteriawas constructed (seeAppendix). Feedback should assist students in clarifying
what constitutes good task performance (Nicol & Milligan, 2006). Furthermore,
linking the feedback to the assessment of the task through explicit guidance (Evans,
2013) can increase its effectiveness (Gibbs & Simpson, 2004). To uncover which
elements of the lesson plan the teacher educator focussed on when providing feed-
back, we calculated the number of words spoken by the teacher educator regarding
each element of the lesson plan for each pre-service teacher.
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Results

Qualitative Content Analysis Results

Feedback-On-Task

The teacher educator provided feedback that covered different foci of feedback,
including “correctness”, “incorrectness”, “errors”, “omissions”, “information”, “pre-
sentation”, and “English language use”. However, the occurrences of feedback for
each of these foci varied. Only one occurrence of feedback on “correctness” was
found (“This one is ok”.; Doris). It might have been difficult for the teacher educator
to provide a single judgement on whether the entire task was completed properly
due to the multiple elements required for writing a lesson plan. Three occurrences of
feedback-on-task “incorrectness” were found: these related mostly to the meaning
of specific concepts, such as “objective” (Barbara) and “narrative” (Cathy). More
feedback on “errors”, such as grammatical errors (Alice, Doris), was found among
the pre-service teachers’ lesson plans. The teacher educator provided most of the
feedback on the pre-service teachers’ “omissions” and “information”. As a lesson
plan contains many elements, it seemed that the pre-service teachers found it diffi-
cult to perform well on all of them and left out several parts including “Assess-
ment” (Barbara), “Criteria” (Doris) and lacking some detailed information for these
and other elements. Feedback provided by the teacher educator on “presentation”
regarded formatting issues. The teacher educator also provided feedback on language
use, especially in reference to how to use specific language chunks such as “be able
to” (Alice) when writing learning objectives (Table 21.2).

Feedback-On-Process

There are three examples of feedback on the process foci, including “understanding”,
“further actions”, and “resources andmaterials”. The teacher educator did not provide
feedback on understanding. This is not surprising considering that the four pre-
service teachers had come to the meetings with a completed draft of the lesson
plan. Thus, they understood how to complete the task and instead needed feedback
on other feedback-on-process foci to improve their lesson plans. More specifically,
the teacher educator used formative feedback to point out “further actions” that pre-
service teachers should take to improve their lesson plans. “You have to think about it
andwrite in detail” (Alice). The teacher educator also pointed the pre-service teachers
to other “resources and materials” that could be used to enhance their lesson plans,
including those provided in the course “Go back and look at the handouts that I gave
you and see how the objectives are written” (Alice). These are examples of feedback
that was initiated by the teacher educator. Still, other instances of feedback were
also initiated by the pre-service teachers. After a discussion about teaching narrative
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writing, Cathy asked the teacher educator “Are there some writing books to classify
the narrative?” The teacher educator suggested a source “Our library has some good
ones”.

Feedback-On-Self-Regulation

There are two examples of feedback-on-self-regulation foci, including “self-
evaluation” and “error-detection”. The teacher educator provided feedback on self
regulation to all four pre-service teachers. For example, the teacher educator told
Alice “If you think this is something that is important in the lesson, then you have to
go back and see if you need to add another goal if you are going to focus your lesson
on that”. This self-regulating feedback prompted Alice to evaluate task quality and
make a decision. In contrast, no error-detection feedback was provided. This may
have been due to time constraints and instead the teacher educator simply provided
direct feedback on most of the issues that appeared to him. Another consideration
could have been the lack of training or pedagogical knowledge previously obtained
by the pre-service teachers. Without this knowledge base, the teacher educator may
have felt it would not have been possible to simply use stimulation for self-error
checking.

Feedback-On-Self

There are three examples of feedback-on-self foci, including “praise for achieve-
ment”, “praise for the person”, and “criticism”. The teacher educator praised all of
the pre-service teachers but did not offer any words of criticism. Still, praise did
not always come without giving guidance for further actions to be performed. For
example, the teacher educator praised pre-service teacher Cathy for her achievement
and pointed out further action that was necessary, “Actually it is quite good, the
lesson is good. I think just do a few little things and it will be even better”.

Quantitative Content Analysis Results

Teacher Educator Feedback Focus

The results of the quantitative content analysis of the teacher educator’s feedback
on the lesson plan elements are shown in Table 21.3. The teacher educator did not
provide feedback on all elements of all the pre-service teachers’ lesson plans. At
times, this could have been because the pre-service teacher did not include that
element or that the teacher educator found no fault with the element.

The teacher educator provided more feedback on objectives, followed by goals,
then procedures, and finally target students. The amount of feedback provided on
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objectives was over twice the amount provided to goals. This indicates that the pre-
service teachers required more guidance in how to properly write objectives through
explanation, example providing, and clarifications. Goals were often discussed in
connection to the objectives as these are related to one another through assessment.
Less feedback on the procedures of the lesson plan was provided, indicating that
generally, the pre-service teachers could write clearly what they planned for the
lessons. However, whether what they planned was fully articulated with goals, objec-
tives, and assessments is critical to writing a qualified professional English language
lesson plan.

Discussion and Implications

Feedback On Task, Process, Self-Regulation, and Self

The teacher educator provided feedback-on-task, feedback-on-process, feedback-
on-self-regulation, and feedback-on-self to the pre-service teachers. The lion’s share
of feedback was coded as feedback-on-task, supporting Hattie and Timperley’s
(2007, p. 91) observation that this common focus of classroom corrective feed-
back “builds more surface knowledge”. In addition, the feedback-on-process and
feedback-on-self-regulation provided by the teacher educator encouraged “deep
processing and mastery” of the task (Hattie & Timperley, 2007, p. 91). However,
feedback-on-process and feedback-on-self-regulation are considered the most effec-
tive and valuable feedback foci in terms of their effects on task improvement and
have a greater potential of leading to goal achievement and self-regulated learning
(Hattie & Timperley, 2007). Therefore, the teacher educator should have aimed to
provide more feedback-on-process and feedback-on-self-regulation in order to culti-
vate self-regulated pre-service teachers. While the teacher educator also provided
feedback-on-self, Hattie and Timperley (2007) considered this focus of feedback
less effective as it is not informative in nature in that it does not provide specific
information for the pre-service teachers to use to help improve task performance.
Schartel (2012) and Shute (2008) further suggested that feedback should focus on
performance and not the individual. Yet, Brown and Glover (2006) claimed most
people expect praise even though it is often considered as a basic feedback focus.
Although feedback-on-self has been considered by researchers as ineffective in terms
of improving task quality, it is still acceptable to praise students’ achievements
because students expect to receive praise. Using criticism could damper performance
as it can be demotivational (Brown & Glover, 2006; Ha & Murray, 2021), provoke
emotional reactions (Ghaderi & Farrel, 2020), and reduce the overall effect of feed-
back (Schartel, 2012). Although the teacher educator pointed out several areas that
necessitated improvement in the lesson plans, no words of criticism were found.
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The teacher educator adopted both cognitivist and socio-constructivist views
of feedback. The teacher educator provided both corrective and facilitative feed-
back. However, a socio-constructivist view of feedback appeared to have received
more emphasis from the teacher educator. This was evident through the value the
teacher educator placed in the dynamic nature of learning through dialogue with the
pre-service teachers (Evans, 2013). Further developing turn-taking strategies when
conversing with the pre-service teachers could further facilitate the effectiveness of
the provided feedback.

Feedback-On-Lesson-Plan-Elements

According to Nicol and Milligan (2006), good feedback practice entails teachers
clarifying with students what constitutes good performance. Gibbs and Simpson
(2004) further suggested that feedback effectiveness can be enhanced by connecting
feedback with assessment expectations through guidance (Evans, 2013). The teacher
educator was an exemplary example as the feedback provided was done so in order
to improve the pre-service teachers’ performance through connection to clear criteria
and assessment. However, the teacher educator neglected to provide feedback on all
lesson plan elements. One possibility could have been the time limit for meeting with
each pre-service teacher or the teacher educator’s evaluation placed more emphasis
on particular elements than others (e.g. objectives received muchmore attention than
rationale). Another possibility was that the pre-service teachers could have mastered
particular lesson plan elements while neglecting others. In such cases, the teacher
educator could have provided other foci of feedback to further indicate what the pre-
service teachers had done properly in order to inform the pre-service teachers that
they had met the criteria set for those particular lesson plan elements. The teacher
educator’s feedback could have been enhanced by limiting the feedback to particular
elements, encouraging multiple sessions of feedback, and asking the pre-service
teachers to review the recordings of the feedback sessions. This view of feedback
was supported by scholars (Evans, 2013; Ghaderi & Farrell, 2020; Gibbs& Simpson,
2004; Hattie & Timperley, 2007) that emphasized the main purpose of feedback
should be to bridge the gap between students’ existing performance and the desired
goal in order to meet the assessment criteria resulting in better learning outcomes.
Another option would be to combine both written feedback with oral feedback. This
could occur by the teacher educator reading the lesson plan and providing written
feedback prior to meeting the pre-service teachers for oral feedback sessions. Not
onlywould this save timeduring themeetings formore oral feedback to be given to the
pre-service teachers, but it could also enhance the quality of two-way communication
between the teacher educator and pre-service teachers during such sessions (Black &
McCormick, 2010; Bloxham, 2015). This also increases the potential for pre-service
teachers to better understand what and how to work on to improve their learning
outcomes (Agricola et al., 2020; Bloxham, 2015).
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Although the pre-service teachers had been given training in lesson plan writing,
it appeared that their English language education content knowledge was lacking.
Feedbackwill be less effective for students that “lack [the] necessary [content] knowl-
edge” to fully benefit from feedback (Hattie & Timperley, 2007, p. 91). Although
not a main focus of this study, it was quite obvious to us that the pre-service teachers
lacked the pedagogical content knowledge for how to design good English lesson
plans and did not have clear awareness of how to write up the individual lesson
plan elements in a standard manner. One clear implication would be for the program
to further increase the number of courses related to English language education in
order to fully prepare pre-service teachers to step into the classroom to teach English.
Providing such opportunities to the pre-service teachers through curriculum revision
could also help enhance the feedback that they receive in this course.

Limitations

The case study data were analysed using frameworks constructed based on theo-
ries, published research literature, and a teacher educator’s assessment criteria. Even
with such frameworks, it is difficult to avoid subjective involvement when coding
(Brown & Glover, 2006), resulting in a limitation of the study results. Furthermore,
only the oral feedback given by one teacher educator to four pre-service teachers’
lesson plans was analysed. As the teacher educator and the pre-service teachers were
not interviewed, it is hard to confirm the perception or the impact of the feedback
from the teacher educator’s or the pre-service teachers’ points of view. As these
issues were not addressed in the current study, future investigations are still needed.

Conclusions

Teacher educators have a profound impact on the professional development of pre-
service teachers. In addition to demonstrating how to be a teacher, teacher educa-
tors should make pre-service teachers aware of their strengths to feel encouraged
and weaknesses to be improved so that they can develop their beliefs, knowl-
edge, and skills required for good teachers. This often happens through oral feed-
back that is aimed at improving pre-service teachers’ learning outcomes. The
foci of oral feedback include feedback-on-task, feedback-on-process, feedback-on-
self-regulation, feedback-on-self, and feedback-on-lesson-plan-elements. Among
them, feedback-on-task, a cognitive-oriented corrective feedback focus, is the most
common. Feedback-on-process and feedback-on-self-regulation, focussing on task
completion strategies and self-directed learning skills, respectively, are considered
more effective feedback. Feedback-on-self has been considered to be the least effec-
tive focus of feedback, even though students may expect to receive such feedback
from teachers.
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The current case study provided a picture of a teacher educator’s oral feedback
provided to four pre-service teachers in a postgraduate language teacher education
course in Macau. The result of the analyses found that the teacher educator provided
different foci of feedback but mostly focussed on feedback-on-task. Among various
elements of the lesson plans written by the pre-service teachers, lesson objectives
and goals received the most attention from the educator’s feedback. To improve
the pre-service teachers’ quality of learning, the curriculum of the teacher education
program should be updated to increasemore pedagogical content knowledge courses,
and teacher educators should consider increasing feedback-on-process and feedback-
on-self-regulation and combining written feedback with oral feedback.

Appendix A

For each Lesson Plan, students will:

1. Demonstrate that they understand that the lesson is designed for a specific group
of students by including a description of the group of students in a section titled
“Target Students”.

2. Provide a rationale for teaching the lesson included in a section titled
“Rationale”. This section should be around 300–500 words in length.

3. Construct goal(s) for the lesson and list them in a section titled “Goals”.
4. Write instructional objectives for the lesson which include the criteria for

detailed, unambiguous objectives included in a section titled “Objectives”.
5. Provide a list of materials needed to give the lesson in a section titled

“Materials”. If these materials have been designed, then details on the design
process should be provided. All materials will also need to be provided for
evaluation by the course instructor.

6. Indicate method of assessment/evaluation (e.g. verbal/kinesthetic), how
language measures will be made (e.g. informally/formally; rubric/checklist),
and how target students will be informed; this information will be included in
the section “Assessment”. Copies of any assessment or evaluation measures
should be included.

7. Write up “Procedures” that includes detailed directions for carrying out the
lesson, intended teacher talk, and anticipated student responses/interaction.
Expected time for each step should be indicated in parentheses, e.g. (10 min).
All teacher talk and expected student talk should be written out in detail.

8. Add any additional information, references, or self-designed materials to a
section titled “Appendix”.
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Chapter 22
Biology Teachers’ Perceptions of Their
Working Environment in the Context
of China’s Educational Reform

Chunlei Zhang and Enshan Liu

Abstract The primary purpose of this study was to explore teachers’ perceptions
of their working conditions and workplace learning. An instrument Science Teacher
Working Environment Survey (STWES) was developed based on our pilot study. The
survey was sent out online during a two-week distant professional program session.
We received 543valid records. Exploratory factor analysis results showed that teacher
perception included four factors: school support, application of ICT, practice reflec-
tion, and peer collaboration. A learning environment model (PICE) was constructed
to explain teachers’ workplace learning. One-way ANOVA analysis showed that
teachers’ scores of these factors significantly differentiate for different teacher back-
grounds, school contexts, and students’ characteristics. This finding suggested that
teachers’ backgrounds could affect their perception of working contexts and work-
place learning, whichwas different from (Hirsch, E., &Emerick, S. (2006).We found
a modest positive correlation between teachers’ perception of working contexts and
workplace learning (r= 0.427, p= 0.000, n= 543). As teachers’ perceptions varied
significantly, teachers need appropriate programs and local supports. These results
also suggest that policymakers and researchers should pay more attention to the
school learning communities in which teachers possess lower perceptions.

Keywords High school · Biology teacher · Perceptions of working conditions ·
Perceptions of workplace learning · Learning environment

Introduction

Several international science education standards such as Next Generation Science
Standards (NGSS) advocate for science teachers to adopt more student-centred
instructional practices in which scientific ideas and thinking are learned with science
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practices (NGSS Lead States, 2013; NRC, 2012, 2015). The goal is for students
to learn not only science ideas but also how ideas are generated by science—in
essence, how science works (AAAS, 2009). Achieving this goal requires an instruc-
tional shift away from the transmission of facts toward designing tasks that create
space for students’ active engagement in science learning.

In order to achieve high “quality education”, Chinese policymakers have launched
a new round of educational reform to change the examination-oriented educational
system in mainland China since 2001 (MOE, 2001). In 2003, Ministry of Education
ofChina released the newHighSchoolBiologyCurriculumStandard (trial) (HSBCS)
publically. HSBCS aims to improve students’ scientific literacy and promote active
learning. It encourages teachers to develop students’ ability of science inquiry, critical
thinking, communication and collaboration, collecting and processing information,
and so on. It also encourages teachers to take advantage of ICT and online resources in
their teaching and learning. High school biology textbooks, classroom teaching, and
assessments are all expected to be alignedwith the standards. This top-down standard-
based reform had been spread all over the country from 2007 to 2011. In 2017, new
curriculum standards have been published by the Ministry of Education (MOE) of
China in order to improve students’ scientific literacy and promote students’ active
learning of disciplinary core ideas (MOE, 2001; MOE, 2017a; MOE, 2017b), which
influence more than 200 millions Chinese students in K-12 schools (MOE, 2015).

Many education reforms failed when it comes to schools and classrooms,
because reform supporters, including policymakers, school principals, and educa-
tion researchers, often belittle the complexity of changing teacher practices (Hoban,
2002). It is generally acknowledged that teacher is the key to the success of any educa-
tional reform. But teachers’ long-hold beliefs are stable and resistant to change. In
order tomake sure teachers change their beliefs and develop related teaching capabili-
ties, both national and local formal training programswere launched in China. Before
every province entering the reform, teachers would attend a two-week national online
training program during their summer vocation. China policymakers and reformers
also emphasize the evaluation of teachers’ classroom teaching in order to promote
reform-based teaching. These measures made teacher more likely to hold student-
centred teaching beliefs butwere unsuccessful in changing teaching practice, because
teachers’ beliefs can be inconsistent with their classroom practices (Ertmer et al.,
2001; Fang, 1996; Lin, 2008; Nargund-Joshi et al., 2011). In order to make correct
education policies and decisions, Chinese researchers have begun to emphasize the
use of rigorous evidence to evaluate educational programs and practices, and more
and more evidence-based education research has emerged (Slavin et al., 2021). For
example, Lin (2008) found that science teachers in a south-east city of China who
reported student-centred teaching beliefs may keep using teacher-centred lectures
giving students little control of their learning. Teachers may hold collective silence,
avoidance, and self-deception attitudes towards national college entrance exami-
nation reform (Xu et al., 2021). So only bringing external pressures to bear upon
teachers without proper supports can hardly make any change.

On the other hand, although both national and local professional develop-
ment programs (PDPs) were provided in China, most in-service teachers still have
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few opportunities to engage in formal PDPs, especially long-term and sustained
programs. In this case, informal workplace experiences (e.g. peer collaboration)
become the only option for learning (see Van Eekelen et al., 2006; Verloop et al.,
2001).Melville&Wallace (2007) foundworkplace learning affected not only teacher
subject matter knowledge but also their pedagogical content knowledge and their
teaching practices. A large-scale survey demonstrates that working conditions are
critical to increasing student achievement and retaining teachers (Hirsch & Emerick,
2006). And it is this professional context and school environment that shapes teacher
efficacy and satisfaction (Hirsch, 2008). Besides putting more efforts on formal
training and teacher evaluation, policymakers and researchers should also emphasize
the importance of investigating and supporting teachers’ workplace learning.

In China, workplace learning activities mainly include school-level and city-level
programs. At school level, teachers may visit each others’ classes and discuss the
lesson together. Beginning teachers are usually paired with experienced teachers in
the first couple of years. Teacher leaders of the subject also organize study groups
to prepare lessons together or do lesson studies. City-level programs are usually
lectures and lesson studies. Sometimes they also organize teaching competitions or
lesson design competitions to encourage teachers to enhance their knowledge and
skills, such as organizing inquiry-based learning and collaborative learning. But the
quantity and quality of teachers’ workplace learning activities can vary greatly in
different schools and areas. Are these activities and local school supports enough for
teacher to adopt the reform in their school setting? Little is known.

Theoretical Framework

Knowing what factors can decide teachers’ adoption or rejection the reform is a
precondition for the success of educational reform. Researchers have identifiedmany
of these factors such as teachers’ beliefs, knowledge, attitude, teaching practices,
community support, class size, professional learning time, high-stakes testing, PDPs,
curriculum, students’ ability, and available teaching resources (Burton, & Frazier,
2012; Feyzioğlu, 2009; Nargund-Joshi et al., 2011; Richards, Levin, & Hammer,
2011; Van Driel et al., 2001; Yeung et al., 2012). Teachers may adapt the reform
under three preconditions: they agreewith the goal of the reform; they have capability
to carry it into practice; external environment support and encourage them to do so.
Both internal factors (teachers’ beliefs and capability) and external factors (school
context) can play a role in this process.

In order to understand peoples’ learning, behaviour change, and effective perfor-
mance,Martin Ford (1992) developed a theory ofmotivation—Motivational Systems
Theory (MST). In this theory, motivation is defined as the organized patterning of
three psychological functions that serve to direct, energize, and regulate goal directed
activity: personal goals, emotional arousal processes, and personal agency beliefs
(PAB). He uses the following equation to define motivation.
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Motivation = Goals× Emotions× Personal AgencyBeliefs

Using this multiplicative equation, Ford suggests if one component is missing, a
person will not motivated to initiate activity, even if other components are present.
So, in the case of teacher learning, we infer that teachers’ personal agency beliefs
may also play a crucial role in teachers’ adopting the reform.

According to Ford’s theory, two types of personal agency beliefs may function in
teachers’ workplace learning: capability beliefs and context beliefs. Teachers’ capa-
bility beliefs are beliefs about ones’ ability or skill tomeet the goal of the reform.They
directly affect teachers’ instructional and learning decisions and actions. Teachers’
context beliefs are beliefs about the responsiveness of the environment (external
factors and/or people), which may help or hinder teacher meeting the goals of the
reform. In education, contexts can be broadly classified into the designed environ-
ment (e.g. buildings), human environment (e.g. students, faculty), and social cultural
environment (e.g. cultural norms) (Ford, 1992, p. 134).

Both formal training and teacher evaluation emphasize aligning teachers’ teaching
beliefs and goals with the reform and developing related capabilities. But the local
context where teachers’ workplace learning happens is largely neglected. Teachers’
personal agency beliefs, especially the context beliefs, are less studied and addressed.

So, this study is going to explore both biology teachers’ learning beliefs and
context beliefs and the relationship between the two. This study mainly focusses
on teachers’ workplace learning. One reason is that teachers’ workplace learning is
necessary and frequent for teachers’ professional development. Another reason is
that workplace learning is the only professional learning approach that is accessible
for most of Chinese biology teachers.

In this study, both teachers’ learning environment perception and practice descrip-
tion items were included in our survey to capture the interactions between teacher
learning and workplace environment. Items descripting teachers’ capability and
context beliefs were also included. In this study, capability beliefs refer to teachers’
beliefs of their ability and engagement in workplace learning. Context beliefs refer
to the external support that they perceive in their working context, including both
material support and social support, such as supports from administrators and
colleagues.

Research Questions

With many barriers in front of teachers and increasing pressure to adopt reform-
based teaching approach, there is a significant need to explore if teachers can adopt
the reform through their workplace learning. How supportive do they perceive their
workplace learning environment? How much do they engage in their workplace
learning (such as teaching experiment, reflection, and technology integration)? All
these perspectives will decide what teacher really do in their classroom teaching
and whether the reform will be successful. But few studies explore these questions
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for Chinese biology teachers specifically. This study aims to offer evidence and
directions to policymakers and educational leaders to support teachers’ workplace
learning. Thus, the following research questions will guide this study.

• How supportive do senior high school biology teachers perceive their workplace
learning environment? Howmuch do teachers engage in their workplace learning
activities?

• How different teacher groups differentiate in their perceptions? (e.g. different
provinces, school context, teacher characteristics, and so on).

• What is the relationship between teachers’ perception of work conditions (PWC)
and perception of workplace learning (PWL)? Do teachers’ perception patterns
support them to adapt the reform?

Literature Review

More Attention Should be Paid to Biology Teachers

For some historical reasons, biology used to be not tested in the National College
Entrance Examination (NCEE) for a period of time in China. Even now it is still less
likely selected for high-stake exam such as the NCEE or just occupies the least score
percentage in the exam. As a consequence, school principals believe that biology
is less important than other science disciplines, so they tend to put less time and
effort on biology teaching. Biology teachers are confronting much more challenges
in ensuring their teaching time and resources than teachers of other science discipline.
They are more likely to be suffering with their teaching conditions and professional
learning.

Another challenge for biology teachers is the conflict between high-stake exam
and the standards. Examination system has a long history in China, and today it
still plays a very crucial role in guiding teachers’ teaching and students’ learning.
But Lu and Liu (2012) found that biology examinations such as High School Exit
Examinations generally require lower levels of cognitive skills and failed to alignwith
the standards (HSBCS). So in this situation, biology teachers also have to confront the
conflicts between assessments and the standards, which make them more reluctant
to change their teaching practice.

In addition, there is also a big gap in educational resources between the east and the
west inChina. In the east developed regions or big cities such asZhejiangor Shanghai,
students have better learning conditions, resources, and more excellent teachers,
but in the undeveloped west regions, some schools are lack of learning resources
especially good teachers. A case study showed that beginning teachers in Tibet were
reluctant to commit themselves to teaching as a lifelong career, largely because of the
low status and poor compensations of the teaching profession (Su et al., 2002). Even
at the same region, key schools of province and key schools of city generally have
better teaching resources and teachers than general schools. Although these school
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titles are gradually unused, the gaps between schools are hard to change. So, teachers
in undeveloped regions or poor schools are very likely to meet more difficulties in
adopting the reform .

Working Context is Crucial for Educational Reform

Teachers’ learning takes place as a result of teachers’ participation in everyday
activities in the working context (Darling-Hammond, 1998; Henze et al., 2009;
Putnam & Borko, 2000; Kwakman, 2003). Luft et al. (2011) found that most of the
new teachers—regardless of induction program—shared similar beliefs and PCK at
the end of the second year, which means school context plays an important role in
teachers’ beliefs and PCK development. University education programs in China
also put much energy on encouraging teacher candidates’ reform-based practice and
assume that they can sustain these teaching orientations after they graduate. However,
Richards, Levin, andHammer (2011) found that candidates’ student-centred teaching
practices tend to dissipate once they leave the program. So based on their case study
evidence, they argued that both intellectual and emotional community supports are
necessary for sustaining preservice teachers’ reform-based practices.

Experienced teachers also meet many challenges in implementing more student-
centred methods. These obstacles included teachers’ lack of time, difficulties to
change old practice and beliefs, conflicts between ideal standards and the reality of
science classes, and the school context such as class size, students’ motivation and
ability, and school culture.

As teachers’ workplace learning is school context situated and work-oriented, it
plays a key role in teacher professional development in educational reform context.
And the most feasible way for teachers to master new theories and the reforms is to
let teachers build their knowledge base and teaching repertoire in their real working
contexts (Tang & Zhu, 2005). So, school working context can play an import role
in helping teachers adopt the reform and sustain their reform-based practice. The
working context includes not only the designed environment but also the human
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environment and social cultural environment (Ford, 1992). According to Ford, the
designed environment includes buildings, labs, equipments, software, and so on.
The human environment is composed of mainly students, faculties and principals in
school. As to the social cultural environment, it refers to the culture norms of school,
local region, or even country.

Based on a large sample survey, Hirsch and Emerick (2006) reported that working
conditions are also critical to increasing student achievement and retaining teachers
and teachers’ perceptions of working conditions reflect actual school conditions.
Working context is also important for teachers’ retention. Johnson et al. (2012) also
confirmed that teachers who have positive perception of their school context aremore
satisfied and plan to stay longer. According to their study, the critical elements of
the work environment for teachers are not narrowly conceived working conditions
such as clean and well-maintained facilities or access to modern instructional tech-
nology but the social conditions—the school’s culture, the principal’s leadership,
and relationships among colleagues.

Science Teachers’ Capability Beliefs and Context Beliefs

Mansour (2011, p. 348) found that teachers do not operate in a vacuum, and their
beliefs are shapedbyboth the immediate andwider educational contexts inwhich they
work. These contexts include three levels: the educational management contextual
level, the workplace (school) contextual level, and the classroom contextual level.
Teachers are not just simply form or socialize by the sociocultural contexts in which
they operate but, they are, in fact, active participants in the interactions with these
sociocultural contexts, which created the conditions for how they teach in schools.
It is necessary to consider all these aspects to assess teachers’ context beliefs.

Andersen et al. (2004) assessed the self-efficacy of new elementary teachers from
Denmark at the beginning, middle, and end of their first year of teaching. They found
that positive changes in self-efficacy seemed positively related to the occurrence
of environmental factors helpful to teaching (r = 0.401; p = 0.011; n = 39). It
indicates that context plays a role in forming teachers’ positive beliefs.But if teachers’
context beliefs can affect teachers’ engagement in workplace learning still need
further study. Lumpe et al., (2000) found teachers participating in long-term science
PDPs possessed fairly positive context beliefs and, according to Ford’s theory, should
be capable of effective functioning in the classroom. But teachers’ context beliefs in
the context with little long-term PDPs are rarely studied.

Although the number of studies into informal workplace learning has significantly
increased over the past decade, very few studies are concerned with different teacher
groups’ Perception of Working Conditions (PWC) and the relationship of PWCwith
PWL (e.g. teaching experiment and reflection). Given that teachers’ PWC reflect
actual school conditions and affect teachers’ professional learning and students’
achievement (Hirsch & Emerick, 2006), it is timely to examine teachers’ PWC and
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PWL, not only for retaining teachers and properly distributing resources, but also for
designing supportive learning environments and programs for special teacher groups.

This study can contribute on the following areas. First, this study can help us
understand what factors affect science teachers’ perception of their working condi-
tions and workplace learning activities. This information is necessary for building
a more supportive local school community and learning environment for science
teachers, which is precondition for successfully educational reform. Second, it also
can inform us the relationship between science teachers’ working conditions and
their workplace learning. Third, it can also provide important information for poli-
cymakers and reformers to distribute educational resources and learning programs
more reasonably.

Method

To assess biology teachers’ perception of work context and workplace learning, we
mainly employed a quantitative approach. Quantitative study can be more appro-
priate for this study to study large-scale representative sample and measure teachers’
perceptions and beliefs of their workplace learning. It can also be able to generate
more general conclusions for policymakers and teacher educators to make critical
decisions.

Participants

The participants came from six provinces (Chongqing, Sichuan, Guizhou, Tibet,
Gansu, and Qinghai), included both beginning teachers and experienced teachers.
The participants have different teaching experiences and come from different type
of schools. Table 22.1 shows the demographic information of the participants.

Instruments and Procedures

Data were collected from an online survey instrument designed to assess teachers’
workplace learning experiences. Analyses for the present study rely on data from
items used to elicit teachers’ characteristics, school context, students’ characteris-
tics, perceived competence in teaching practice, reflection, application of ICT, and
perceptions of working condition, school support, and peer support.

The survey included three parts. The first part asked teachers to report their gender,
teaching experiences, professional title, degree, major, college, and awards. The
second part collected information of school context and teaching context, such as
school location, school type, work load, class type, and students’ performance and
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Table 22.1 Demographics of study participants

Frequency Percent

Total 543 100

Gender Female 224 41.3

Male 319 58.7

Experience 1-10Y 215 39.6

10-20Y 146 26.9

20Y + 178 32.8

Title Senior 107 19.7

Middle class 1 (M1) 205 37.8

Middle class 2 (M2) 231 42.5

Award National Level (NL) 58 10.7

Province Level (PL) 140 25.8

City Level (CL) 133 24.5

District Level (DL) 66 12.2

School Level (SL) 63 11.6

No Award (NA) 83 15.3

Degree Technical (T) 31 5.7

Bachelor (B) 498 91.7

Master (M) 14 2.6

Teacher major Biology (BIO) 516 95.0

Other Science Discipline (OSD) 23 4.2

Non Science Discipline (NSD) 4 0.7

Teacher interest in biology Very Like (VL) 180 33.1

Like (L) 267 49.2

Average (AV) 96 17.7

Province Chongqing (CQ) 80 14.7

Sichuan (SC) 134 24.7

Guizhou (GZ) 136 25.0

Tibet (TB) 6 1.1

Gansu (GS) 141 26.0

Qinghai (QH) 22 4.1

School type Key School of Province(KSP) 115 21.2

Key School of City(KSC) 109 20.1

Key School of District(KSD) 28 5.2

General School(GS) 291 53.6

Class size 1–40 19 3.5

40–50 90 16.6

(continued)
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Table 22.1 (continued)

Frequency Percent

50–60 178 32.8

60–70 175 32.2

70–80 58 10.7

80 + 23 4.2

Workload (number of lessons per
week)

0–5 23 4.2

6–10 43 7.9

11–15 288 53.0

16–20 142 26.2

21–25 34 6.3

26 + 13 2.4

Student major Science (S) 230 42.4

Liberal Art (LA) 22 4.1

Both 291 53.6

Student performance Well (W) 35 6.4

Middle Plus (M + ) 84 15.5

Middle (M) 135 24.9

Middle Minus (M-) 141 26.0

Poor (P) 148 27.3

Student interest in biology Very Like (VL) 10 1.8

Like (L) 107 19.7

Average (AV) 395 72.7

Dislike (D) 29 5.3

Hate (H) 2 0.4

interests. The third part was composed of statements of both teachers’ working
contexts and their workplace learning experiences. All items were Likert-5-point
scales. Teachers were asked how much they agree with each statement according
to their real situations (‘Strongly Disagree’ = 1, ‘Disagree’ = 2, ‘Undecided’ = 3,
‘Agree’ = 4, and ‘Strongly Agree’ = 5,). Before the survey, it is claimed that these
data can just be used for educational study, and there is no right or wrong answers.

The online survey was sent out during a two-week long online teacher training
session. More than 5000 senior high biology teachers attended the online training
program. The survey was announced in teachers’ training assignment board. All
teachers could notice it and decide whether theywould like to volunteer to participate
in this study. At the end of the training, we received 543 anonymous valid records in
total.
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Validity.

This survey is revised based on our pilot study (Zhang & Liu, 2010). In our pilot
study, we made up our items based on literature and sent the survey out with some
open-ended questions related to teacher’s workplace learning (e.g. what factors facil-
itate or hinder your professional learning in working context). Based on teachers’
answers to these questions, we identified a range of themes including administrative
support, peer collaboration, teaching reflection, experimenting new ideas ormethods,
learning resources, networks and information technology, professional programs,
student feedbacks, and work conditions (e.g. equipments). Since most high schools
have access to computers and Internets, technology (ICT) plays a more and more
important role in teachers’ teaching and learning, especially when resources are very
limited in undeveloped area. Several items about teachers’ application of ICT in their
teaching and learning are also included in our survey.

Based on the item analysis of our pilot data, we deleted some items that have low
correlation coefficientwith total score and revised a couple of items slightly according
to the main themes of teachers’ responses to the open questions. Two content experts
(science teachers and teacher educators) were asked to examine the relevance and
representativeness of the items of the survey independently for building its content
validity. Table 22.2 shows the final items of the BTWLS used in this study.

Correlation analysis revealed that the four factors were strongly correlated with
the total score (r >0.6, p = 0.000) and the correlation coefficient is higher than
that between each factors (Table 22.4). It also provides evidence for good construct
validity of the instrument.

Analysis of Data

We used SPSS 23.0 to analysis our data. First, KMO and Bartlett’s Test of Sphericity
show that our data are suitable for factor analysis. In psychometric analysis, if KMO
>0.8 (value = 0.902) and Bartlett’s Test of Sphericity sig <0.05 (sig = 0.000), then
the questionnaire was suitable for a factor analysis.

Then, we carried out exploratory factor analysis to identify the main component
factors. Four factors with eigenvalues greater than 1 were extracted and identified as
school support (7 items), application of ICT (6 items), practice reflection (5 items),
and peer collaboration (3 items). The total variance explained reached 61.4%.

The four-factor model has good suitability because all items loading are higher
than 0.598, which showed a high correlation of each factor with the total score
(Table 22.2). Every factor has an internal consistency reliability value measured by
Cronbach’s alpha between 0.727 to 0.903, which shows that the instrument has good
internal consistency reliability (Table 22.3).
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Table 22.2 Factors loading of items in BTWLS

KMO = 0.902 Bartlett’s Test of Sphericity sig = 0.000

f1 f2 f3 f4

1. Our school has provided a lot of convenience for
teachers’ professional learning

0.877

2. Our school provides teachers with a lot of books,
magazines, CD-ROMs, and other learning resources

0.809

3. I am very satisfied with the environment for professional
development

0.802

4. Our school provides many opportunities for information
exchange and sharing of resources for teachers

0.793

5. Our schools have very good hardware conditions for
teachers’ professional learning

0.767

6. School leaders provide a lot of support for my new
teaching ideas and experiments in teaching and research

0.734

7. The learning atmosphere among teachers in our school
is very good

0.598

8. I often use the Internet to get some learning resources
that I need

0.794

9. ICT is of great help for my personal professional
development

0.775

10. I can use ICT well for professional learning 0.739

11. I like to learn how to use the computer or network
technology for teaching

0.732

12. I can make a good use of search engine, forum to get
information and resources for my professional learning

0.721

13. Making use of computer and network can help me to
teach more effectively

0.698

14. I can record and reflect my teaching purposely 0.748

15. I know how to promote my professional development
through teaching reflection

0.728

16. I always record the encountered accident or successful
teaching methods in my instructions

0.715

17. I keep teaching record and reflection to adjust my
teaching methods and pace

0.702

18. I organize and review my own lesson plans, teaching
reflection and teaching materials periodically

0.668

19. Colleagues will share new found courseware and good
articles with all members in our teaching research group

0.754

20. The communications between colleagues helped me a
lot in my professional development

0.742

(continued)
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Table 22.2 (continued)

KMO = 0.902 Bartlett’s Test of Sphericity sig = 0.000

f1 f2 f3 f4

21. I have many friends for assistance or discussions when
I confront difficulties in subject or student management
issues

0.724

Variance Explained % 21.24 17.06 13.36 9.72

Cumulative Variance Explained % 61.39

Table 22.3 Internal consistency of each factor and total survey

Factor name Items (n) Cronbach’s alpha

1. School supports 7 0.903

2. Applications of ICT 6 0.859

3. Practice reflection 5 0.789

4. Peer collaborations 3 0.727

Total survey 21 0.891

Table 22.4 Means, standard deviations, and Pearson correlations

Variables M SD TS 1 2 3 4

Total score (TS) 3.45 0.53 – 0.824** 0.624** 0.691** 0.667**

1. School supports 2.78 0.89 – 0.288** 0.299** 0.436**

2. Applications of ICT 3.86 0.67 – 0.363** 0.378**

3. Practice reflection 3.77 0.59 – 0.353**

4. Peer collaborations 3.65 0.75 –

Note N = 543; All Pearson correlations were statistically significant, **p <0.01

Correlation analysis was also carried out to explore the relationships between
each factor and the total score. In order to answer the study research questions how
different group teachers percept and engage in their workplace learning, a one-way
ANOVA was used to identify if there were significant differences between different
teacher groups’ scores of each factor. If there were significant differences, then post
hoc multiple comparisons (LSD) would be further used to probe the significant
differences between groups.
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Findings

Question 1: How Positive are Teachers’ Perceptions of their
Learning Environment?

Table 22.4 shows the means, standard deviations of the four factors, and the total
score. If we divide our scale (from 1 to 5) into three levels: negative (from 1 to 2.33);
neutral (from 2.33 to 3.66); positive (from 3.66 to 5). Then, we found teachers’
perception of school supports (M = 2.78 SD= 0.89) was at neutral level and below
the middle point 3, which means that teachers generally perceive their school not
supportive enough. Teachers’ perception of Peer Collaborations was a little higher.
But it was still at the neutral level (M = 3.65 SD = 0.75). Because school support
and peer collaborations are themain components that teachers receive in their school
context, we use these two factors to largely represent teachers’ PWC, which was also
at neutral level (M = 3.04 SD = 0.75). So, teachers generally hold neutral PWC.

Accordingly, application of ICT and practice reflection can largely represent
teachers’ PWL. Both scores of these two factors were higher than 3.66 and belong
to positive level. As a result, teachers’ PWL was also in positive level (M = 3.82
SD= 0.52), which indicated that teachers generally hold positive perception of their
engagement in their learning and teaching activities.

Question 2: How Teachers’ Perceptions Differentiate?

One-way ANOVA analysis was used to test score differences across different teacher
characteristics, school context, and student characteristics. For example, one-way
ANOVA result showed that practice reflection score differed significantly across
different teaching awards groups, F(5, 537) = 3.205, p = 0.007. Post hoc multiple
comparisons (LSD) showed that teachers with national awards hold significantly
higher score of practice reflection than city level, school level, and no awards groups,
which means that teachers with national awards tend to be more reflective in their
teaching practice according to their own perceptions.

Table 22.5 shows the summary results of significance levels of one-way ANOVA
analysis.

As shown in Table 22.5, teachers’ scores differed significantly across different
teacher groups (sig= 0.05, n= 543), including both teacher characteristics (teaching
years, awards, professional title, interest on biology, and workload), school contexts
factors (location, students’ performance, and learning interests), and student charac-
teristics (student major, interests, and score). The following is a summary of the post
hoc multiple comparisons (LSD sig = 0.05) results.
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Table 22.5 Summary of one-way ANOVA significance levels

School
Support

Peer Support Practice
Reflection

ICT
Application

Total Score

Teacher Experience *** **

Title *** ** ** ***

Awards * ** * **

Interest *** *** *** *** ***

School School ** *

Location ** **

Workload *

Class Size *

Student Major ** **

Score *** * ***

Interest *** * *** *** ***

Notes n = 543; * p < 0.05; ** p < 0.01; *** p < 0.001

(1) Teachers with different characteristics hold different PWC and PWL
We found that teachers 0–10 year group had significantly higher school

support score and total score than did other groups. Teachers who had received
higher level awards had higher score on school support, practice reflection,
application of ICT, and total score. Teachers who has more than 20 lessons per
week had significantly lower school support and total scores than did other
groups. The more interest a teacher had in biology, the higher the score the
teacher had on every factor and total score.

(2) Teachers in different school contexts hold different PWC
As shown in Table 22.5, teachers’ score of school support differed signifi-

cantly across different provinces.Post hocmultiple comparisons results showed
that teachers from Guizhou and Sichuan provinces had significantly lower
school support score and total scores than other provinces. Teachers in general
school or less than 40 student class have significant lower school support score.

(3) Teachers in different classroom contexts hold different PWC and PWL

Thebetter students perform, the higher score teachers have on school support, peer
collaboration, and total score. The higher students are interested in learning biology,
the higher score teachers have on all four factors and the total score. Teachers who
teach science major students have higher score on Practice Reflection than other
teacher groups did.
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Question 3: What is the Relationship between Teachers’ PWC
and PWL?

We used school support and peer collaboration to stand for teachers’ perception of
their learning environment and practice reflection and application of ICT to stand
for teachers’ competence and engagement in their workplace learning. There is a
modest relationship between the total scores of teachers’ PWC and PWL (r= 0.427,
p = 0.000, n = 543), which means teachers are more likely to have positive PWL
when they hold positive PWC.

A plot of PWC by PWL score revealed that many teachers displayed relatively
negative PWC. They also displayed weak PAB patterns (Ford, 2002), such as being
vulnerable, tenacious, and discouraged, which ring alarm bell for reformers and
policymakers in China.

Discussion

Factors that impact Teachers’ PWC and PWL

Teacher and students characteristics may affect both teachers’ PWC and PWL, while
school context mainly affects PWC.

1. Some teachers’ characteristics (workload, experience) may only affect PWC,
while others (awards, professional titles, and interest) affect both PWC and
PWL.

In this study, biology teachers’ characteristics, such as experiences, awards level,
and interest in subject, do affect their PWC. They may also affect teachers’ PWL.
This finding is different from Hirsch and Emerick’s (2006) conclusion that teachers
view working conditions similarly, regardless background and experience. In addi-
tion, less experienced (0–10 years), highly awarded, and high interest in biology
teachers tended to have more positive PWC. It also means that as teachers’ experi-
ence increase, if they are not very interested in biology and awarded, they tend to have
negative PWC. One possible reason is that less experienced teachers (0–10 years)
received more support from school principals and administrators, because they are
believed to bemore capable and easily to adapt the reform. In order to achieve widely
and endurable change in classroom teaching, we should also not neglect marginal-
ized teacher groups, such as experienced but not outstanding teachers. From this
data, we suggest that teachers’ perceptions are more complex than previous study
have suggested (Hirsch & Emerick, 2006), teachers with different background and
experience may perceive the same working context differently and act differently
(Hoekstra et al., 2009).



22 Biology Teachers’ Perceptions of Their Working Environment … 457

2. School context characteristics such as school type, locations, and class size
affect teachers’ PWC, but they do not affect teachers’ PWL.

Teachers in different school location, school type, and size of class have significant
difference in their external perceptions. This supports the conclusion that school
context may affect teachers’ external perceptions such as school support and peer
collaborations. There is still a big gap in educational resources between different
provinces and schools in China. As a result, teachers in undeveloped regions and
general schools perceive less support because these schools are lack of good working
conditions and learning resources.

One surprising result is that teachers with class size less than 40 perceive less peer
support than other groups. In China, the class size would usually be 40–50 in urban
area school and 50–60 in suburban area. It can become much larger in undeveloped
regions when lack of schools. Sometimes, poor school can also have smaller class
size because large number of students dropping out or fierce competitions on student
sources between schools. When looking at the location and school type of these
teachers, 18 out of 19were come fromgeneral school in undeveloped regions.We can
infer peer support, and collaboration rarely happens in these marginalized schools.

3. Some student characteristics may only affect PWC, some only affect PWL, and
some affect both PWC and PWL.

As shown in Table 22.5, there are significant difference in teachers’ practice
reflection score across different students majors, which means that student major
may only affect teachers’ practice reflection. According to teachers’ answers to the
open-ended questions of our pilot study, student questions can also urge teachers to
reflect and help grow professional knowledge. Students who major in science tend
to ask more questions and take more responsibility in their biology learning, which
cause their teachers to be more reflective of their teaching practice in order to help
student understand more clearly and deeply.

Another result is that students’ score affects teachers’ PWC. Teachers who
reported better performance perceive higher score of PWC but not PWL. Because
of school competition, better performance students are more likely select and study
in better schools, which would provide more school and peer support to teachers.
Accordingly, teachers who reported poor performance of their students are more
likely happen in poor schools and they are lack of school and peer support.

Student interest of learning biology can both affect PWC and PWL. Students
learning interest is another index of school performance, so supportive school more
likely has students interested in learning and teacher receives more school support
and peer support. When students are interested in learning biology, teachers are more
like to experiment, reflect their teaching methods, and integrate ICT in their teaching
and learning.
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The Relationships between PWC and PWL

This study showed that there is a modest positive correlation between teachers’
perception of working conditions and perception of workplace learning. It means
that teachers’ perception of the external environment and their own internal engage-
ment and self-efficiency are positive related. This relationship has been reported
by some previous studies (Bandura, 1993; Leithwood, 2006; Meirink et al., 2009),
and this study confirmed this finding again. Andersen et al. (2004) also found that
teachers’ positive changes in self-efficacy were positively related to the occurrence
of environmental factors helpful to teaching.

There are at least two ways to explain this positive correlation between PWC and
PWL. One explanation is that teachers tend to be more confident in their workplace
learning if they receive more school support or engage in peer collaboration. Another
explanation is that teachers who have higher self-efficiency and positively engage
more in their workplace learning are more likely to perceive the positive aspects of
their learning environment. Although PWC and PWL may interact with each other
in teacher workplace learning, we argue that PWC seems to the dominant factor in
deciding teachers PAB patterns (see Fig. 22.1) in this study. PWC can more evenly
distinguish different types of teachers. More studies are needed to further explore
this causal relationship between PWC and PWL.

Fig. 22.1 Plot of PWC by PWL score
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Teachers’ Personal Agency Belief Patterns

As Fig. 22.1 revealed, many teachers displayed relatively negative PWC and weak
PAB patterns (Ford, 2002), such as Tenacious, Vulnerable even Discouraged and
Accepting/ Antagonistic. According to Ford (2002),

a Tenacious PAB pattern is high in motivational potency … but some degree of environ-
mental unresponsiveness is viewed as predictable and unsurprising… A vulnerable pattern
is characterized by uncertainty or vacillation between favorable and unfavorable expecta-
tion for goal attainment. People in this pattern are unlikely to be negative enough to inhibit
progress toward important goals; however, they may trigger symptoms of anxiety and worry
and contribute to a cautious approach to goal setting and goal seeking. (P135)

Although teachers possessingTenaciousPABpattern are associatedwith “strength
in dealing with obstacles and challenges” (Ford, 1992, p.134), they also view their
environment as predictably unresponsive. Teachers with this pattern are very likely
to adopt Vulnerable or Accepting/Antagonistic PAB patterns, if they were not give
enough support structure to keep them motivated.

But teachers in Discouraged and Accepting/Antagonistic PBA patterns both hold
negative context beliefs and showed some degree of distrust or hostility toward the
environment. According to Ford (2002),

Discouraged people are less likely to focus on their personal deficiencies than on the impossi-
bility of making progress in the current context…TheAccepting/ Antagonistic PAB patterns
are both characterized by a general sense of self-adequacy combinedwith a significant degree
of distrust or hostility toward the environment. People manifesting these patterns gener-
ally blame some aspects of the context rather than themselves for problems and failures.
(P135–136)

For teachers with these patterns who are struggling with their learning environ-
ment, it becomes more crucial to give them necessary support. The reform-based
teaching requirement is often stressful to teachers, and more support are needed
to bring about changes in teachers’ professional behaviour (Haney et al., 1996).
Pushing forward the reform cannot only depend on increasing pressure on teachers’
practice by assessment. Policymakers and teacher educators should collaborate to
build supportive workplace learning environments for teachers. Both administrative
and peer support are badly needed for teachers to bring enduring educational change.

Teachers’ Interactions with their Workplace Learning
Environment

The result of factor analysis indicates that teachers’ adaption to learning environ-
ment can be divided into four factors: school support, peer support, practice reflec-
tion, and ICT application. These four factors reflect both the extra school support
and teachers’ adaption to their learning environments. Teachers’ perception of school
support and peer support indicts individual teacher’s interaction with the community.
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Fig. 22.2 Teachers’ learning environment model (PICE model)

Practice reflection factor reveals teachers’ interactions with the practice field such
teaching and reflection. The factor of ICT application can be an index of teachers’
interaction with the information learning environment. Thus, teachers’ learning envi-
ronment includes three sub-environments: practice learning environment, informa-
tion learning environment, and community learning environment. We proposed a
PICE learning environment model to explain these interactions. Figure 22.2 shows
teachers’ interactions with their learning environment in this model.

Practice environment is mainly the environment of teachers’ teaching practice,
such as students, classroom teaching facilities, laboratories, and other teaching envi-
ronment. Community environment means the local community in which teacher
works, such as the relationship formed at work and teachers’ role and status in
the working organization. Information environment is where teachers can acquire or
share their personal experiences, information and knowledge, such as books, maga-
zines, Internet, of all kinds of media, library, and other place. So, in this PICEmodel,
teachers’ learning environment is composed of three sub-environments.

Three sub-environments are relative divided, and there are mutual overlaps
between different sub-environments. One sub-environment can also interact with
the other two. But each environment has its own characteristics and specific way
of interaction with teachers. For example, in the practice sub-environment, teachers
try new teaching ideas and get feedback, which will increase their own skills and
knowledge of teaching in return. In community sub-environment, teachers’ teaching
beliefs and knowledge may impact each other through interpersonal conversions or
collaborations. In the information environment, teachers can interact with the knowl-
edge carrier (books, journals, blogs, and social media), internalize and externalize
their knowledge, and also express and spread their knowledge. Teacher knowledge
is formed and developed in the interaction with the environment, and different sub-
environments may contribute their knowledge development in different ways. For
example, in information environment, teachers may have access to system explicit
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knowledgewhich others teachers externalized to solve real problems. The knowledge
from the practice environment is often tacit, vague, and subjective, but very prac-
tical and operatable. In addition, the practice environment is a place where teacher
applies and tests their knowledge from the community environment and information
environment, which are integrated into specific teaching strategies and routines.

Teachers’ answers to open questions in this survey also support this learning envi-
ronment model. According to teachers’ replies to open questions, the impediments
of professional development are mainly distributed in the community environment
and information environment, while contributing factors have more balanced distri-
butions in the three environments (light color arrows and ellipses show the weak
parts of the learning environment, see Fig. 22.2). In addition, having strong personal
initiatives are also important to promote teachers’ professional development.

Implications

Based on these results, we suggest the following to policymakers and teacher
educators.

We should not assume that teachers are able to receive enough support in school
context to adapt the reform. Empirically assessing teachers’ PWC and PWL are
necessary for policymakers to distribute teacher learning resources and programs.
According to the results,we suggest providingmore supports and resources in schools
where teachers have lower perceptions of their working conditions. Among all the
provinces are in the west less developed area of China, teachers from Guizhou and
Sichuanmore badly need support than other provinces. Policymakers should also pay
attention to teachers in general schools and provide themmore supports. If teachers’
PWC and PWL are ignored, then it would become unrealistic to expect teachers to
adapt the reform and change their classroom teaching.

Based on the results, both environmental and personal characteristics can affect
teachers’ PWC and PWL. Policymakers also can enhance teachers’ positive percep-
tions and learning activities by lightening teachers’ workload properly and fostering
teachers’ interest in their teaching subjects.What is more, encouraging the collabora-
tion rather than competition between teachers in the same school would help teachers
possess more positive PWC.

As there are significant differences in teachers’ PWC and learning activities
between different teacher groups, teacher educators should design and provided a
variety of supportive programs that can meet teachers’ special needs. According to
the results, teachers’ Practice Refection and Application of ICT were not changing
significantly with increasing teaching experience, so additional related professional
supports and learning opportunities should also be provided for in-service teachers,
especially those who are in unsupportive working context.
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Conclusion

Assessing teachers’ PWC and PWL can help us determine teachers’ fitness to work-
place learning environment and uncover potential problems teachers confront in
their school contexts. Teachers perceive only moderate school support, which is
the lowest among teacher perceptions. Most teachers showed vulnerable, tenacious,
and discouragement PAB patterns (Ford, 2002), which should ring alarm bell for
reformers and policymakers in China. School context, teachers’ backgrounds, and
students’ backgrounds can all have effects on teachers’ PWC. But only teacher and
student backgrounds have effects on PWL. Teachers and students interests in biology
are very good indexes of both PWC and PWL. PWL is positively related with PWC,
which implies that supportive school context cannot be neglected in both teachers’
professional learning and adoption of the reform.

ThePICEmodel provides us a theory framework to analyse and construct teachers’
learning environment. We can make use of this model to analyse the problems in
the process of teachers’ interaction with their learning environment and search for
targeted solutions. This study found that the interaction of teachers and community
environment and information environment is mainly one-way, they are more likely
passively receiving external information and impacts from environment, but rarely
create or improve the community environment, express, and exchange knowledge
actively.

With the popularization of information and communication technology, such as
computers, mobile phones, and other digital devices, information environment has
become an integral part of teachers’ professional learning environment. Survey
results show that the support teacher badly needed is an online learning plat-
form where teacher can access rich teaching resources, share teaching experience,
collaborate with each, and get timely feedback for long-term professional learning.

This study mainly applied quantitative method to address the research question
based on teachers’ self-report. Further qualitative studies are needed to answer the
question that how teachers’ perception acquired and how different factors in their
working context affects their professional learning. The positive correlation between
PWC and PWL is confirmed again, but the casual relationship between the two still
needs further study.More studies are also needed to explore how to build a supportive
learning community in local schools with limited resources in a general school in
undeveloped area, since teachers in these contexts badly need support.
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Chapter 23
English Language Teacher Education
in Indonesia: Providers, Policies,
Innovations, and Future Directions

Subhan Zein

Abstract This chapter examines Indonesia’s English language teacher education,
which has seen significant changes in the past few years. The chapter describes stake-
holders in teacher education, covering aspects such as pre-service teacher education
streams, curriculum, and management of professional development (PD). It also
examines the development and implementation of teacher education policies in the
past fifteen years. Further, the chapter discusses notable innovations revolving in
five areas of interest: (1) the movement to employ post-methods teacher education;
(2) the rise of digital technologies; and (3) the development of character building
through identity, spirituality, and criticality in teacher education. The chapter also
examines: (4) a shift to incorporating translanguaging and (5) pluricentric approaches
to English into teacher education. The chapter argues that there is an apparent discon-
nect between the academic work of Indonesian scholars and the policies on teacher
education which the Ministry of Education, Culture, Research, and Technology is
developing. Finally, the chapter outlines directions for future research.

Keywords English language teacher education · Indonesia · Teacher education
policy · Learning teaching options · Pre-service education · Professional
development

Introduction

Calls to overhaul English language teacher education in Indonesia were voiced in the
turning of the millennium and the early 2000s (see Bismoko, 2003; Djiwando, 1999;
Luciana, 2004), and within a decade, policies on teachers and teacher education were
developed as part of national education reforms (see Saukah, 2009). Research into
the area went to a slow movement for the next few years before it started to find
vigour in the second half of the 2010s. Along with the incredible interest in English
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language education in the country which has benefitted from a surge of scholars grad-
uating from English-speaking countries (Zein et al., 2020), innovations in English
language teacher education have proliferated in the past few years. These include
new approaches to utilizing learning–teaching options (e.g. Astika, 2016, Kuswan-
dono, 2017), the inclusion of pluricentric approaches to English (e.g. Sakhiyya et al.,
2018; Zacharias, 2016; Zein, 2018a, b), and the rise of translanguaging (e.g. Cahyani
et al., 2018; Zein, 2018c). Recent studies have also uncovered the emergence of new
approaches which are relevant to character building such as identity, spirituality, and
criticality (e.g. Larson, 2014; Mambu, 2016; Nur’aini, 2018; Sulistyowardani et al.,
2020) aswell as the rise of digital technologies (e.g. Alberth et al., 2018;Djiwandono,
2019; Fitriah, 2018).

Despite the promising development, studies which systematically examine
English language teacher education in Indonesia are non-existent. Information is
scant when it comes to teacher education stakeholders, while studies which inves-
tigate implementation of policies on teacher education are often disconnected from
the background which gives rise to their emergence. Further, there is also a lack of
cogent, systematic analysis of innovations in teacher education. It is necessary to
examine these areas of interest in order to generate a comprehensive overview of
English language teacher education in Indonesia and to identify projections for the
future of the field.

This chapter responds to this major gap in the literature. It examines English
language teacher education in Indonesia in terms of providers, policies, innovations,
and future directions. First, the chapter outlines an overview of Indonesia’s education
system. Second, it describes stakeholders which play a crucial role in teacher educa-
tion, covering aspects such as pre-service teacher education streams, curriculum, and
management of professional development (PD). Third, the chapter moves to the next
section to examine the development and implementation of teacher education poli-
cies. Fourth, the chapter discusses innovations on English language teacher educa-
tion, focusing on the rise of new approaches to utilizing learning–teaching options in
post-methods teacher education, the inclusion of character building-related themes,
translanguaging, digital technologies, and pluricentric approaches to English. A final
section concludes the chapter while signposting future directions.

Indonesia’s Education System: An Overview

Indonesia has a three-tiered education system, spanning basic education, secondary
education, and higher education. Although pre-schools exist, they are considered as
a representation of informal education rather than formal education. Therefore, pre-
schools are not included in basic education. Basic education in Indonesia includes
primary school, which lasts for six years (grades 1–6), and junior high school, which
lasts for three years (grades 7–9). This is followed by secondary education which
consists of three years of senior high school (grades 10–12). At higher education,
there are different levels. These include diploma (one to four years), undergraduate
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(four years), master’s (one to two years), and doctorate (three years). These are
delivered by academies, polytechnics, institutes, and universities.

This education system seems to be clear cut; however, its management is much
more complex. The reason is because of the complex social, religious, and cultural
factors pertaining to education management where different ministries are involved
(see Zein, 2020, Chap. 6, for discussion on the topic). The fact that education
management in Indonesia is under different ministries means that there are three
periods of education management: (1) there was a long period in Indonesia’s history
when education was managed by two different ministries (1945–2014). These were
Ministry of Education and Culture and Ministry of Religious Affairs; (2) there was
a brief period when education went into a phase of management by three ministries
(2014–2021), with the addition of Ministry of Research, Technology, and Higher
Education; (3) a new policy endorsed by President Joko Widodo (ruling from 2014
to present) has seen Indonesia reverting to education management by two ministries
with the abolishment of Ministry of Research, Technology, and Higher Education
(2021-present).

The third period started on 28 April 2021 when President Widodo enjoined
Ministry of Education and Culture with Ministry of Research, Technology and
Higher Education to become Ministry of Education, Culture, Research, and Tech-
nology (henceforth MECRT). The MECRT is responsible for managing secular,
nationalist education institutions, encompassing primary education in Sekolah Dasar
[Primary School] (SD) and Sekolah Menengah Pertama [JuniorHigh School] (SMP).
It also manages secondary education in Sekolah Menengah Atas [General Senior
High School] (SMA) and Sekolah Menengah Kejuruan [Vocational Senior High
School] (SMK). The ministry is also responsible for general higher education,
such as Universitas Andalas [Andalas University]. On the other hand, Ministry
of Religious Affairs (henceforth MoRA) manages religious educational institu-
tions. The ministry is responsible for managing Protestant and Catholic schools
as well as regulating Islamic-based education in Madrasah Ibtidaiyah [Primary
School], Madrasah Tsanawiyah [Junior High School], Madrasah ‘Aliyah [Senior
High School], and Pesantren [Islamic boarding school]. The ministry also regulates
religious-based higher education institutions, for example, Universitas Islam Negeri
Syarif Hidayatullah Jakarta and Institut Agama Kristen Negeri Manado.

Although this education management has identified the job descriptions of the
two ministries, there is ad hoc management of higher education. This is because
some institutes are ruled by other ministries, for example, Sekolah Tinggi Akuntansi
Negara (STAN) [State College of Accounting], which is managed by the Ministry
of Finance, and Institut Pemerintahan Dalam Negeri (IPDN) [Institute of Domestic
Governance], which is managed by Ministry of Home Affairs. Nonetheless, the
preparation of all English teachers at pre-service level falls under the management
of MECRT and MoRA.
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Teacher Education Providers

Teacher Education Institutions

The major provider of teacher education for English teachers in Indonesia consists
of teacher education institutions. These may be education-oriented universities or
teaching schools. They offer pre-service teacher education courses, and many are
also involved in PDs for in-service teachers.

In the past, teaching institutes and colleges were the sole providers of teacher
education in the nation. They were either Institut Keguruan dan Ilmu Pendidikan
(IKIP) [Institute of Teacher Training and Education] or Sekolah Tinggi Keguruan
dan Ilmu Pendidikan (STKIP) [School of Teacher Training and Education]. Until
the late 1990s, IKIPs and STKIPs delivered courses in education-relevant majors,
for example, Bachelor’s in Primary Education, Bachelor’s in Sports Education, and
Bachelor’s in English Language Education.

Since the late 1990s, however, IKIPs in Indonesia have transformed into
education-oriented universities. Nowadays, all public IKIPs have become education-
oriented universities, and the same is true for some private IKIPs. Examples of
public IKIPs are IKIP Padang, which has become Universitas Negeri Padang
[Padang Education University], IKIP Bandung which has changed into Univer-
sitas Pendidikan Indonesia [Indonesian Education University], and IKIP Yogyakarta
which has transformed into Universitas Negeri Yogyakarta [Yogyakarta Education
University]. Of private IKIPs, IKIPMuhammadiyah Yogyakarta has becomeUniver-
sitas AhmadDahlan [AhmadDahlanUniversity] and IKIP SanataDharma has turned
into Universitas Sanata Dharma [Sanata Dharma University]. These education-
oriented universities still offer courses in education-relevant majors, but they have
also expanded in terms of course delivery by offering other majors unrelated to
education.

The transformation of the IKIPs into universitieswas foregrounded by two factors.
First, it was part of liberalization of education. In accordance with a loan agree-
ment with the International Monetary Fund (IMF), the Indonesian government
was to liberalize public-oriented sectors, including education. The Habibie govern-
ment in 1999 endorsed the Government Regulation No. 61/1999 which privatized
Indonesia’s top five universities: Universitas Gadjah Mada [Gadjah Mada Univer-
sity], Institut Teknologi Bandung [Bandung Institute of Technology], Universitas
Indonesia [University of Indonesia], Institut Pertanian Bogor [Bogor Agriculture
Institute], and Universitas Airlangga [Airlangga University]. The privatization of
these prestigious higher education institutions meant the abolishment of government
subsidies, which led them to raising admission and enrolment fees. The fact that
the universities were able to raise a significant funding following the privatization
encouraged other universities to follow suit. In a similar vein, IKIPs wanted to be
able to compete with more prestigious universities in keeping with the privatiza-
tion. The idea of transforming into full-fledged universities offered them with better
opportunities to gain institutional autonomy and secure more funding. The second
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reason has to do with the prevalent public perception concerning higher education
institutions. In society, higher education schools and institutes are not fully appre-
ciated, unlike universities. For this reason, some segment of the society thought
that IKIPs and STKIPs were second-class institutions. University-based education
was (and is) perceived as more prestigious than institute- or school-based education.
This prompted STKIPs to become IKIPs, and IKIPs to develop into universities (cf.
Saukah, 2009).Nonetheless, someSTKIPs have not changed into IKIPs, for example,
STKIP Abdi Pendidikan in Payakumbuh, West Sumatra, and STKIP Enrekang in
Enrekang, South Sulawesi.

Streams of Pre-service Teacher Education

As providers of pre-service education for English language teachers, education-
oriented universities, IKIPs, and STKIPs offer two streams of pre-service education:
the concurrent and the consecutive streams. The concurrent stream means that “stu-
dents can enroll in the English Language Education Study Program if they havemade
the decision to be teacher candidates right from the beginning” (Saukah, 2009, p. 5).
However, if students have not decided to become English teachers yet, they may
attend the consecutive stream in which they

enroll in the English Study Program (majoring in English Literature or Linguistics)… If they
are interested in becoming teachers of English after they graduate from the English Study
Program, they can enroll in the English Language Education Study Program and take the
required courses to become teachers of English (Saukah, 2009, p. 5).

Most prospective English teachers would attend the concurrent stream, although
an increasing number of teachers are those who have completed the consecutive
stream. There are no empirical studies regarding the preference of prospective
teachers, while opinions are divided as to whether the concurrent or the consec-
utive stream is a better option. Field experiences, however, show that graduates
of the consecutive stream could gain employment at schools, private courses, or
even universities without taking additional courses in the concurrent stream (Saukah,
2009).

Another issue lies at the fact that the pre-service teacher education does not cater
for all levels of learning. From the late 1990s to the early 2010s, at a time when
a large number of primary schools offered English instruction due to strong social
pressure, employment prospects for primary English teachers were high. However,
qualified teachers from the concurrent stream of pre-service teacher education were
only prepared to teach at secondary level, not primary one. Except for a few teachers
who took courses relevant to teaching English to young learners at institutions such
as Universitas Negeri Malang, most had no preparation at all. To meet with the high
demand for primary English teachers, schools employed a large number of teachers
even though they had no proper qualifications. Employment was even made for
people with limited English proficiency and a bachelor’s degree in a major remotely
related to English (see Zein, 2017). Nowadays, English is no longer officially taught
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in primary schools, but some schools still offer it. There are rumours that English
might be made compulsory in years to come, and yet it is unclear how it is going to
unravel, let alone how teacher education institutions are preparing themselves for it.

Curriculum of the Concurrent Stream

In terms of the concurrent stream curriculum for English language teachers,
education-oriented universities, IKIPs, and STKIPs have the autonomy to offer their
courses. However, they must follow the same pattern of course delivery. They must
deliver courses in three categories: general courses, specialized subject fields courses,
and professional teaching courses.

General courses are compulsory courses which all higher education institutions
in Indonesia must include in their curriculum. These include civic education, reli-
gion, and the Indonesian language. The second category includes specialized subject
field courses. These courses are specifically designed to prepare students to master
their specialized subject area in terms of knowledge and skills, for example, English
language skills such as listening, speaking, reading, and writing. The third category
consists of professional teaching courses which are intended to prepare students to
enter the teaching profession. These include courses relevant to teaching methodolo-
gies and teaching practice. In general, the courses offered at the concurrent stream
may be summarized in Table 23.1.

Teacher Education Institutions and PDs

Although teacher education institutions are mainly responsible for producing quali-
fied prospective teachers at pre-service level, many are involved in providing teacher
training for in-service teachers. In most cases, they provide PDs for primary and
secondary English teachers on a regular basis. This is the case, for example, with
Universitas Pendidikan Indonesia which mainly provides PDs for teachers in the
Bandung region and the greater West Java Province.

Typically, teacher education institutions work in collaboration with teachers’
groups. Teachers at a district level generally join an umbrella organization called
the Musyawarah Guru Mata Pelajaran (MGMP) [Consultative Group of Academic
Subject Teachers]; thus, English teachers in a certain district are usually members of
an MGMP-English. To conduct a PD, MGMP-English representatives would hold
meetings to identify teachers’ needs. TheMGMP-Englishwould then invite a teacher
education institution to develop a suitable PD. Once training content, modes of
delivery, and other bureaucratic procedures are met, teachers are invited to attend the
PD. School principals have the discretion to decide which teachers may attend the
PD, with how much budget, etc.
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Table 23.1 Typical
concurrent stream curriculum
for English language teachers

Course category Sample course Credit points

General Personality
development

16–18

Philosophy of
science and
communication

Religion

Civic education

Indonesian
language

Community
services

Specialized subject
fields

English language
skills

98–100

English linguistics

English literature

Research methods

Professional teaching General pedagogy 30–32

Teaching
methodologies

Teaching practice

Total 144–150 credit
points

Adapted from Saukah (2009)

Government-Based Training Agencies

The Direktorat Jenderal Guru dan Tenaga Kependidikan [Directorate General of
Teachers and Teaching Personnel] (Dirjen GTK) is the main government body which
is responsible for the quality enhancement of teachers and teaching personnel in
Indonesia. In its work, the Dirjen GTK is often in collaboration with government-
based training agencies. This is in line with a more decentralized context of educa-
tion that Indonesia is currently adopting, where the duties to provide professional
development programmes and activities now lie at local policy authorities and
government-based training agencies.

Government-based training agencies which are responsible for designing, devel-
oping, and managing PDs for in-service teachers are: (1) Pusat Pengembangan
dan Pemberdayaan Pendidik dan Tenaga Kependidikan [The Centre for Develop-
ment and Empowerment of Teachers and Education Personnel] (P4TK) and (2)
Pusat Pendidikan dan Pelatihan Bahasa [The Centre of Education and Training
of Language] (PPP Bahasa). These agencies generally provide training services
through programmes such as short training for teachers, distance training, training
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for teachers in remote areas, training for writing research papers, assessment for
language teachers, training for teachers in non-formal education, as well as semi-
nars and workshops. These programmes are not exclusive to English teachers, but are
open to teachers of other subjects (i.e. mathematics and biology) and other languages
(i.e. Arabic and Chinese).

The way PDs are organized by government-based training agencies is a bit
different from those organized by teacher education institutions.Rahman,Hoban, and
Nielsen (2014) described that government-based training typically sent out PD invi-
tations to schools. School principals decide which teachers to attend the PD. Rahman
et al. (2014) stated, “Although, there is sometimes a guideline or a set of criteria for
choosing the teachers, in most cases, the decision on which teachers to choose is at
the principals’ discretion” (p. 9). Selected teachers then attend the PD, which are
usually held from one to fifteen days. Although specific teaching methodologies and
content are delivered, there is generally little room for professional reflection and
practical activities. Cascade training is implemented in that those completing the PD
are expected to disseminate what they have learnt to their colleagues. This sort of
PD management has resulted in criticisms. A study by Zein (2016a) demonstrates
that government-based PDs for English teachers are often entangled in bureaucratic
problems; for example, there is a lack of transparency in the selection of partici-
pants. In other cases, training management by government-based training agencies
is inefficient and is often sporadic, leading to low participation level (Zein, 2016b).
Meanwhile, a study byCannon andArlianti (2008) is not specific to English teachers,
but the authors’ statement sums up the sort of impact which government-based PDs
create:

The impact of training in transforming Indonesian educational institutions is not clearly
established at all. The effects of training are arbitrary and, too often, dependent on
the unplanned interactions of returning trainees, their supervisors and opportunities in
their working environments. Much training leads nowhere except to unrealized potential,
frustration and waste (p. 79).

Foreign Institutions

Another group of stakeholders which contributes to English language teacher educa-
tion in Indonesia consists of foreign institutions. These foreign institutions are based
in countries which have interest in the development of the English language in
Indonesia, for example, the USA, the UK, and Australia. Their work may be seen as
part of what Coleman (2017) conceptualizes as a focused language planning where
the countries, which act as donors, could exert influence through development aid
aimed for recipient nations such as Indonesia, or even create dependency on the
donors (see Appleby et al., 2002, for the case of Laos).

The British Council is an established player in English language teacher education
in Indonesia. Starting as “The Council” in the city of Bandung, West Java, in 1948,
the British Council has continued to expand its wings. In the 1970s, the British
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Council supported the Overseas Development Administration (ODA) programme in
the country to begin teaching English directly to Indonesians, while in the 1980s
it has reached a global reputation for the management of teacher training. To date,
the British Council has conducted various PDs to respond to education reform in
Indonesia. Specifically, it has created online teaching resources. It has also delivered
customized courses and workshops designed for teachers’ needs. Some of these are
offered face-to-face, but an increasing number of them are offered online (British
Council Indonesia, 2021a). Further, theBritishCouncil has promoted research studies
among teachers and language scholars, for example, research into primary English
which involves Indonesia and other ASEAN member states (British Council, 2008)
and a study on English as a medium of instruction in Indonesian higher education
institutions (British Council, 2021b).

The US State Department has the Regional English Language Office (RELO),
which seeks to foster the US–Indonesia “Strategic Partnership by building capacity
through English teaching and learning in Indonesia” (RELO, 2021). RELO has a
variety of programmes, some of which are relevant to teacher education for English
teachers. The most famous one is called the English Language Fellow Program,
which not only promotes the teaching of English but also focuses on teachers’
capacity building. RELO places fellows in universities, education-focused NGOs,
and various education centres across the country. At universities, RELO fellows
generally teach English to pre-service English teachers, and they often deliver
PDs. RELO also organizes English Language Specialist Program which recruits
academics and professionals to be involved in teacher education programmes at
pre-service and in-service levels. The specialists may also contribute to curriculum
and textbook development, as well as programme evaluation. Another programme
of RELO is called the Online Professional English Network (OPEN), which offers
virtual learning opportunities for learners and teachers alike. Teaching and learning
materials are freely accessible through OPEN. Teachers may reuse, adapt, and share
them with colleagues for PD purposes (RELO, 2021).

No less influential is the role of Indonesian Australian Language Foundation
(IALF). IALF is a not-for-profit organization which was established in 1989. It
focuses on providing language training on English and Indonesian as well as testing
and preparation for International English Language Testing System (IELTS) and
Pearson Test of English (PTE) Academic. Further, IALF also provides teacher
training for teachers of English and other subjects and counselling services for those
wanting to study abroad. In terms of teacher training, IALF is fully equipped with
qualified staff to develop ad hoc PDs for teachers in association with teachers’ groups
and government institutions. IALF Bali, for example, is a teacher training centre
which conducts the internationally accredited Trinity College London Certificate in
Teaching English to Speakers of Other Languages (TESOL), in addition to a range
of IALF certificated training courses for teachers (IALF, 2021).
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Policies on Teacher Education: Development
and Implementation

By the year of 2000, Indonesia had been teachingEnglish formore than half a century,
and yet academic studies (e.g. Dardjowidjojo, 2000; Jazadi, 2000) demonstrate that
success was beyond reach. Teachers’ lack of proficiency and poor methodological
skillswere seen as two contributing factors. To better prepare teachers, scholars called
for an overhaul of the pre-service teacher education system, with Djiwando (1999)
arguing for the inclusion of major components, specified subjects, and professional
subjects; Bismoko (2003) calling for a competency-based curriculum; and Luciana
(2004) calling for the development of teacher education standards. The calls were
necessary given that up to that point, Indonesia had no policies on teacher education,
let alone national guidelines for preparing English teachers.

The arrival ofActNo. 20/2003 onNational Systemof Education brought a spirit of
change. Article 43(2) of the Act stipulates that teacher must have a minimum level of
qualifications and a certificate relevant to the subject and level of education in which
they are assigned. This policy was further specified in Act No. 14/2005 on Teachers
and Lecturers, which set a precedent for regulations on teacher professionalism.
Article 9 of the Act requires that teachers must have at least a bachelor’s degree or
a four-year diploma. Article 10 of the Act specifies that teachers must also possess
a professional education certificate to demonstrate competence in four categories:
personality, social, professional, and pedagogical.

Act No. 14/2005, however, created controversies. Scholars such as Joni (2008)
and Saukah (2009) were critical of the Act. Joni argued that the Act employed “onto-
logically flawed” competency standards given that they misconstrue professional
education for consecutive stream of teacher education. Further, the use of “aca-
demic qualifications” and “competence” as separate terms only created confusion.
It suggests that one who has obtained an academic qualification such as a bach-
elor’s degree in English language education has no competence, as he/she only has
“academic qualifications”. Meanwhile, Saukah noted the confusion which arose due
to Article 11 of the Act. The article indicates that teachers would be professionally
certified aftermeeting the academic qualifications criterion, by obtaining a bachelor’s
degree or a four-year diploma, plus the teachers’ competence criterion, by obtaining
a certificate on professional education. However, Saukah argued that these would
lead to “different interpretations in terms of the models of implementations when
confronted with the existing practices: the concurrent and the consecutive models of
English language teacher education” (p. 12). It is unclear whether to be an English
teacher implies that one has to graduate from the concurrent or the consecutive stream
of teacher education; in other words, whether someone graduates from an English
Language Education Programme or English Study Programme, it makes no differ-
ence because the Act does not specify it. Further, Saukah deemed the inclusion of
a four-year diploma as an academic qualification irrelevant given the true purpose
of a diploma is to prepare students in vocational fields (e.g. tourism), rather than
education-oriented occupations.
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The government endeavoured to resolve the confusion by issuing the Minister of
National Education Regulation No. 16/2007 on Standards of Teachers’ Academic
Qualification and Competence. The Regulation retains the spirit of previous poli-
cies in that it stipulates that teachers must possess relevant academic qualifications
and teachers’ competence. In terms of academic qualifications, however, the Regu-
lation identifies that English teacher may possess a bachelor’s degree from either
the concurrent or consecutive stream. In other words, one may complete either the
English Language Education Study Programme or English Study Programme to be
able to meet the academic qualifications criterion.

To meet the second criterion on teaching competence, one must have four cate-
gories of competence: personality, social, professional, and pedagogical. Based on
the Regulation, the personality competence consists of 5 the following items of core
competence:

1. Behave in accordance with religious, legal, social, and national–cultural norms.
2. Serve as a person with integrity and good conduct, and as a role model for

students and the community.
3. Perform consistently as a mature, dignified, and wise individual.
4. Show good work ethic, be a highly responsible individual and proud to be a

teacher, and have self-confidence.
5. Respect the teachers’ code of conduct highly.

Meanwhile, the social competence consists of the following 4 items of core
competence:

1. Treat others inclusively, objectively, non-discriminately with respect to gender,
religious belief, race, physical conditions, social background, as well as socio-
economic status.

2. Communicate with colleagues, students’ parents, and members of the commu-
nity effectively, emphatically, and politely.

3. Adaptable in theworkplace in any parts of the countrywith all their sociocultural
diversity.

4. Communicate with other teachers of English and teachers of other subjects
orally, in writing, and other means of communication.

Further, the pedagogical competence consists of the following 10 items of core
competence:

1. Familiar with learners’ characteristics in terms of their physical, moral, social,
cultural, emotional, and intellectual aspects.

2. Familiar with theories of learning and principles of effective learning.
3. Develop curriculum in his/her subject area.
4. Implement effective instructional programmes using learner-centred approach.
5. Use information and communications technology (ICT) for instructional

purposes.
6. Facilitate the learners to develop themselves to meet their utmost potential.
7. Communicate with the learners effectively, empathically, and politely.
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8. Conduct assessment and evaluation on learning processes and outcomes.
9. Use the result of assessment and evaluation for instructional purposes.
10. Carry out reflective actions to improve the quality of instructional programmes.

Finally, the professional competence consists of the following 5 items of core
competence:

1. Master the content, structure, concept, and paradigm of the subject matter of
which he/she is in charge of, in this case the English language.

2. Master the standard of competence and core competence of the subject matter
(i.e. English).

3. Develop instructional materials creatively.
4. Develop professionalism continuously and reflectively.
5. Use ICT for his/her career development.

The elaboration of these areas of competence has been translated into the devel-
opment of new curricula in various pre-service teacher education providers offering
English Language Education Programme. It has resulted in the typical concurrent
stream curriculum for English language teachers, as outlined in Table 23.1. Mean-
while, when it comes to the mastery of competence relevant to the subject matter (i.e.
English), specific elaboration is required. Scholars such asWidiati and Hayati (2015)
argue that practically speaking, this refers to the mastery of variety of communica-
tive competencies, including linguistic, discourse, sociolinguistic, sociolinguistic,
and strategic competence.

To assist teachers in achieving areas of competence as specified above, the govern-
ment developed new policies. The policies aim to provide professional certification
for teachers. Once certified, teachers would receive certification incentive, which
was valued at 100% of base salary.

First, the government issued The Minister of National Education Regulation
No. 18/2007 on In-Service Teachers’ Certification through Portfolio Assessment.
This Regulation allows teachers to submit a portfolio which may be used to assess
their competence. Documentation is needed to prove teachers’: (1) academic qual-
ifications; (2) participation in training programmes; (3) teaching experience; (4)
academic achievements; (5) achievements in professional careers; (6) participation
in academic events; (7) experience in educational and social organizations; and 8)
awards and recognitions in educational fields. The portfolio assessment also evalu-
ates teachers’ abilities to plan and implement instructional programmes. Evaluations
of teachers’ performance made by principals and supervisors may also be included
in the portfolio.

A great number of teachers who had not been certified professionally registered
for portfolio-based certification. There were 183,000 teachers who were certified in
2007 alone; the number had reached 553,000 in 2009, and more than 1.5 million
by the end of 2014 (Haryanto et al., 2017; Kusumawardhani, 2017). It is widely
acknowledged that the certification has been an important means for ensuring secure
financial support for teachers. Further, a study by Chang et al. (2014) suggests
that the certification programme was relatively successful to increase the intake of
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prospective teachers wanting to enrol the English Language Education Programme,
as those applying for the programme far exceeded those applying for English Study
Programme.

However, criticismsof portfolio-based teacher certificationhave arisen.Numerous
studies suggest that while it provides teachers with reasonably well financial remu-
neration, portfolio-based certification has created little impact on the improvement of
student learning outcomes and teacher performance (e.g. Chang et al., 2014; de Ree
et al, 2017; Kusumawardhani, 2017;World Bank, 2015). There might be cases where
students give positive responses to some areas of teachers’ competence and negative
ones in other areas, as found in a public senior high school in Batanghari, Jambi
(see Haryanto, et al., 2016). However, experimental and statistical studies usually
provide a much broader and yet more grim picture of the situation. An experimental
study with a near-representative sample of 240 primary and 120 junior secondary
schools across 20 districts of Indonesia (de Ree et al., 2017) shows that the raw
English score of the treatment group in secondary schools was 0.40 and the score of
the control group was 0.39. With test score impact in a treated school being close
to zero and the test score impact of being taught by a certified teacher who had
received the pay increase also being close to zero, the impact of teacher certification
was negligible. De Ree et al. conclude that the large pay increase associated with
teacher certification led to “no effect on teacher effort towards upgrading their own
skills, no consistent evidence of changes in self-reported teacher attendance, and no
effect on the ultimate outcome of student learning” (p. 27). A separate study using a
two-sample instrumental variable from two different, large data sets Kusumaward-
hani (2017) also shows a “compelling evidence that students do not benefit from
having certified teachers and there is no strong evidence that certification affects
teacher outcomes” (p. 612). Training efficacy is not the only problem because issues
concerning teachers’ integrity have also arisen. Saukah (2009, p. 20) reported on the
submission of false documents intended for portfolio-based certification, including
forged diplomas and fabricated research reports. Further, Triyanto (2012) reported on
allegations of bribery involving many applicants as well as document falsifications.
For example, it was found that of submitted applications, 13% of them had falsified
signatures, 31% had name forgeries, and 34% others were related to other fraud.

Second, the government issued the Minister of National Education Regu-
lation Number 40/2007 on In-Service Teachers’ Certification through Training
Programmes. TheRegulation requires teachers to participate in a training programme
especially designed for certification purposes.

The first training programme is called the Pendidikan dan Latihan Profesi Guru
(PLPG) [Education and Training for Teacher Profession]. The legal basis for this
training programme is theMinister ofNational EducationRegulationNumber 5/2012
on Teacher Certification for In-Service Teachers. The Regulation stipulates those
teachers who are unable to pass the portfolio-based teacher certification may be able
to undertake the PLPG. The portfolio-based teacher certification itself was expected
to complete by 2015, after which the PLPG was going to replace it. The Regulation
specifies that those teachers attending the PLPG must attend training programmes
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focusing on theoretical input, teachingworkshop, teaching practice, and competency-
based tests. Spread across 10 days, the PLPG is conducted for 90 hours. Thirty hours
are allocated to theoretical input, whereas 60 hours are allocated to practice-oriented
activities.

The implementation of the PLPG has been subjected to research, with scholars
noting its usefulness to some degree. A study conducted by Abdullah (2015) at a
university in Palembang, South Sumatra, shows that the PLPG “provided substan-
tial learning experience for teachers, which included professional/content knowl-
edge and pedagogical knowledge and skills necessary for their professional duties”
(iii). However, Abdullah also noted a few issues where teachers found it difficult
to translate their PLPG learning experience into day-to-day pedagogy due to issues
concerning teaching facilities, resources, as well as challenges related to incorpo-
rating learner-centred activities and dealingwith students’misbehaviour.Meanwhile,
Apriliyanti and Fahriany (2018) found that nearly half of the participants (44%) of a
PLPG session in West Java felt the training was useful to improve their pedagogical
competence and more than half (53%) stated it was helpful to improve their personal
competence. However, the session was marred by an apparent lack of interaction
between teacher educators and teachers as well as a number of persisting technical
issues.

The second form of training for teacher certification is called Pendidikan
Profesi Guru (PPG) Prajabatan [Teacher Professional Education for Pre-Appointed
Teachers], which is based on Minister of Education and Culture Regulation Number
87/2013. This Regulation provides the legal standing for the PPG; however, the stan-
dards of its implementation are specified in the Minister of Research, Technology,
and Higher Education Regulation Number 55/2017 on Teacher Education Standards.
The PPG itself is an intensive two-semester programme involving workshop-based
courses that run five days a week, eight hours per day. In total, those completing
the PPG would have accumulated 36–40 credit points. Run by the Dirjen GTK, the
training programmes in the PPG are meant to produce teachers who can plan, imple-
ment, and assess learning competently. PPG training programmes also aim to enable
teachers to be able to follow up assessment results by providing necessary guidance
for students and to equip teachers with knowledge and skills to conduct research
and continuous PD. Accordingly, PPG training programmes need to include both
the theoretical and practical works concerning teachers’ career development, inno-
vative models of teaching, classroom action research, remedial classes on certain
materials related to the teachers’ subject matter, academic writing, and peer teaching
practices. Since 2013, the PPG is prioritized for prospective teachers in remote and
least developed areas, hence the implementation of the PPG Sarjana Mendidik di
daerah Terluar, Terdepan dan Tertinggal [PPG Scholars Educating in the Outermost,
Foremost, and Least Developed Areas] (PPG-SM3T).

In terms of management, the Dirjen GTK bestows authority to a selected number
of education-oriented universities to conduct the PPG-SM3T training programmes.
Education-oriented universities such as Universitas Negeri Malang [Malang State
University] and Universitas Negeri Makassar [Makassar State University] are trusted
teacher education providers for the delivery of the PPG-SM3T training programmes.
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Nonetheless, these universities hold no authority in the selection and assessment of
participants because these two domains belong to the Dirjen GTK. Staff of the Dirjen
GTK select teachers and appoint a third-party assessor at their discretion. A partic-
ipant in Zein (2022) questioned such a management, highlighting the government’s
lack of trust in education-oriented universities which have qualified academics to
deliver the programmes. He also pointed out the susceptibility of the management
to malpractice given that selection of participants is entirely at the discretion of
the Dirjen GTK staff and local authorities. What the participant has suggested is,
however, not uncommon. Indeed, bureaucracy intrusion in PDs often means that
government institutions are embroiled in controversies such as nepotism causing
non-transparent process of participant selection (Zein, 2016a).

Innovations in English Language Teacher Education

While teacher education policies are underway, innovations in English language
teacher education continue to emerge. These innovations appear to have developed
on the grounds of academic endeavour alone, rather than stimulated by govern-
ment policies. In other words, there is an apparent disconnect between academic
research and the policy-driven reforms which the government is currently under-
taking. An increasing number of graduates from English-speaking countries who
have contributed to the advancement of English language education in Indonesia, as
outlined in Zein et al. (2020), are at the forefront of pioneering innovations in teacher
education for English teachers. In addition to established, senior scholars such as
Astika, Lie, and Madya, emerging scholars graduating from English-speaking coun-
tries including Mambu, Sakhiyya, and Zacharias are behind the emergence of new
teacher education innovations. The innovations themselves may be divided into five
categories: (1) post-methods; (2) inclusion of identity, spirituality, and criticality for
character building; (3) translanguaging; (4) digital technologies; and (5) pluricen-
tric approaches to English. Space constraints mean that it is not possible for me to
perfectly capture the proliferation of studies falling under these categories, but a
handful of selected studies are presented in the following subsections.

Post-Methods Teacher Education

Ever since Kumaravadivelu (2006a, b) postulated his theory of post-methods peda-
gogy, which basically departs from adherence to certain prescribed methods of
language teaching, scholars and practitioners around the world have taken up the
idea with enthusiasm. The idea, however, does not immediately resound in the land-
scape of English language education in Indonesia. It is only in the past few years that
we have seen the rise of Indonesian scholars’ publications which take up the spirit of
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beyond methods pedagogy as Kumaravadivelu has identified it. Rather than adher-
ence to specific teaching methods such as Grammar Translation Methods, Commu-
nicative Language Teaching (CLT), Task-Based Language Teaching (TBLT), and
Content and Language Integrated Learning (CLIL), scholars now pay more attention
to new approaches to utilizing learning teaching options for teacher professional
learning. These include classroom action research, reflective teaching journals, and
supervision in teaching practicum. Investigation of these learning teaching options
is not strictly constrained to methodological bounds; rather, it has appeared in the
spirit of developing new strategies as part of post-methods teacher education.

Reflective teaching has been a prominent area of interest in post-methods teacher
education in Indonesia. Scholars have identified the use of teaching journals and
report texts for developing teachers’ reflective skills. In his examination of 40
teachers’ reflective journals, Astika (2014) suggests the need to go beyond the
personal and teaching performance domains. He argues that it is necessary for
teaching reflection to also include interpersonal and critical domains in order to
improve prospective teachers’ relationship and engagement with mentor teachers
and supervisors. Meanwhile, Sari et al. (2021) suggest that reflective journals are a
useful means for enhancing teachers’ Technological Pedagogical Content Knowl-
edge, as they allow teachers to articulate their teaching experiences and implement
learnt practices in future teaching. Another area of interest is supervision in teaching
practicum. Amirulloh et al. (2019) challenge the conventional mode of supervision,
which emphasizes a hierarchical position between prospective teachers and teaching
supervisors. The researchers argue that the issue may be tackled by dialogic super-
vision which provides greater room for independent reflection and more symmet-
rical relationship between prospective teachers and teaching supervisors. In a similar
fashion, Kuswandono (2017) highlights the need for considering mentor teachers’
voices in teaching practicum. In Kuswandono’s study, mentor teachers asserted the
need for prospective teachers to be less concerned with the administrative sides
of teaching and to develop the emotional spectrum of teaching insofar they could
foster leadership skills and teacher–student engagement. Third, interest in class-
room action research is also in ascendancy. The unfamiliarity with classroom action
research among prospective teachers is captured inMarlina, Ramdani, and Sri (2016).
The researchers find the absence of a holistic understanding of classroom action
research among participants, as well as their inabilities to comprehensively collect
and analyze data. Classroom-Based Action Research (CBAR) is a new approach
which Hajar (2017) employed in her study in a remote eastern Flores of the East
Nusa Tenggara province. She found that despite the usefulness of CBAR, its imple-
mentation was marred by issues such as difficulty in translating reflective practice
into a remote disadvantaged teaching context and tensions arising from the subject
positionings of participants involved, that is, between teacher educator/trainer and
teachers/researchers.
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Inclusion of Identity, Spirituality, and Criticality for Character
Building

Character Building is an important discourse in contemporary Indonesia. Ever since
he was appointed in 2014, President Joko Widodo has highlighted the importance
of moulding the character of Indonesian citizens in ways which reflect the true
social, religious, and cultural values of the nation to prepare them for modernity
and globalization. The discourse is well reflected in language education policy in
Indonesia where the teaching of Indonesian and English is expected to sharpen the
character of Indonesian students, hence education being the site of moral inculcation
to promote social cohesion and tackle moral corruption (Zein, 2020, Chap. 6). In the
context of English language teacher education, Character Building has also found its
presence. Scholars have examined three areas of identity, spirituality, and criticality
in teachers’ lives. I argue that the amalgamation of identity, spirituality, and criticality
serves as a three-pronged approach to teachers’ lives. It is not only vital to teachers’
professional learning but also an important means for the development of teachers’
character to become responsible, law-abiding citizens.

Identity development is an important facet of character building, and scholars
have attempted to examine issues concerning the development of English teachers’
identities. One of the scholars is Nur’aini (2018) whose study found the unplanned
trajectory of teachers’ professional work and how it had shaped their personal iden-
tities. Going against the emerging orthodox discourse which suggests the incompat-
ibility of English and Islamic values, teachers in Nur’aini’s study developed their
own unique identities in which their religious beliefs reconciled with their profes-
sional work. Identity is such a fascinating field of enquiry, especially when it involves
teachers’ development of identity in the light of institutional constraints. Gandana
and Parr (2013) identified that teachers’ autonomy and agency were often challenged
by institutional constraints, including hierarchical institutional cultural and heavy
curricular demands. Further, scholars have also endeavoured to incorporate spiritu-
ality into teacher education. Studies byMambu (2016) as well as Puspita andMambu
(2020) demonstrate this. Mambu (2016) shows how pre-service teachers’ willing-
ness to engage in content relevant to interfaith dialogues could promote love and
humility, two important values in the development of human character. Meanwhile,
Puspita and Mambu (2020) maintained that the inclusion of spiritual values was an
important element of in-service teachers’ criticality; it was an invaluable process
of developing their critical pedagogy. Indeed, critical pedagogy is another issue of
relevance to Character Building. Drawn from the prevalent assumption of Indone-
sian citizens having limited critical skills, the idea of including critical components
in teacher education is vital to the development of Indonesian citizens’ character in
the postmodern era. More than half a century ago, Alisjahbana (1966) argued for
the inclusion of criticality in education in Indonesian schools, but the idea found
suppression in much of Soeharto’s New Order regime. Much recently, scholars such
as Larson (2014) and Sulistyowardani et al. (2020) have called for the inclusion of
critical pedagogy in the broader context of English language education as well as the
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teacher education curriculum. Sulistyowardani et al., for example, argue that social
justice issues are an important part of critical pedagogy, hence deserving inclusion
in teacher education.

Translanguaging

Indonesia is a superdiverse context with numbers of languages reaching 707 by one
count and 731 in another estimate.Modes of communication using linguistic features
of different “languages” are common to the extent that plurilingualism is the norm.
Many people would master one or two indigenous languages and Indonesian as
the national language before learning English as a third, fourth, or fifth language
(Zein, 2020). Given the situation, there is a tendency among scholars to move away
from the structuralist linguistic perspectivewhich endorses code-switching and code-
mixing to observe the complex interaction of members of Indonesian society. Hence
communication is no longer seen as the shifting and mixing of codes or separate,
enumerable entities called “languages”, but a process of shuttling between features of
“languages” as one linguistic repertoire, allowing people to select features strategi-
cally for effective communication. This new perspective, known as translanguaging
(Gárcia & Wei, 2014), has captured the attention of Indonesian scholars in the past
few years.

Studies by Rasman (2018) and Rerung (2017) examine translanguaging prac-
tices among high school and university students, respectively. Other studies have
brought it further to the context of English language teacher education to examine the
employment of English, Indonesian, and indigenous languages in teachers’ profes-
sional work. Cahyani et al. (2018) examined teachers’ active translanguaging such
as when they switched to Javanese when joking, how they switched to English
when reproaching or giving praises to students, and how they shifted into Indone-
sian when reinforcing their understanding. Meanwhile, Zein’s (2018c) use of multi-
vocal ethnography was useful to examine the integration of Javanese, Indonesian,
and English, with various discursive resources (e.g. photographs, board drawings,
videos). Zein found that scaffolding could occur through translanguaging in that
teachers could leverage learners’ prior knowledge and languaging practices, access
their linguistic repertoire in a gradual, systematic manner, and then bring up their
understanding to a level beyond.

Digital Technologies

Today’s world is technology-driven, and this fact means that teachers are no longer
the sole owners of knowledge. Students may use technology to access sources of
knowledge, often at a pace much faster than teachers. This situation has brought
unprecedented challenges to English classrooms around the world.
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Consequently, there is an urgent need to prepare teachers with knowledge and
skills in using digital technologies in order to deliver lessons effectively. Indonesian
scholars have captured this urgency in various studies. For example, Djiwandono
(2019) investigated the perceptions of 110 pre-service teachers and found that the
participants had positive views about Information and Communication Technology
(ICT). Djiwandono stated that the participants thought of ICT as “an attractive source
that provides learning resources, fosters communication and collaboration, and spices
up teaching–learning activities” (p. 607). Fitriah (2018) argues that digital technolo-
gies help teachers in transforming teachers’ creativity, particularly in the way they
plan their lessons and diversify teaching materials. Alberth et al. (2018) call for
creating virtual learning communities. The researchers argue that a blended form of
PDwhich incorporates social media could help accomplish it in the way they support
social interaction and collaboration between teacher educators and teachers. Silvia
(2016) studied a virtual learning platform called Coursera. She found that Coursera
was useful to create meaningful and vibrant PD for teachers, as it allowed for better
understanding of evidence-based practice, greater use of teaching materials, and
more effective lesson planning.

Pluricentric Approaches to English

The emergence of pluricentric approaches toEnglish is apparent in the continuing rise
of perspectives such asWorld Englishes (WE), English as an International Language
(EIL), and English as a Lingua Franca (ELF). These are in opposition to the English
as a Native Language (ENL) approach represented by the traditional perspectives
of English as a Foreign Language (EFL) and English as a second language (ESL).
Scholars working within the pluricentric approaches generally challenge the ENL
approachwhich highlights the belief that the only normworth teaching is the “native”
English. They also challenge the belief that “native speakers” of English are the only
valid language models. In this respect, there is greater recognition of indigenized
English varieties such as Singapore English and Philippine English, as well as the
use of English in lingua franca situations.

In the Indonesian context, pluricentric approaches have steadily risen in the past
few years. Zein (2018b) argues that there is currently a shift in language atti-
tudes where students, teachers, and teacher educators have changed their percep-
tions regarding English and the theoretical perspectives underpinning teaching and
learning. He asserts that Indonesia appears to be transitioning from EFL to ELF.
Kirkpatrick (2018) supports the view, arguing that officialization of English as the
working language of the ASEAN “provides a timely moment to radically alter the
way English has traditionally been taught in Indonesia, and to move from an ENL
approach to the lingua franca approach” (p. 198). These assertions find evidence in
Manara (2016) and Zacharias (2016). Participants in Manara (2016) suggested that
they would tolerate English varieties in communicative rather than more formal
education settings such as the classroom, while the majority of participants in
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Zacharias (2016) expressed the need to “construct a teacher identity independent of
native-speaker norms” (p. 321). Further, Sakhiyya et al. (2018) argued for “a greater
emphasis on the language proficiency that matches the ELF paradigm” (p. 49). They
also articulated the need for an epistemological turn in pre-service teacher educa-
tion curriculum where knowledge base suiting to the context of Indonesia caters
for the ELF perspective. How important it is to include an ELF perspective in
teacher education is reflected in an edited volume (Zein, 2018a) which compiles
research into ELF in teacher education. In the volume, an ELF perspective is in line
with new approaches to teacher education such as critical pedagogy, intercultural
communicative competence, and multimodal communicative competence.

Conclusion and Future Directions

English language teacher education in Indonesia has significantly progressed since
the early 2000s. The past few years in particular have highlighted notable inno-
vations revolving in five areas of interest. The movement to employ post-methods
teacher education goes in a parallel fashion with calls to include digital technolo-
gies and to develop character building through identity, spirituality, and criticality
in teacher education. Further, there is a shift to incorporating translanguaging and
pluricentric approaches to English into teacher education. These have emerged all
the while there is an apparent disconnect between the academic work of Indonesian
scholars and the policy reforms on teacher education which the Ministry of Educa-
tion, Culture, Research, and Technology is developing. Concerns about the attitudes
of policymakers towards academic input have been raised (see Joni, 2008; Saukah,
2009), and it is unknown whether such attitudes would change overnight. It requires
stronger political will from the government to endorse research-based policy in order
to accommodate innovative practices in teacher education and generate fundamental
changes at pre-service and in-service levels.

Meanwhile, the current state of affairs of English language teacher education
also suggests that research is needed in a number of areas. First, there needs to
be a clearer conceptualization of teachers’ proficiency beyond the prevalent tradi-
tional concept of communicative competence, given the rise of new concepts such
as translanguaging (Gárcia & Wei, 2014), teachers’ classroom discourse (Walsh,
2011, 2013), and ELF (Jenkins, 2007). Research into this area is greatly encouraged.
Studies which investigate teachers’ use of English in conjunction with Indonesian
and indigenous language(s) would help shed light on the issue. So would examina-
tion on the pluricentric approaches to English and how they may be accommodated
in teacher education. Second, there needs to be more quality research taking place in
higher education institutionsmanaged byMoRAgiven that a greatmajority of studies
have come from teaching contexts managed by MECRT. Such research is necessary
in order to better inform teacher educators in their work to prepare English teachers
in madrasahs, pesantrens, and other religious schools. Third, new research studies
are encouraged to unravel the situation with government-based training agencies and
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foreign institutions. Some studies have tackled the PLPG and PPG programmes, but
little is known about the way government-based training agencies conduct PDs for
various cohort of English teachers in Indonesia and the impact they create. The same
can be said about PDs conducted by foreign institutions. PDs by these providers
are sometimes reported in conferences, but more rigorous analytical publications
are scant. Further, investigation of new approaches to PD management involving
government-based training agencies in collaboration with foreign institutions is rare,
and is very much needed. Finally, the use of English in ASEAN Integration requires
adjustments in the way English language teachers are prepared at pre-service level
and trained at in-service level. Researchwhich examines the use of English as a lingua
franca among teachers for the broader communication ASEAN context is needed,
as much as studies which investigate ways to include ASEAN-related contents in
teacher education.
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Chapter 24
Teacher Education in Singapore:
Changes for a New Landscape

Jason Loh

Abstract Teacher education in Singapore is synonymous with the National Institute
of Education, as it is Singapore’s sole institution of teacher education. Its history, its
contribution to Singapore’s achievements in international benchmark assessments
(e.g. PISA, PIRLS, TIMSS), its symbiotic relationship with the Ministry of Educa-
tion, and its role in the development of Singapore’s knowledge-based economy have
beenwell documented in recent years (see Loh&Hu, 2019; Loh&Hu, 2020). Instead
of a diachronic perspective taken in most discussions on teacher education in Singa-
pore, this chapter will provide an overview of the current state of teacher education.
It focuses on recent important changes in its teacher education programmes, namely
the structural extension and curriculum revision of the main Postgraduate Diploma
in Education (PGDE) programme, the phase-out of the non-graduate Diploma in
Education (General) programme, and the advent of the premier Teaching Scholars
programme.

Keywords Teacher education · Diachronic perspective · Teacher quality · Student
achievement

Background

There has been heightened interest in the teacher education in recent years, perhaps
due to the widespread publicity over the major international benchmark assess-
ment results, such as the Programme for International Student Assessment (PISA),1

1 PISA: Organized by the Organisation for Economic Co-operation and Development (OECD)
every three years since 2000–2000, 2003, 2006, 2009, 2012, 2015, and 2018.
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Progress In International Reading Literacy Study (PIRLS),2 and Trends In Inter-
national Mathematics And Science Study (TIMSS).3 The purpose of PISA is to
“monitor the outcomes of education systems in terms of student achievement on a
regular basis and within a common framework that is internationally agreed upon”
(OECD, 2001, p. 3); specifically, it measures “15-year-olds’ ability to use their
reading, mathematics and science knowledge and skills to meet real-life challenges”
(OECD, n.d., para. 1).PIRLS specifically assesses “reading achievement at the fourth
grade” (TIMSS & PIRLS International Study Center, 2019a, para. 1), while TIMSS
specifically assesses mathematics and science achievement at the fourth and eighth
grades (TIMSS & PIRLS International Study Center, 2019b). Due to the increasing
emphasis placed on these benchmark studies, education systems around the world
seeking to improve their achievements would leverage on the most significant and
central resource—their teachers, especially since there have been numerous studies
showing a positive relationship between student achievement and teacher quality
(Aaronson et al., 2007; Akiba et al., 2007; Darling-Hammond et al., 2001; OECD,
2005, 2011; Schleicher, 2012).

In Singapore, it is no different. Even before Singapore’s independence from Britain,
while under internal self-governance, the founding Prime Minister, Lee Kuan Yew,
told the teachers during the Education Ministry’s rally in 1959 that:

[o]utside the influence of their parents and their homes, the most important influence is the
teacher and the school. And so it is no exaggeration to say that our 10,600 teachers in all our
schools constitute the most influential group of 10,600 people anywhere in Singapore. In
your care is entrusted the impressionable minds of our young people. (p. 1; emphasis added)

Twenty years later, in 1979, Lee Kuan Yew again acknowledged the central role that
teachers play in enabling the students to achieve greater academic gains:

If we are to achieve our full human potential translated it into sophisticated industrial goods
we manufacture or the services we provide, we must raise the standard of education of our
students, which can only be done by raising the quality of our teaching at every level. (Lee,
1979, p. 2; emphasis added)

The emphases on the importance of teachers and its concomitant teacher quality
were thus laid. Over the years, this emphasis on the central role that teachers in
Singapore play in developing the next generation has continued unabated. In 2016,
when it was revealed that Singapore topped the rankings across all three subjects
of Reading, Mathematics and Science, the teachers were acknowledged as a key
contributor to the sterling performance:

1. OECD reported that “[t]eachers are the pillars of Singapore’s education system”
(p. 3);

2 PIRLS: Jointly organized by the Lynch School of Education, Boston College, and the International
Association for the Evaluation of EducationalAchievement (IEA) every five years since 2001–2001,
2006, 2011, 2016, and 2021.
3 TIMMS: Jointly organized by the Lynch School of Education, Boston College, and the Interna-
tional Association for the Evaluation of Educational Achievement (IEA) every four years since
1995–1995, 1999, 2003, 2007, 2011, 2015, and 2019.
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2. Singapore’s Ministry of Education (MOE), through its the Deputy Director
General of Education commended the teachers: “For this, we have to thank …
dedicated teachers, who have brought out the best in our students” (Davie, 2016,
para. 12); and

3. Nanyang Technological University (NTU), which houses the National Institute
of Education (NIE), Singapore’s sole teacher education institute, through its
then vice president, attested to the quality of teaching as a key factor in the
results (Coughlan, 2016).

As a result of Singapore’s achievements in the international benchmark assess-
ments (Ang, 2021; Mullis et al., 2017; Mullis et al., 2020; OECD, 2016), there has
been an increase in interest in its teacher education. In recent years, much has been
written about Singapore’s teacher education (see Loh & Hu, 2019, 2020; Liu, 2017;
Tan et al., 2017). Instead of a diachronic perspective taken in most discussions on
teacher education in Singapore, this chapter will provide an overview of the current
state of teacher education, i.e., a synchronic perspective. A brief overview will be
given in the next section, followed by a description of the changes made to the
three teacher education programmes—the cessation of the non-graduate Diploma
in Education (General) programme, the advent of the premier Teaching Scholars
programme, and the extension of the Postgraduate Diploma in Education (PGDE)
programme. Finally, this chapter ends by looking ahead at what the future might hold
for teacher education in Singapore in the light of the increasing numbers of school
mergers in the past five years (2016–2021) and in the current pandemic world.

Changing Landscapes and Milestones

There were a number of turning points for teacher education in Singapore, of which
the first three were key milestones4: the formalisation of teacher training to meet
the expanding educational needs of the nation; the passing of a parliamentary Act to
raise the quality of teacher training; the universitization of teacher education.

1950 was a significant year for teacher education in Singapore. Teacher training
was formally institutionalized that year when the Teachers’ Training College (TTC)
was established to provide formal training for teachers. Prior to that, there was
no institute providing comprehensive training to either pre-service or in-service
teachers; however, there was “some formalized type of training from 1906, when
Raffles Institution, the first school in Singapore, trained existing teachers for the
primary level, and in 1928, when Raffles College was established and started training
teachers for the middle and secondary levels” (Loh & Hu, 2019, p. 4). Teachers in
non-English medium schools had no such organisation providing training. Within

4 There have been numerous “milestones” listed for teacher education in Singapore (NIE, 2009;
NIE, n.d.); however, in this chapter, only the most significant ones which directly impacted the
various teacher education programmes are listed as key milestones.
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the next twenty years of TTC’s establishment (1950–1970), Singapore won self-
governance status in 1959 and gained its independence in 1965. In addition, due to
the post-war baby boom, there was an urgent need to rapidly increase the number
of schools and teachers in both the primary and secondary education sectors (Loh &
Hu, 2020). Teacher training was largely done through a part-time in-service scheme,
where “student teachers were attached to schools to teach for half a day and drew
a stipend during the training” (Loh & Hu, 2020, p. 230). The focus then was on
quantity rather than quality due to the exigencies of the time.

1970 marked the second key milestone for teacher education in Singapore—the
Parliament passed the Institute of Education Act; the Act would convert the TTC to
the IE. The Institute of Education(IE) would become a statutory board; this meant
that it had “the autonomy to hire from outside the civil service and to raise the
academic standing of teacher education” (Loh & Hu, 2019, p. 4). Hitherto, TTC
had been administered as a government department. Due to a reconsideration of
whether it was feasible to create an institute solely to confer education degrees for
a small nation, the establishment of IE was delayed until 1 April 1973. Under the
auspices of IE, a number of programmes were offered: Diploma in Education (a
programme for graduate teachers); Teacher-in-Training Scheme where prospective
teachers would be given a formal appointment in the Education Service and paid
a full salary while undergoing training; Certificate in Education (a programme to
train non-graduate teachers to teach at the pre-primary and lower primary levels); a
one-year full-time Further Professional Certificate in Education(FPCE), which was
meant to upgrade all non-graduate primary school teachers; and a one-year full-time
Diploma in Educational Administration (DEA) programme to train school leaders. In
addition, the College of Physical Education (CPE) was established in 1984 to train
teachers specializing in physical education via the two-year Diploma in Physical
Education programme.

1990 marked the third key milestone for Singapore’s teacher education. A few
years earlier, in America, two influential reports on teacher education (Carnegie
Commission, 1986; Holmes Group, 1986) recommended the universitization of
teacher education as a way to improve schools and the national economy. As a result,
the then Minister of State for Education, Seet Ai-Mee,5 advocated the same through
her report (Seet, 1990) to the thenMinister for education. The report recommended a
restructuring and upgrading for Singapore’s teacher education. Of the 14 recommen-
dations, three were of particular importance: “the introduction of a four-year degree
program for the training of primary school teachers, the merger of the IE and the CPE
to form the National Institute of Education (NIE), and the incorporation of the NIE as
an independent institute of the proposed Nanyang Technological University (NTU)”
(Loh & Hu, 2019, p. 7). The recommendations were accepted, and on 1 July 1991,
the NIE was formed through the merger of IE and CPE. NIE was established as “an
independent specialized institute, with its own board of management, within NTU”
(Loh & Hu, 2019, p. 7). Another key finding of Seet’s report was the acknowledge-
ment that the primary teacher’s job required “adequate mastery of a wide range of

5 Seet Ai-Mee: The family name is “Seet”.
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subjects (substantive content knowledge) and a rich repertoire of pedagogical knowl-
edge and skills to successfully handle children with different abilities and interests
and at different stages of development” and “the ability to transfer knowledge in
such a manner that children at different cognitive levels can learn effectively” among
others (Seet, 1990, p. 3). As such, the certificate and diploma programmes at IE and
CPEwere correspondingly upgraded to diploma and postgraduate diploma levels for
non-graduates and graduates; furthermore, for the first time, graduates were trained
to teach in primary schools through the one-year Postgraduate Diploma in Educa-
tion (Primary) (PGDE) programme (NIE, n.d. a). And after two decades, since the
original conception in the 1970 IE Act, the Bachelors programme for teaching was
finally realized with the formation of NIE—the four-year Bachelor of Arts/Science
with Diploma in Education, for training both primary and secondary school teachers,
were offered to matriculated students of the NTU.

The turning points that followed the third milestone are not actually a specific
year as was the case for the previous three; it was in fact a period where a number of
landmark events occurred, and which led to the massive changes to the three main
teacher education programmes.

Landmark Events and Turning Points

At the turn of the century, the first PISA survey was administered in 2000. When the
results were released, a country, which hitherto had been unknown for its education,
came into the limelight for its outstanding performance in the three literacy domains
of reading, mathematics and science. It repeated its outstanding performance in
the next two PISA surveys in 2003 and 2006, and drew worldwide attention to its
educational system, its teachers and their postgraduate teacher education (Kupiainen,
Hautamäki & Karjalainen, 2009).

Just prior to the PISA surveys, the OECD issued a report entitled The Knowledge-
Based Economy (OECD, 1996) and declared that “the OECD economies are increas-
ingly based on knowledge and information” (p. 3). It was an influential report; many
countries started to shift to a Knowledge-Based Economy as a response, especially
in the aftermath of the 1997/98 Asian financial crisis.

It was against this backdrop that Lee Hsien Loong became Singapore’s third
Prime Minister (PM) in 2004. In his first National Day Rally6, PM Lee touched on
the need to have a “a qualitative change, a quantum leap” in the education system
so as to prepare Singapore for the future (Lee, 2004, para 103). And in order to
have this change in the educational system, the government will hire more teachers:
“1,000 more for the primary schools, 1400 more for the secondary schools, 550
more for the JCs (Junior Colleges) … by 2010”; essentially, this means “15% more

6 National Day Rally: This is an annual event which the PrimeMinister uses to explain to the nation
the various issues which Singapore faces and how the government intends to go about to address
them through enactment of new policies or adjustment of old ones (Chew, 2016).
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teachers per student” (para. 110). In the MOE’s Workplan Seminar7 that year, the
then Minister for Education, Tharman Shanmugaratnam, reiterated what was said
by PM Lee, and added an important component—the professional development of
the teachers. He highlighted that the Professional Development Continuum Model
(PDCM), which “provides a structured path for teachers to obtain higher professional
certification, including undergraduate and postgraduate degrees” had been developed
byNIE in consultationwithMOE (Shanmugaratnam, 2004, para. 49) . A year later, he
highlighted and encouraged teachers to pursue a Masters qualification since Masters
accreditable courses would be “included in the in-service training provisions for
teachers” (Shanmugaratnam, 2005, para. 12).

In 2006, Minister Tharman revealed that the MOE will spend “$250 m over the
next three years” to “attract, motivate and retain good teachers” (MOE, 2006, para.
1). Part of this investment went to encouraging and supporting teachers to pursue
part-time postgraduate programmes. In addition, MOE will recruit “an additional
3,000 quality teachers into schools” and increase the “teaching workforce to 30,000
by 20108” (para.13; emphasis added).

In 2007, the McKinsey Report (Barber & Mourshed, 2007) and the PISA 2006
survey results were released. TheMcKinsey Report in its study of the top performing
educational systems emphasized the importance of the quality of the teachers in
enabling their excellence. In addition, it highlighted Finland’s requirement that all
its teachers possess a Master’s degree. When the PISA results were released after the
Report, and Finland again outperformed most countries, it seemed to reinforce the
idea of the importance of having a postgraduate teaching force.

Turning Point 1: Cessation of the Non-Graduate Diploma
Programme

In 2008, when the then new Minister for Education, Ng Eg Hen, spoke to the school
leaders during the annual Workplan Seminar, he cited the McKinsey report and the
fact that Finland required its teachers to have a Masters qualification. Hence, he
set a target of hiring only graduates as teachers from 2015 (AsiaOne, 2008), and
encouraged the non-graduate teachers to pursue a degree with support from MOE.
In 2009, he revealed that the target of 30,000 was reached and set a new recruitment
target of 33,000 teachers by 2015, and reiterated the importance of “recruiting from
the graduate pool or those who qualify for an undergraduate degree” (Ng, 2009, para
47). In 2010, he shared the MOE’s vision where “almost all of our teachers will
be graduates, while a fifth could have Master’s and PhD qualifications, up from the
current 10%” (Ng, 2010, para. 17).

7 MOE Workplan Seminar: This is similar to the National Day Rally, where the Minister for
Education addresses the entire nation’s school leaders.
8 In 2006, there were 26,804 teachers in MOE (Data.gov.sg, 2020).
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As a result of this emphasis from the Minister for Education, one of the three
teacher education programmes, the non-graduate Diploma in Education (General),
was affected. TheMOE took steps to increase hiring of teachers into the Postgraduate
Diploma in Education programme (PGDE) and reduce the hiring of non-graduates.
However, as there was still a shortfall of the target of 33,000 teachers, the recruitment
numbers did not fall drastically, but slowly over the years. The last cohort of Diploma
in Education (General) students was accepted in July 2017, numbering only three
(with six the cohort before and 15 the cohort before that). Even though the Diploma
in Education (General) programme is still listed on the website, it has not been
offered these past few years (see NIE, n.d. b). The longest running teacher education
programme (which started in 1973) had come to an end.

Although the MOE is still recruiting prospective teachers through the non-
graduate Diploma in Education programme, they are trained to be teachers in the
specialist subjects of Art, Music, Physical Education andMother Tongue Languages
(Chinese, Malay, Tamil Language) (see MOE, n.d.), where there is a lack in the
system. The teachers in the mainstream subjects, on the other hand, are recruited
from the graduate pool—approximately two-third of the pre-service teachers are
in the PGDE and one-third are in the four-year undergraduate programme (Low,
Goodwin & Snyder, 2017). The statistics over years have shown the increase in the
graduate teaching force as a result of this policy: in 2009, 75% of the teachers are
graduates (Ng, 2009, para. 48); in 2017, 89.0% (MOE, 2018, p. 12).

Turning Point 2: Advent of the Teaching Scholars Programme

In 2009, MOE hired 3,000 teachers, and met its initial target of 30,000 teachers.
From 2010 to 2012, it hired between 2000 and 3000 a year to meet the next target
of 33,000 teachers (Davie, 2015). The then Minister of Education, Heng SweeKeat,
announced that the target was met in 2012 (Loh & Hu, 2020). As a result, MOE
reduced its recruitment numbers and hired for maintenance instead. In 2013, the
numbers hired dropped to 1400; in 2014, it dropped further to 1300; in 2015, it
plunged to around 800 (Davie, 2015). Subsequently, the numbers have stabilized
around this number, which is equivalent to the numbers of teachers who leave the
system annually (see Yang, 2016), i.e. maintenance hiring.

Against this backdrop of recruitment numbers, NIE reviewed its Bachelor
programmes (which started in 1991) and developed an enhanced Bachelor of
Arts/Science (Education) for the NIE-NTU premier Teaching Scholars Programme
(TSP). It proposed this TSP to the MOE, as a shift from quantity in previous years to
quality going forward (Office of Strategic Planning &Academic Quality, 2015). The
TSP would be different from the previous Bachelors programme, and it would be
distinctly different from the one-year PGDE programme. Firstly, it would be made
up entirely of scholars—NTU’s indicative grade profile reveals that the students
admitted to the BA/BSc-TSP come from the top of their cohorts (NTU, n.d.).;
secondly, the programme aims to “nurture graduates that are steeped in values, with



498 J. Loh

intellectual rigour, strong leadership and global perspective so that they can make
significant contributions to the future education landscape” (Tan & Liu, 2017, p. 38),
through being mentored by eminent academics for their research components, being
able to intern at government statutory boards and industry partners, and being able to
experience different education systems via overseas student exchanges and interna-
tional teaching practicum among other enriching opportunities not provided before
to any other programme (NIE, n.d. c).

The proposal was endorsed and supported by the MOE, and the first cohort of
TSP students started their teacher education in the July 2014 semester and graduated
at the end of the January 2018 semester. To date, there have been eight cohorts,
with the ninth cohort coming in the July 2022 semester, with four cohorts in the
teaching service and the fifth cohort about to graduate in mid-2022. As the numbers
for each cohort are very small (numbering between 35 and 75), the students have
more time to interact with the tutors, and more time to reflect and discuss what they
have learnt in their courses. Naturally, this has made a difference in their learning
and enriched their educational experience. Whether the TSP has made a palpable
difference to the system, it is still too early to say, as the bulk of the teachers come from
the PGDE programme. Furthermore, with MOE’s policy of promoting mid-career
teachers faster than fresh graduate teachers (whether from PGDE or TSP), and with
fewer school leadership positions as a result of the recent spate of school mergers,
the TSP graduands’ impact to the systemmay not be realized in the immediate future
(MOE, 2007; Yong, 2021).

Turning Point 3: Extension of the PGDE Programme

Against the same backdrop, where NIE faced a recruitment of around 800-odd
students yearly, in contrast to the huge numbers prior to that, it proposed the enhance-
ment and extension of the 1-year Postgraduate Diploma in Education (PGDE)
Programmes (which started in 1991). Essentially, the proposed changewas extending
the programme from 12 to 16 months, with addition of some content upgrading
courses.

One of the key changes was the addition of another school experience through
the Teaching Assistantship school stint, where the student teachers would spend four
days in school and one day at NIE. This was in addition to the original final Teaching
Practicum. This is aligned to the importance of the “clinical education as part of initial
teacher education” as advocated by OECD (2018, p. 4). With an additional teaching
stint, the PGDE student-teacherswould havemore opportunitieswithwhich to reflect
on their learning while facing actual students in real classrooms. Furthermore, with
the requirement that they return toNIEweekly after spending four days in the schools,
they are guided in their reflection and application of the pedagogical principles.
This strengthens the theory–practice nexus, which was traditionally weaker than the
four-year Bachelors programme (with four clinical teaching practices) or even the
two-year Diploma programme (with two clinical teaching practices).
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Other key changes include the addition of courses which emphasize more explic-
itly the teacher’s role and responsibility: Effective parent engagement for teachers,
Teacher–student relationship and Singapore Kaleidoscope. The first two aim to equip
the student–teachers with greater knowledge and skills to (1) engage and collabo-
rate with the parents so as to build a stronger working relationship, and (2) to have
a more professional understanding of the teacher–student relationship. The third,
“Singapore Kaleidoscope”, aims to provide “a rich, multi-faceted perspective on
Singapore, acquainting pre-service teachers with our natural and cultural heritage,
and deepening their appreciation of Singapore’s position in the world” (MOE, 2015,
para. 4). As all teachers are hired by the MOE before they start their teacher educa-
tion, they have a duty to educate the next generation of Singaporeans in not just the
academics, but also citizenship.

Teacher Education Model for the Twenty-First Century (TE21)

Underpinning Turning Points 2 and 3 is the “Teacher Education Model for the
Twenty-First Century” (NIE, 2009). Due to the changes in the twenty-first century,
NIE started a Programme Review and Enhancement (PRE) 2008–2009 initiative.
Its aim was to ensure that the twenty-first-century teachers would have the skills
and dispositions to respond to the needs of the twenty-first-century student. The
steering committee, chaired by the then Director of NIE, conducted extensive litera-
ture review, surveyed existing and emerging educational trends, analysed the educa-
tional profile of Singapore and the educational policies and initiatives. Based on this
extensive review, six key recommendations were made, of which two became the
key pillars of the TE21 Model: the V3SK (values, skills and knowledge) philosophy
of teacher education, and the GTC (Graduand Teacher Competencies) Framework of
professional standards, benchmarks and goals (see NIE, 2009). These two pervade
all elements of teacher education at NIE, in terms of its philosophy, curriculum and
desired outcomes.

TheV3SKModel articulates the philosophy ofNIE; it guidesNIE in its design and
delivery of its teacher education programmes, so as to develop teachers with three
essential and positive values such as learner-centred values, teacher identity and
service to the profession and community, to equip them with necessary pedagogical
skills, and to ensure that they have the requisite depth and breadth of knowledge
to meet the challenges of the twenty-first century classroom. The GTC articulate
the standards and goals which the student-teachers will graduate with as a result of
completing the teacher education programmes undergirded by the V3SK model.

Both the TSP and the extended PGDE programme were restructured with the
TE21 model guiding it. Hence, both programmes are reflective of and are exemplars
of NIE’s TE21 model.
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Looking Ahead

Due to changes in the landscapes, be it political, economic or educational, teacher
education was impacted, and as a result was changed by it. In the last seven years, the
MOE has announced four rounds of school closures/mergers: In 2014, plans tomerge
6 primary schools were announced; in 2016, plans for merging 22 secondary schools
were announced; in 2017, the merger of 28 schools (14 primary, 6 secondary and 8
junior colleges) was announced; in 2021, plans to merge 18 schools (8 primary, 10
secondary) were announced. The main reasons given by the MOE were falling birth
rates, coupled with changing demographics, and, hence, shrinking school cohorts
in certain areas (Lee, 2014; Yong, 2021). MOE explained that when schools have
low enrolment, they would find it challenging to “offer a good range of educational
programmes and co-curricular activities (CCAs) for its students… and this would
impact its students’ learning experiences” (MOE, 2017, para. 3). As a result, excess
teachers from the merged schools were and have to be redeployed to other schools or
toMOEHeadquarters. In fact, quite a number of these excess teachers went through a
“cross level” deployment, where they are redeployed to teach from JC to Secondary,
or from Secondary to Primary levels at other schools.

MOE student population (primary, secondary and junior colleges) in 2009, when
the then Minister for Education announced a target of 33,000 teachers was 521,594;
ten years later, in 2019, the student population had dropped to 424,402 (Data.gov.sg,
2020); this was almost a 20% drop in student numbers. This landscape will definitely
have an impact on teacher education at NIE.With a continual decline in total fertility
rate (Chew, 2021), the student population in Singapore will indubitably continue to
decrease, and with it, there will be further school mergers. When that happens, there
will be further excess of teachers; if so, the recruitment of teachers will fall from its
current numbers.

Going forward, NIE cannot solely rely on providing teacher education for Singa-
pore schools. If numbers drop drastically in future, it must look beyond the shores
of Singapore, and “consider opening its pre-service and postgraduate program to
trainee teachers and graduate students from the neighboring countries” (Loh & Hu,
2019, p. 16). This move to internationalize NIE’s teacher education programmes
was already anticipated and echoed by Prof. Lee Sing Kong, NIE’s Director from
2006 to 2014: “Singapore’s concept of “Internationalisation” is through the sharing
of our experiences and expertise … [and] through increasing the enrolment of over-
seas students” (Low & Lee, 2012, p. 46; emphasis added). In fact, he felt that it
was “timely and important to share our expertise and experience to benefit countries
around us” (p. 45). Since Singapore has done well in international benchmark assess-
ments andNIE is in the top ten of the QSWorld University Rankings for Education&
Training 2021 (QS, 2021), there is widespread interest in Singapore’s teacher educa-
tion, particularly from Asia. There could be a targeted recruitment of scholars from
certain Asian countries. This would not only increase the student numbers for NIE,
it would also build bridges between different countries and cultures across Asia.
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Another strategic way forward would be to consider merging and converting all
the teacher education programmes to a graduate one, where the length of training is
extended to two years and the pre-service teachers graduate with aMasters qualifica-
tion (Loh&Hu, 2019), much like Finland,Melbourne Graduate School of Education
and Harvard Graduate School of Education. This would ensure that the new genera-
tion of teachers would have the necessary depth and breadth of knowledge tomeet the
challenges of the twenty-first-century classroom. If the duration of this new postgrad-
uate teacher education can be extended to two years from the current 16-month one
for the PGDE programme, more opportunities for teaching stints and theory–practice
reflections can be embedded within the programme. In a sense, this theory–practice
component would be a midway between the current four-year TSP and the 16-month
PGDE programmes.

Another major change in the landscape is the COVID-19 pandemic. There is
no sparing of any country in this climate. Due to this pandemic, many restric-
tions on face-to-face contact have been imposed. As such, teaching that used to be
conducted in physical classroom environments have been pursued online via various
platforms. Furthermore, collaborative learning via group work has been suspended
due to the requirement of safe distancing. Current pedagogical models have not
completely adjusted to these changes. NIE would need to revise some of its peda-
gogical approaches and principles to take this change into account. Preparing the
next generation of teachers to teach in an online environment has to be essential
study. Training and certifying in-service teachers to teach skilfully and thoughtfully
in such an environment would be beneficial for the teachers and the entire MOE
community. Teaching online is not merely using technology to replace face-to-face
engagement; it requires a different skillset, which many teachers are not familiar
with, since they never had that experience as learners. Hence, there is a pressing
need for such training and possibly certification. This is an opportune moment for
NIE to tackle this educational disruption by its horns.

The changing landscapes may create difficulties and bring about a new set of
challenges. But with these challenges come opportunities. If NIE is to live up to its
Vision of being An Institute of Distinction: Leading the Future of Education, then it
must embrace these changes in the landscape and take the lead in offering alternative
ways to address the current issues.
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Chapter 25
Reshaping Teacher Education
for the Twenty-First Century: An Indian
Perspective

Radha Mohan

Abstract This chapter aims to present the crucial contemporary challenges of
teacher education, which are intertwined with both the teaching profession and
interests of its stakeholders of the society. After a brief overview on some of the
main issues in teacher education in India in the last two decades, research findings
and reflections on the main challenges of the teaching profession will be discussed,
highlighting innovative approaches and adaptive practices.

Keywords Teacher education · Twenty-first century · Challenges · National
Education Policy ·Multilingualism

Introduction

There is a growing body of research globally indicating proactive steps for reforming
teacher education, it being the needof the hour. This is particularly true to facilitate the
accelerated economic growth of India which needs to tap its unique strength of demo-
graphic dividend—the largest young population in the world, requiring livelihood
education and thereby gainful employment. The National Education Policy (NEP)
2020 replaces the National Policy on Education (NPE) 1986. The overarching goal of
NEP 2020 is that of harnessing human resources (teacher and taught) to create value
propositions (life skills, digital literacy, and employment fitness), whereas the earlier
NPE 1986 laid the base for training a pool of human resources for facilitating the
value chain. NEP 2020 aspires to achieve multifold increase in gross enrolment ratio
by 2030 by restructuring school education from pre-school to secondary level along
with open schooling ensuring equity and inclusion. The implications of NEP2020 on
teacher education are listed in Table 25.1. Positioning teacher education at the nexus
between schools and universities will involve significant changes in the theory and
practice of both pedagogy, subject content and assessment techniques.
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Table 25.1 Comparison of NEP2020 and NPE1986—Impact on Teacher Education

S.
No.

Aspect NEP2020 envisaged NPE1986
Currently in
place

Impact on
Teacher
Education

1 Gross
enrolment
ratio

50% (2035) 26.3%
(2018)

More quality
teachers needed

2 School
curricular
structure
format (in
years)

5 3 3 4 10 + 2 Need for
multiple levels
of pre-service
and in-service
teacher training

3 Break-up of
age: in years

3–8 years 8–11,
years

11–14,
years

14–18 years 16–18

4 National
Curriculum
Framework for
Teacher
Education
(NCTFE 2021)

Comprehensive with more practice and
enhanced skill development

Theoretical
with less
Practice

Pre-service and
in-service to
focus on
imparting of
skills,
communication
and other
practical
aspects

5 Curriculum Curriculum content will be reduced to its
core essentials

Extensive
theoretical
curriculum

6 Inclusion in
schools

Development of methodologies for more
successful inclusion in schools with
diverse learning environment

Limited
research
done

Training at both
pre-service and
in-service level
for better
implementation
of inclusion

7 Assessment
reforms-exams
conducted

In class 3, 5, 8, 10, 12—Objective and
descriptive. Twice a year

Each year
up to class
12 –
Descriptive.
Once a year

Need to be
familiar with
latest
techniques to
be adopted in
evaluation
including
online
assessment

8 Evaluation 360° holistic report card for students
including skills

Grades
instead of
marks,
CCE,
Rating
Scale

9 Qualifications
for teaching

Minimum qualification for
teaching—4-year integrated B.Ed.
degree by 2030

Graduate
with
B.Ed.-either
1 year B.Ed.
or 2-year
integrated
B.Ed

Setting up of
more 4-year
Integrated
B.Ed. courses
in colleges and
Universities

(continued)
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Table 25.1 (continued)

S.
No.

Aspect NEP2020 envisaged NPE1986
Currently in
place

Impact on
Teacher
Education

10 Three
language
formula

3 language – Any three languages By state,
region and
choice of
student

Need to have
trained
language
teachers

11 Development
of National
Professional
Standards for
Teachers
(NPST) by the
National
Council for
Teacher
Education by
2022, in
consultation
with NCERT,
SCERTs,
teachers and
expert
organizations
from across
levels and
regions to
ensure quality
teaching

Single Professional National Testing
Uniform throughout the country

By state,
regional
with
differing
standards

Training
pre-service
teachers with
professional
attitudes and
skills to
enhance quality
teaching

12 E-content E-content in at least 8 languages Lack of
regional
language
e-content

More e-content
materials to be
developed for
use in regional
languages

13 Instruction
medium

Mother tongue Mother
tongue

Teaches trained
to teach in
mother tongue

14 Sanskrit Emphasis on learning Sanskrit Not given
enough
importance

Need for
starting 4-year
Integrated
B.Ed. Sanskrit
courses in
Universities
and Colleges

(continued)
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Table 25.1 (continued)

S.
No.

Aspect NEP2020 envisaged NPE1986
Currently in
place

Impact on
Teacher
Education

15 Emphasis in
promoting
cultural ethos
and heritage

Teaching of Indian knowledge systems
at all levels of schooling

Not given
enough
importance

Need to train
pre-service and
in-service
teachers to
handle IKS
using
appropriate
methodology

NEP2020 envisages not only structural changes and ambitious targets but more
significantly aims to blendmodern knowledgewith relevant aspects of ancient knowl-
edge. To the taught it means life skills, value education, and digital literacy, ensuring
societal and employment fitness. To the in-service teacher as well as prospective
teacher, it means relearn to meet the challenge of being the guiding guru of the
younger generation. Only then can India realize her demographic dividend.

• India ranks very low in Happiness Index published by the World Happiness
Index Report (2020). Steps are being taken to introduce Happiness Curriculum
at different levels of schooling. Teachers need to be trained to comprehend these
courses before transacting them.

• The COVID-19 pandemic has catapulted teachers, teacher educators, and learners
into being digitally literate for enhancing teaching and learning at all levels. The
NEP2020 aspires to create an India with citizens thinking globally but acting
locally.

• Meaningful research from other countries has also been included in the review
with Indian studies to provide a roadmap for future teacher education research in
India and for adaptation keeping Indian ethos in mind.

• The M.Ed. curriculum is now a 2-year post graduate course. Mishra et al. (2020)
reported that the research-based approach in the M.Ed. programme is a step in the
right direction as it enhances competence, gaining of expert knowledge, besides
better job opportunities for the M.Ed. students.

• With the objective of achieving excellence in teacher education, the Teachers
Education University was set up in Tamil Nadu. This was the first such university
established in India which affiliates training colleges in Tamil Nadu.

Pre-service Teacher Education

Britzman (1991) has stated that a pre-service teacher is “marginally situated in two
worlds: that of the inchoate educator who is making meaning of what a teacher is
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and does, and that of still being educated”. Reflecting on pre-service education can
help map future teacher education programmes to best scaffold pedagogy.

The school internship is visualized by situating the practice of teaching in the broader
context of vision and the role of teacher and sustained engagement with learners and schools.
(National Curriculum Framework for Teacher Education—Towards Preparing Professional
and Humane Teacher NCTE document, 2009/10 p. iv)

In India, currently teacher education courses are of the following types:

• Elementary Teacher Education is a 2-yearDiploma in Teacher EducationD.El.Ed.
(formerly D.T.Ed.). This is conducted by the District Institutes of Educational
Training (DIET). The eligibility for this course is 12 years schooling. On
completion of the course, the candidates can teach in primary schools.

• Bachelor of Education (B.Ed.) which is currently of 2 years duration. Graduates
and postgraduates are eligible to enrol in this course. On completion of the course,
the graduate candidates are eligible to teach 6–10th grade and the postgraduate
candidates 6–12th grade, respectively, in schools.

• Regional Institutes of Education conducts 4-year integrated programmes after
12 years of schooling. In these institutes, candidates get content as well as peda-
gogy knowledge with a B.A. B.Ed. or B.Sc. B.Ed. Students who opt for this
course can either teach in schools or pursue higher education in universities.
Besides there are a few private universities which have integrated programmes
likeAmrithaVishwaVidhyapeethamUniversity, ArunachalUniversity of Studies,
and Chinmaya Vishwavidhyapeeth.

The NEP2020 envisions that by 2030, the minimum degree qualification for
teaching will be a 4-year integrated B.Ed. degree (Singh, 2018).

Upgradation of Curriculum-Pre-service Teacher Education

Chennat (2014) in her article Internship in pre-service teacher education programme:
A global perspective has suggested adopting the Finnish Teacher Education model
for its systematic academic structure and high overall quality, adapting it to suit
India’s socio-cultural and educational context. Borja et al. (2019) in their study
in the Philippines recommend implementation of an intervention program for the
pre-service teachers to better cope with teaching challenges faced during real-time
teaching. Ortlieb’s (2013) investigations indicate positive effects on enhancing and
aligning curriculums with practicum to bridge the gap between theory and hands-on
teacher applications in schools. Gallardo-Williams and Petrovich (2017) devised a
one-year programme addressing content delivery as well as classroom management
techniques for students in the graduate programme in chemistry. Increased famil-
iarity with teaching tools besides enhanced enrolment of these students in advanced
teaching programs was observed.
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While comparing the 1-year B.Ed. and the 4-year integrated B.Ed. course in
Maharashtra, Moruskar (2004) found better integration of content and methodology
in the integrated 4-year course when compared to the 1-year B.Ed. programme. The
researcher stressed the need of regular evaluation of the B.Ed. programme to keep
pace with the times.

Stephen (2009) has suggested updating the B.Ed. curriculum with inclusion of
relevant and recent concepts of Education for Sustainable Development in the Envi-
ronment Education course content. He further suggests that the spiritual dimension of
Indian traditions andvalues—“LokaSamstahSukhinoBhvanthu” and “Vasudhaiva
Kudumbakam” be emphasized for the conservation of the entire ecosystem. Mishra
(2019) critically examined the elementary teacher education curriculum, stressing
the need for refresher and orientation courses for teacher educators to enhance their
knowledge about Education for Sustainable Development (ESD).

Sharma (2018) and De (2018) studied the Secondary Teacher Education curricula
with specific reference to NCTE Curriculum Framework-2014. De (2018) while
comparing curricula of universities highlighted some novel practices based on local
culture, like understanding the child through the lens of GijuBhai. De (2018) also
mentions replicating the course on Enhancing Proficiency–Understanding the self -
transacted inworkshopmode byGuruGobind Singh IndraprasthaUniversity in other
Universities. Nagarathna (2018) found that there is a mismatch between the intended
and implemented B.Ed. secondary education curriculum in internship in Karnataka
and suggests closer monitoring of the same. This concurs with the findings of Das
(2011), Atula (2016), and Moruskar (2004).

Case Study—The Schram Teachers’ Academy for Research
and Training START, Chennai
The Schram Teachers’ Academy for Research and Training START is a faculty
development programme in Chennai, Tamil Nadu. Teacher Educators from the
Netherlands along with local resource persons actively take part in the work-
shops. The objective of the programme is ensuring that the teaching faculty on
all its campuses updates their teaching skills using time-tested and workable
methods in real-time classroom situations.

Upskilling—Digital Innovations in Teacher Education

Delivery of curriculum online and upskilling for a quick transition to digital tech-
nology is essential. Digital skills have become one of the most important factors for
employability of a person in today’s age. According to Hasselbring et al. (2000),
schools will be equipped with the best hardware and software in the near future,
but it is unlikely that teachers and students will use them effectively, if teachers
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are not trained. White (2013) argues that new age teachers have to harness new
skills and attitude needed for the digital age in addition to the traditional skills
of delivering learning content. While the need for the learner’s digital fluency is
mentioned, the need for the trainers to be digitally fluent is equally important and
relevant (Sharma, 2017; Krumsvik et al., 2011). Krumsvik et al. (2011) in their study
in Norway with a sample size of 17,529 students and 2524 teachers reported a strong
correlation between teachers’ digital skills and the learning outcomes of students.
Kay (2006) reviewed 68 refereed journals on integrating technology into pre-service
education and inferred that there was a critical need to reflect on structuring the
curriculumbesides addressing themethodological concerns to enable better guidance
of pre-service teachers in using technology. Examining the technological pedagogical
content knowledge (TPACK) of pre-service teachers in Singapore, Koh et al. (2010)
studied the profile of 1185 Singaporean pre-service teachers in terms of their tech-
nological pedagogical content knowledge (TPACK). Analysing the TPACK survey
the pre-service was administered, five factors were extracted through factor analysis.
There were significant differences gender-wise though age, and teaching level was
not significant. The implications of this study may prove useful for replication in the
Indian context.

Sharma (2017) in her study found technology as a useful tool for both pre-service
and in-service teachers can successfully integrate technology in to their teaching
using TPACK. Tripathi (2014) explored the factors that influence the status and scope
of educational technology in Teacher Education Curriculum. The findings revealed
that the status of educational technology (ET) in the B.Ed. program is lagging behind
and needs to be addressed.

In Austria Prof. Barbara Sabitzer et al. at the Linz School of Education, Johannes
Kepler University, have introduced the COOL Lab which is a meeting point for
teaching, learning, research, and practice aspiring to enhance teaching at all levels.
This project interlaces initial teacher education, in-service training, research, and
teaching practice with school practice in primary and secondary education. Some-
what on these lines is The Connected Learning Initiative (clix.tiss.edu) programme
under the aegis of Tata Institute of Social Sciences (TISS) and the Massachusetts
Institute of Technology (MIT) aims at enhancing access to quality education states
like Telangana, Chhattisgarh, Mizoram, and Rajasthan. Research emphasizes the
need for teacher education institutions and universities for pre-service teachers to
cope with the changing times, as this will stand them in good stead in real-time
teaching situations (Hasselbring et al., 2000; Sharma, 2017; Tripathi, 2014).

Drexhage et al. (2016) in Germany studied the impact of the connected classroom
using video conferencing technology to engage teacher trainees in school–univer-
sity partnerships. They found that though the teacher trainees were positive in their
assessment of technology and its usefulness in spite of facing technical issues.

Patel (2019) studied the effectiveness of classroomcommunication skill inEnglish
language programme for pre-service teachers using Google Classroom. He observed
that though in the two-year B.Ed. course there is a paper on Language across the
Curriculum there is no Spoken English communication as such in the classroom. He
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infers that there is a need for classroom communication skill in English language for
pre-service as well as in-service teacher education.

Singh (2019) in his investigation on the impact of digital literacy, inspirational
leadership, and creative intelligence on the teaching competence of prospective
teachers found that pre-service teachers highly competent in their teaching exhibited
a better level of digital literacy, inspirational leadership, and creative intelligence.

A significant positive relationship was found among the variables—teaching
competence, digital literacy, inspirational leadership, and creative intelligence of
the pre-service teachers.

Ramakrishna (2017) in his study on teacher effectiveness with digital competence
and other selected variables found that teachers with superior digital competence
are more effective than those with lower levels of digital competence. He suggests
provision of regular training in digital competence to school teachers by concerned
authorities.

Shinde (2020) in her study of blended learning in the university campus with
20 teachers from different disciplines and more than 1000 students enrolled in the
courses reported that results showed that teachers’ and students’ use of blended
teaching–learning through Moodle had a positive impact on interactions between
teachers and students and also on teachers’ reflective practices.

School in the cloud projectwas launchedwith two schools in theCloudLabs inUK
andfive in IndiawithMicrosoft as the lead technologypartner basedonMitra’s (2003)
concept of hybridized flexible classrooms using the Internet to facilitate learning.

Stasinakis andKalogiannakis (2017) inGreece analysed aMoodle-BasedTraining
Program about the Pedagogical Content Knowledge of Evolution Theory andNatural
Selection based on the TPACK model. The seminar involved 16 secondary school
teachers whose individual PCK scores improved giving them the confidence to teach
more effectively the scientific concepts chosen to their students. Post the training, the
teachers were found to gradually change their teaching style to a more constructive
and learner-centred one. Koh et al. (2010) findings on TPACK reiterate the above
findings. These studies could be replicated in Moodle-based environments in Indian
schools and colleges and inferences drawn in the local context.

Uppal (2019) investigated the effectiveness of massive open online course
(MOOC) in training higher education teachers. The results of Uppal’s study show
that successful knowledge building for and by higher education teachers is possible
through MOOCs. The results also indicate that perception of higher education
teachers about digital fluency and opinion about the MOOC are positive, whereas
their perception about community building through MOOCs is not significantly
positive.

Case Study-St. Christopher’s College of Education, Tamil Nadu
The COVID-19 pandemic has motivated many training colleges round the
country to evolve and implement innovative measures to engage teacher
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trainees fruitfully. A case to point is St. Christopher College of Education
in Chennai, Tamil Nadu. Drawing on theoretical insights, trainee teachers
were trained to develop lesson materials and ideas and discuss them with their
faculty in the training college as well as their mentor teachers in the cooper-
ating schools. Live streaming enabled the teacher educators to supervise the
classes taken by the teacher–trainees in real time. The reflections of the students
are in consonance with Drexhage et al (2016). Future research should include
quantitative studies to expand the scope and efficacy of student attitude survey.

In-Service Teacher Training

The objective of in-service teacher training gives a new dimension in teaching and
learning because the skills and roles required from teachers exceed the limits of their
undergraduate studies.

Sahoo (2019) in his study in Cuttack district of Odisha with a sample of 10
secondary schools and 30 teachers found that teachers needed to upskill as often
students had more knowledge of ICT than them. Besides, he inferred that teachers
needed time to understand how to integrate ICT into the curriculum.

Kaladharan (2013) investigated the impact of in-service training in constructivist
pedagogy on teacher competence in Sarva Shiksha Abhiyan (SSA), a Government
of India initiative to enhance quality in primary education in Kerala. One of the
major findings was that the training given by SSA to teachers was of the right dura-
tion besides enhancing their ability to handle language classes effectively using the
constructivist paradigm. However, the findings of Suraksha Devi (2012) who carried
out a study onSSA in-service training inHimachal Pradesh point to the need for better
content delivery, less of lectures and more of other modes of transaction, upskilling
of teachers on use of technology, as well as duration of courses of not more than ten
days.

The findings from Rout’s (2017) doctoral dissertation on the impact of in-service
teacher training on teacher competency and classroom transaction on various dimen-
sions of teaching effectiveness revealed improvement in their competencies in all
aspects of teaching like content, presentation, and evaluation besides interactions
with parents and community.

Nayak (2016) in the study on Teacher Preparation for L2 Teaching in the Two-
Year Bachelor of Education Programme with a sample from Odhisa has suggested
that there is a need for restructuring of the 2-year B.Ed. curriculum besides improve-
ment in aspects like quality of content and delivery, updating of content knowledge,
evaluation and feedback and classroom management skills of teacher educators.

Cooperative learning strategy for effective teaching to pre-service teachers formed
the basis of a study done by Roy (2016). The findings indicate that though the teacher
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educators acknowledged the benefits of cooperative learning they were not confident
in using these techniques. Deepa and Sadananthan (2012) reported similar findings.
Roy (2016) studying the effectiveness of the developed intervention programme
based on cooperative learning–teaching techniques found that the achievement of the
experimental group of pre-service teachers did significantly better than the control
group. These findings concur with that of Badhe (2010) with D.Ed. pre-service
teachers.

Bam (2006) in her experimental study on teacher trainees on promotion of
creativity in teaching concluded that there was an urgent need to conduct refresher
courses on creativity in teaching for teacher educators and teacher trainees which
may help teacher trainees to be more open and less inhibitive.

Gender Sensitivity

TheNEP2020 talks about gender equality in education. Strategies for implementation
need to be in place for an equitable society for both boys and girls are required so
that India becomes a society where men respect women and women have access to
equal opportunities. Teacher education—both pre-service and in-service—needs to
keep this in mind.

Joshi (2010) in her doctoral research on gender sensitizing of B.Ed. teacher
trainees found that the B.Ed. course did not significantly promote gender sensiti-
zation. Joshi (2010) has suggested that teacher educators themselves need to be first
sensitized through a series of short programmes and trained in techniques to better
equip the teacher trainees in their colleges.

Inclusive Education

Inclusive education refers to students, with or without disabilities, learning together
in an educational setting, with suitable support from all stakeholders. Inclusion has
played amajor role in developing and adopting appropriate strategies in the education
of children with Special Educational Needs (SEN) both in India and in abroad.
The World Conference on Special Needs in Education (2019) in Salamanca has set
the foundation for understanding the importance of inclusion in education in most
countries. The UNESCO, 2030 Agenda for Sustainable Development reinforces the
promotion of inclusive education and opportunities of lifelong education for all.
The MHRD in 2018–19 launched an overarching programme—Samagra Shiksha—
catering to children from pre-school to Class 12 to improve school effectiveness
besides giving equal opportunities to all under the Government of India schemes
such as Sarva Shiksha Abhiyan.

Krishnaswamy and Shankar (2003) suggest that the use of differentiated instruc-
tion by the teacher using varying instructional strategiesmay facilitate better learning
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in inclusive classrooms. Singhal (2007) studied the impact of inclusive education on
marginalized community children with disabilities within the Indian context. Her
analysis of various relevant government documents to better elucidate the national
understanding of “inclusive education” as understood in various official documents
led her to infer that there is an urgent need to develop a contextual understanding
of inclusive education relevant to the Indian scenario (Julka, 2004; Kaul, 2015;
Malhotra, 2003).Studying the teacher education curriculum of the District Institutes
of Education and Training (DIETs) from the perspective of learners with Special
Educational Needs (SEN), Julka (2004) emphasized the need to incorporate inclu-
sive education, both theory and practice in teacher education programmes. This is
reinforced in the findings of Kaul (2015) and Sokal and Sharma (2017).

A quasi-design experimental study to investigate the effect of inclusive education
awareness programme was carried out by Pingle and Garg (2015). Two colleges
offering D.T.Ed. (Diploma in Teacher Education) Course) were chosen for the study.
A sample of 77 pre-service teachers in the experimental group and 53 in the control
group were selected. The researchers found that the pre-service teachers were to a
moderate extent more aware of inclusive education than the control group. Enhanced
enthusiasmwas perceived in the pre-service teachers in the experimental groupwhen
taken on a field trip to inclusive schools. Data analysis revealed that the selected vari-
ables like gender, socio-economic status, social intelligence, emotional intelligence,
and treatment did not significantly interact with each other. The need for better
methodologies for teaching in inclusive schools which have diverse learning envi-
ronments is emphasized (Kumari, 2019; Krishnaswamy and Shankar, 2003; Julka,
2004; Pingle & Garg, 2015).

Malinen et al. (2013) carried out a comparative study of in-service teachers from
diverse countries like China, Finland, and South Africa teaching in inclusive class-
rooms. Their inference was that the strongest predictor of self-efficacy was expe-
rience in teaching students with disabilities in all three countries. However, there
were variations in the predictive power of other variables country-wise. Waitoller
and Artiles (2013) in their critical review of Professional Development Research for
Inclusive Education mention that most research for inclusive education utilized a
unitary approach towards difference and exclusion and recommend using an inter-
sectional approach instead. Revathi (2015) while studying the effect of collaborative
learning on learning outcomes of students with special needs in inclusive schools
found that collaborative learning can significantly contribute towards the national
goal of inclusive growth and development. These findings indicate the need for
India to develop strategies in tune with the culture, ethos, demographic variables,
and diverse nature of the country (Malinen et al., 2013; Waitoller & Artiles, 2013;
Revathi, 2015).

Sokal and Sharma (2017) studied the relationship between the attitudes, efficacy,
and concerns about inclusion within three groups of teachers in Canada, pre-service
teachers with limited exposure to inclusive education, and two groups of in-service
teachers with differing experience in inclusive settings and coursework about inclu-
sive education. The investigators found that there were significant differences within
the three groups with respect to the variables of attitudes, concerns, and efficacy
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for inclusive teaching. They also inferred the importance of experiences and course
work for pre-service and in-service teachers.

Devi (2019) in her study comparing the pre-service and in-service teachers’
attitude towards inclusive education found significant differences between the two
groups on the variables—teaching efficacy, knowledge, and attitude. The sample
consisted of 250 pre-service teachers from education colleges affiliated to Panjab
University and in-service teachers from government schools of Punjab. She recom-
mends including structured exposure to teaching in inclusive classrooms in pre-
service education. This concurs with the findings of Andrews (2002) in her study
on preparing pre-service teachers for inclusion by adapting instruction for included
limited English proficient students with disabilities. Andrews (2002) inferred that
the pre-service teachers were able to make appropriate adaptations in their teaching
to deal with inclusion incorporating the feedback given.

Balasundaram (2011) in his investigation on attitude, role performance, and prob-
lems faced, while teaching children with special needs in inclusive schools in Tamil
Nadu has recommended that inclusive education under SSA should be enriched to
suit the students needs. He has also suggested that pre-service teacher education
should include field experience under internship to inclusive schools to enable the
teacher trainees to get hands-on awareness of skills required for teaching in inclusive
schools. Kaul (2015) studied the status of inclusion of children with special needs at
the Elementary School Level by collecting data principals, teachers, and students of
thirty inclusive schools of Delhi and NCR. Using qualitative and quantitative anal-
ysis, Kaul (2015) inferred that there was a low level of awareness on most aspects
of inclusion in school like legal provisions, policy guidelines, methodologies and
evaluation procedures.

Sreeja (2017) in Kerala developed a teacher training module to study its efficacy
in enhancing teaching skills of primary school teachers in an inclusive setting. Her
study pointed to the need for enhancing teaching skills of primary school teachers to
cater to the diverse learners in an inclusive setting. She also suggested intervention
strategies to bring about attitudinal changes in primary school teachers handling
inclusive classrooms. This is in agreement with the findings of Eduru Jane (2015)
who found that adoption of a self-instructional package on inclusive education had
a significant effect on knowledge and professional competence of the pre-service
teachers.

Multilingualism and the Power of Language

Considering that multilingualism, digital learning, and Education for Sustainable
Development have come to stay (Mishra, 2019; Ramakrishna, 2017; Ranjan, 2017;
Shinde, 2020; Singh, 2019; Stephen, 2009)), it may be suggested that focusing on
action research and practical solutions of local problems may be the way ahead
to deal with moving towards NEP2020 vision. The findings of Ranjan (2017) and
Velmurugan (2012) reinforce these findings with social imitatives being the trigger.
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Case Study—Multilingual, Digital learning, and Environmental
awareness-Proactive

More important than the curriculum is the question of the methods of teaching and
the spirit in which the teaching is given.

Bertrand Russell

Ranjitsinh Disale has been awarded the Global Teacher Prize 2019 for his
outstandingworkwith tribal girls inMaharashtra. He began his career in Parite-
wadi, Maharashtra, in 2009, an area with low school attendance. Finding that
the curriculum was in Marathi, while the tribal girls’ spoke Kannada, he learnt
Kannada and translated the textbooks from Marathi to Kannada to enable the
girls to learn. Besides he introduced digital learning tools and individualized
programmes for each girl to facilitate learning. The system he devised of using
QR coded textbooks is in use across India. Disale was instrumental in starting
environmental projects in the drought-prone area. His project “Let’s Cross the
Borders” was a unique initiative connecting youth from India and Pakistan and
other countries for promoting global harmony.

Sanskrit

Sanskrit is treated as a cultural language among the languages approved by Govern-
ment of India. The NEP2020 envisages encouraging study of Sanskrit at all levels
of schooling, including offering it as an option in the three language formula. This
translates to the necessity to train Sanskrit teachers with sufficient knowledge of
pedagogy and psychology, phonetics, and pronunciation. At present, there are two
parallel systemsof learningSanskritwhich are the traditionalwayof learningSanskrit
wherein students learn Sanskrit through Pathshalas and Sanskrit universities and the
formal systemof learning Sanskrit in schools, colleges, and universities as an optional
language. Sanskrit is being taught from 1st std. to 12th std. as one of the optional
languages in various states at different levels.

As part of the three language formula, most states offer Sanskrit as an optional
subject for students from 6 to 10th standards. In the 11th and 12th standard, it is
offered as a second optional language. In certain states, Sanskrit can be studied
along with the mother tongue.

Kamalakar (2001) critically examined the problems of teaching Sanskrit in
the secondary schools in Western Maharashtra. Among the several findings, the
researcher lists lack of suitable textbooks with poorly framed syllabus, not enough
importance being given to Sanskrit in the school timetable besides lack of trained
teachers in Sanskrit methodology.
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Case Study: Sardar Patel Vidyalaya, New Delhi
Sardar Patel Vidyalaya, a reputed school in New Delhi, is inspired by the
ideals of Sardar Patel. The children in the primary sections are taught in Hindi
with the simultaneous use of English terms. This helps the students to attain
proficiency in English and Hindi. From 6th standard the medium of instruction
is English. Every student must necessarily learn Hindi and Sanskrit till the 8th
Standard. In the 9th standard, the student chooses either Hindi or Sanskrit. The
students further have to opt for a fourth language from Tamil, Gujarati, Urdu
or Bengali. Music plays an integral part of the teaching learning as the students
learn to sing songs in different languages. Every student leaving the portals of
this school is multilingual.

Ramakanti (2018) research points to the need for the development of compe-
tencies in the field of linguistic and cultural communication in pre-service educa-
tion, including the use of effective methods and strategies promoting the acquisition
of language, literacy, and content knowledge. Ramakanti(2018) further states that
teacher trainees need to have an awareness of India’s diverse society, the differences
existing in terms of food, culture, customs, and beliefs.

A diagnostic study of the difficulties of secondary school pupils in learning ten
major areas of grammar of Sanskrit was carried out by Sreemathi (2003) at the
Sree Sankaracharya University of Sanskrit, Kalady. A stratified sample of 1050
pupils representing different zones, gender, localities, andmanagements was used for
testing. The findings point to pupils not performing to the expected level in grammat-
ical items. The researcher found that the content chosen, teaching learning process
as well as the demographic background of the pupils were significant contributors
to the poor performance of the pupils. However, Macwan (2014) tested investigator-
developed learning task packages in Sanskrit for students of the sixth and seventh
standards in Kheda district in Gujarat. The findings of the study though limited in
demographic variables revealed an enhancement of curiosity and motivation in the
students towards the learning of Sanskrit. There is a need to develop appropriate
methodology for teaching Sanskrit keeping demographic variables in mind, besides
choosing interesting content.

Quantitative and qualitative analysis of the data collected byValand (2014) from a
study for developing communicative competence in Sanskrit for pre-service teachers
at secondary level indicated that the functional course was effective. The pre-service
teachers of Sanskrit could achieve a reasonable level of performance in relation to
the minimum level of performance expected for each competence.

To study the effectiveness of activity-based Sanskrit teaching for the students of
standard VIII, Mehta (2019) designed a set of activities to improve Sanskrit commu-
nication andmake it a more interesting experience for the students. Her findings indi-
cate that group activities enhanced communication skills in Sanskrit and recitation
of Sanskrit slokas and singing Sanskrit songs enhanced memorizing and retention
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skills. Mehta’s (2019) study is in agreement with Macwan (2014) on the need for
activity-based Sanskrit teaching in preference to traditional modes of teaching.

The Sanskrit Club of the IIT Roorkee has approached teaching Sanskrit using
a unique pedagogy with a scientific temperament. They have excellent general
resources which teachers can use while teaching Sanskrit. The introduction of a
4-year integrated Sanskrit teacher education programme will be a welcome addition.

Happiness Curriculum

The quest for happiness is universal. The growing number of suicides and unrest
among today’s youth due to rapid and often disorienting socio-economic transfor-
mations indicates that India is sitting on a happiness crisis. India also has the highest
rate of major depression in the world which reflects poorly on the mental health
condition of its people. In the 2020 edition of the World Happiness Index Report
released by the Sustainable Development Solutions Network, Finland has again been
ranked the world’s happiest country, extending its lead over Denmark and Switzer-
land. India is at 144th place out of the 153 countries examined. Those polled for
the report pinpointed their impressions towards a variety of demographic factors
affecting their social environments for happiness (Helliwell et al., 2020). The Nordic
models of teacher education focus on methodologies for systematically building
competency and enhancing human strengths of children from an early age.

Badri et al. (2018) report significant differences in happiness-related scores
according to gender, age, nationality, type of school, as well as school location.
The number of student suicides in India has risen drastically with the four states of
Uttar Pradesh, Maharashtra, Tamil Nadu, and Madhya Pradesh accounting for 44%
of the student suicide count in 2019. This indicates a systemic inability to equip
youth with the tools necessary to cruise through life’s challenges, both successes and
failures.

Indian Perspectives of Happiness

The Vedas, the Upanishads, and the Bhagwad Gita provide insights on attaining
happiness which is culturally relevant to Indians (Banavathy & Choudry, 2014;
Bhawuk, 2011; Srivastava & Misra, 2011). The interdependent ideal of happiness
becomes more evident in the following prayer:

Sarvebhavantusukhinaha,

Sarvesantuniramaya

Sarvebhadranipasyantu,

ma kaschiddukhabhagabhavet.

(May all be happy, may all be free from disease,
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May all perceive good and may not suffer from sorrow).

(https://www.happinessstrategyfoundation.org/about)

Sustainable happiness, which has been emphasized in the United Nations resolu-
tion (2011), is defined as “happiness that contributes to individual, community and/or
global well-being without exploiting other people, the environment or future gener-
ations” (O’Brien, 2010). By expressing gratitude or practicing kindness one can
enhance one’s happiness (Lyubomirsky & Layous, 2013; Pluskota, 2014;). Well-
being has overlaps with several concepts like resilience, happiness (Diener, 1984;
Peterson, 2007), emotional well-being (Peterson, 2007) quality of life and life satis-
faction (Diener, 1984).Agarwal (2013) emphasizes the concept of conqueringoneself
which was propounded by Mahatma Gandhi by following the tenets of the Bhagvad
Gita in the Dhyana Yoga which translates to (To conquer oneself is to become one’s
own friend; but when one fails to do so, one becomes, as it were, one’s own enemy).
This research points to the need for identifying the correlates of happiness, such
as well-being and life satisfaction, concurring with the findings of Peterson (2007)
and Diener (1984). The results of the study by Badri et al. (2018) on happiness of
school children in Abu Dhabi using a structural equation model on data collected
indicate that school-related variables along with family-oriented variables are signif-
icant predictors of happiness. There is a paucity of empirical studies in the field of
happiness in the Indian education sector. The SCERT (2019) in Delhi began a study
on the most favourable conditions to increase happiness and the positive activities
which could enhance the correlates of happiness.

Happiness and Teacher Education

The NEP2020 conceptualizes twenty-first century schooling to empower students to
be future global citizens who act locally. Studies carried out by Desai (2018), Cain
andCarnellor (2008), andPalmer point to the need for holistic development of today’s
students—physically, socially, morally, intellectually as well as culturally. Research
studies point to positive teacher attitudes and qualities like kindness, resilience as
significant predictors of a happy school (Holder et al., 2012; Lee&Lee, 2014; Kim&
Kim, 2014; Van Hal et al. 2017). Smitha (2015) examined certain psycho-social
and academic correlates of happiness among teacher trainees at secondary level.
Her findings indicate that personal resilience, time management, social competence,
and academic motivation are significant predictors of personal happiness of pre-
service teachers. The implications of these findings are the need for developing
strategies for building resilience in the teacher education curriculum to train pre-
service teachers and consequently the students they will be teaching to be resilient
and consequently happier. Pre-service and to a certain extent in-service training
need to keep this in mind during admission of teacher candidates and recruitment of
teachers in schools. The concepts of positive psychology for inculcating happiness
in students would require teachers to devise programmes emphasizing cooperative

https://www.happinessstrategyfoundation.org/about
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rather than competitive learning with the to meet individual student goals (Noble &
McGrath, 2015).

Case study-Happiness curriculum-Delhi Government
The Happiness Curriculum was launched by the Delhi government in 2018
along with inputs from Dream a Dream. Over 1000 government schools
with children from kindergarten to standard 8 were involved in the Happi-
ness Curriculum project. The objective of the Happiness Curriculum was the
holistic development of all learners by helping them imbibe necessary skills
enhancing their learning as well as life outcomes (SCERT Delhi, 2019). As
all government schools in Delhi are using this curriculum, the question of
control group and experimental group does not arise. Initial results point to
the feasibility of developing a measure of happiness factors in the context of
the Happiness Curriculum. This points to include a Happiness Curriculum in
the teacher education programmes to train the pre-service teachers in creating
stimulating environments for learners to imbibe the correlates of happiness
leading to holistic development of the learner.

Lucknow University is set to start an “Education for Happiness” course as an
optional for M.Ed. students, interdisciplinary in nature and open to all post-graduate
students from academic year 2021. The course is to be based on Indian concepts
of happiness. The Happiness Curriculum developed or to be designed by different
universities and schools will be a work in progress. Self-evaluation and reflection by
teachers and learners will help keep the curriculum relevant and will undoubtedly
help in realizing a happy school for both teacher and taught. Teacher education can
step in and help in developing curriculum suited to the needs of the schools. Emerging
research in this field will reduce the stress students undergo in today’s fast moving
world.

Outlook: Cultural Awareness for the Next
Generation—Indian Knowledge Systems

Indian Knowledge Systems (IKS) refers to all indigenous sources of knowledge
developed within Indian societies, independent of, and prior to the advent of the
modern scientific knowledge system such as Ayurveda. The differing methodolo-
gies and viewpoints between IKS and contemporary knowledge systems will require
teacher trainees to integrate the two in their teaching in tune with the local cultures,
experiences, practices, and ways of life. Drucker’s (1994) concept of living simul-
taneously in global and local worlds requires clarity in addressing this educational
paradox.
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The Indian Institutes of Technology have set up centres for the study of IKS
and culture. Moving laterally away from Western models of teaching–learning, and
focusing inward, to local systems which have been prevalent from ancient times, the
teacher trainees develop an awareness of the multi-dimensional nature of IKS and
their importance in adapting them to contemporary society.

Studies from Australia and Africa indicate that indigenous studies teaching
courses had positive implications for primary school teacher education programmes
(Craven, 2005; McKnight, 2016; Tatira, 2000).

Ramakanti (2018) emphasized the need to prepare pre-service teachers with a
global perspective interlocked with reflections on one’s own culture and its place
in one’s daily life, enabling the development of multicultural competencies. Menon
(2018) investigated teaching methodology of Vedantic teachers based on holistic
learning to promote individualized differentiated instruction in students. Ramavtar
(2018) investigated indigenous andWestern content with cultural views at secondary
level.

Table 25.2 summarises the findings in research in teacher education in the Indian
context along with the current activities going on, not necessarily empirical research.

Conclusion

There is a paucity of Indian studies in teacher education, both pre-service and in-
service in the teaching of IKS in schools and colleges and its evaluation. The emphasis
on Indian Knowledge Systems in NEP2020 portends to the introduction of appro-
priate content, methodology, and evaluation in teacher education in the near future.
Balancing the occidental legacy of education with the local cultural values is a chal-
lenge to providing quality education. The pandemic has emphasized the need for a
digital edge in teacher education. This implies both pre-service and in-service educa-
tionwill be through learning frommultiple platforms in the future. There is a need for
upgrading and upskilling not only in digital technology but also in use of techniques
such as cooperation and collaboration in the classrooms. Pedagogy is going through
a transition, and teacher education should ensure that Indian teachers can meet the
global challenges while being still rooted in Indian culture.
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Table 25.2 Summary of relevant studies and steps taken towards attaining quality education

Parameter Researcher Key findings/recommendations Action research/projects
Ongoing

Teacher Education Curriculum

• Chennat
(2014)

• Barbara
Sabitzer
et al.(2019) at
the Linz
School of
Education,
Austria

• Sharma
(2018)

• De (2018)
• Stephen
(2009)-

Moruskar
(2004)
• Nayak (2016)
• Atula (2016)

• Adoption of Finnish Teacher
Education Model

• COOL Lab
Teaching based on local culture
• Introduction of new courses like
Education for Sustainable
Development

• Frequent evaluation of
curriculum needed

• The Connected
Learning Initiative of
TISS clix.tiss.ed

• Eklavya teaching based
on local culture-
Hoshangabad Science
Teaching Programme

• Introduction of 4-year
B.Ed. Integrated
courses-Chinmaya
Vishwavishyapeeth,
Kerala

• NEP2020 will chart out
course to be followed
2021

Upskilling in Teacher Education

Pre-service • Tripathi
(2014)

• Patel (2019)
• Sharma
(2017)

• Uppal (2019)
• Singh (2019)

• Digital competence enhances
student–teacher competencies

• St. Christopher’s
College of Education,
Chennai

• The Schram Teachers’
Academy for Research
and Training START,
Chennai

• Clix.tiss.edu, an
imitative of Tata
Institute of Social
Sciences

In-service • Mishra (2019)
• Ramakrishna
(2017)

• Sahoo (2019)

• Better digital competence
enhances teacher effectiveness

• Orientation and
refresher courses
conducted across the
country for digital
competence due to
COVID-19 pandemic
through MOOC

Inclusion

(continued)
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Table 25.2 (continued)

Parameter Researcher Key findings/recommendations Action research/projects
Ongoing

Julka (2004)
Kaul (2015)
Sokal and
Sharma (2017)
Kumari Usha
(2019)
Pingle and Garg
(2015)
Sreeja(2017)

• Need to incorporate theory and
practical aspects of inclusion in
pre-service education

• Better teaching methodologies
needed

• Attitudinal change using
intervention strategies for
primary school teaches

• Has been introduced in a
few universities as an
elective/optional subject

Sanskrit

• Kamalakar
(2001)

• Macwan
(2014)

• Mehta (2019)

• Lack of trained Sanskrit teachers
to suit the school environment

• Sanskrit is not given enough
importance in the timetable

• Need to develop appropriate
methodology for teaching
Sanskrit

• Introduction of 4-year
integrated B.A. B.Ed.
Sanskrit courses

• IIT Roorkee, IIT
Gandhinagar, IIT
Mumbai have made
great strides in
developing Sanskrit
programmes

• Vyoma Labs from
Bengaluru has many
short-term courses to
teach basic and a https://
www.sanskritfrom
home.in/dvancedSa
kskrit

Sanskrit Bharati is doing a
worldwide campaign of
Sanskrit propagation
• IIT Roorkee hosts
Sanskrit Club at https://
www.iitr.ac.in/sanskritc
lub/subhashitam.html

Happiness

(continued)
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Table 25.2 (continued)

Parameter Researcher Key findings/recommendations Action research/projects
Ongoing
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Government schools

• University of Lucknow
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for Happiness” course
as an optional for M.Ed.
students

• Projects like
Dream-a-dream- https://
dreamadream.org/
which works with
students, trains teachers
and encourages
volunteering

Indian Knowledge Systems

Indian
Knowledge
Systems

• Ramakanti
(2018)

• Menon (2018)
• Ramavtar
(2018)

• Need to prepare pre-service
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• Paucity of research on teaching
methodology
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Chapter 26
Government Primary School Teachers’
Remote Teaching Experience
in Bangladesh: Challenges
and Opportunities

Manjuma Akhtar Mousumi

Abstract This paper describes government primary school teachers experiencewith
regard to transition from face-to-face teaching to remote teaching. In doing so, nine
teachers from eight schools in Bangladesh participated in this study. Semi-structured
interviews were used to collect data. The study found that shifting to remote teaching
had been a daunting task for the teachers as they did not have necessary technical
and pedagogical skills. However, the results also indicate the pandemic pushed the
teachers to explore available learning resources and increased engagement with chil-
dren and parents through bottom-up initiatives. The implication of this study for
preparing teachers for remote teaching is discussed.

Keywords Remote teaching–learning · Teacher readiness · COVID-19 · School
closure · Bangladesh

Introduction

Worldwide there are at the present time more than 1.5 billion children affected by
school shutdown due to the COVID-19 pandemic, and this has caused interrup-
tion of education systems globally (UNESCO, 2020b). In Bangladesh, with the virus
spreading, the government has posed lockdown restrictions which resulted in closing
down all the schools and educational institutions from 17 March 2020 and remains
closed for an uncertain period (at the time of writing, closure of educational institu-
tions extended till 22 May 2021). As a result of school closures, alternative ways of
teaching and learning needed to be considered overnight. An estimated 63 million
primary and secondary teachers were affected by school shutdown. In many coun-
tries, teachers were not prepared to arrange, deliver, and assess distance learning.
They were without digital skills and readiness for employing distance learning peda-
gogies (UNESCO, 2020a). The sudden, unforeseen and “forced” transition from face
to face to remote teaching has prompted a number of challenges and impediments but
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also opportunities (Carrillo & Flores, 2020). Against these background, the present
study reports about the government primary schools’ teachers’ adaptations to online
teaching, their readiness, experience to the new mode of delivery, challenges, and
opportunities associated to it.

Bangladesh has made remarkable accomplishments in terms of access to all levels
of education, gender gap has been eliminated in primary and secondary education,
despite these notable achievements and commitments, progress in quality and equity
has endured (Mousumi & Kusakabe, 2020). Providing quality education is one of
the most pivotal setback for children in primary schools—leading to low-learning
outcomes and eventually, dropouts (UNICEF, 2018). “Under qualified teachers, inad-
equate infrastructure, poor nutrition and food security all affect learning. Many
schools are overcrowded, and over 80 per cent run double shifts. Teacher supervision,
monitoring and accountability lack strength” (UNICEF, 2018, para 3) in the schools.
The widespread impact of COVID-19 now not only has amplified the existing issues
but an added challenge such as remote teaching–learning has emerged.

“A major obstacle to achieving quality with equity in the education system is the
professional and personal capabilities and attributes of teachers” Global Partnership
for Education [GPE] (2020, p. 14). Teachers in the primary and secondary schools
usually adopt traditional teaching–learning method where the teachers control the
classroom and there is little room for innovative practices. Thornton (2006) notes
teachers own experience of school education is as recipient of transmission mode
of teaching which stresses the learning of facts rather than engaging in cognitive
thinking.With these accounts of teachers’ background in Bangladesh, it is not hard to
imagine how teachersmight have stumbledwith the sudden “forced” remote teaching
and the shift in delivery of lessons which requires to use an array of technological
tools and bring changes to the pedagogical practices.

Traditional learning has always been challenged and criticized.However, COVID-
19 has also prompted new examples of educational innovation using digital interven-
tions (Cutri et al., 2020; Darling-Hammond & Hyler, 2020; Leacock & Warrican,
2020; Zhao, 2020). Cutri et al. (2020) findings show the concept of online readiness
has collapsed into “forced readiness”. (Leacock&Warrican, 2020)wrotes “readiness
can be promoted through the sharing of information, listening to the implementer of
the change, providing training, and giving the assurance of support and guidance”
(p. 579). They further note “many of the teachers seem to have bought into the notion
that students are super-competent with technology and they are reluctant to appear
to be less competent than their charges. The crisis has forced teachers to face their
fears and accept, even if not eagerly embrace, the use of technology as a tool for
teaching and learning” (p. 583).

Based on the descriptions above, this study mainly focuses on investigating how
teachers transitioned to remote teaching; their readiness; experience with online
teaching and highlight the challenges they currently face during the COVID-19 crisis
in Bangladesh. Furthermore, this study will also highlight teachers’ own initiatives
taken for creating learning spaces and continue learning support for students during
the ongoing emergency period.
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The School Education System

Differences in socio-economic status, power structure, and political dynamics have
resulted in the development and coexistence of three parallel education streams such
as the general education (uses Bangla as a medium of instruction), the English-
medium schools and madrasa. These schools cater to the lower-middle class, middle
class to affluent class, and the lower-incomehouseholds, respectively (Ahmed, 2016).
The school education system inBangladesh consists of three phases; primary schools,
secondary and higher secondary. Primary education consists of Grades 1–5 for chil-
dren aged 6–10 years. Secondary education consists of Grades 6–12 and covers
children aged 11–17 years. The sub-stages of secondary education are divided as
3 + 2 + 2 format, beginning with junior secondary from grades 6–8, secondary
stage from grades 9–10 and higher secondary stage or colleges that consist of grades
11–12.

The primary education system in Bangladesh is large. Government is the main
provider of primary education in Bangladesh. Government primary schools are state
financed andmanaged by local SchoolManagement Committee (SMC). There are 25
types of primary schools including government schools, registered non-government
primary schools (RNGPS) [these schools were brought under government manage-
ment in 2013], ebtidayeemadrasa,NGOoperated non-formal schools, etc. Secondary
education is not compulsory in Bangladesh. The share of government schools is
scanty at the secondary level. Majority (92.54%) of the secondary schools are
privately managed and 7.46% are government managed (BANBEIS, 2016).

The Ministry of Education (MoE) and Ministry of Primary and Mass Education
(MoPME) are responsible for administration of education system. The Directorate of
PrimaryEducation (DPE) oversees primary education.MoPMEhas the responsibility
of pre-primary to grade five education, while MoE manages education for grades
6–12.

Teacher Training Programme in Bangladesh

In Bangladesh, pre-service teacher education program is unavailable and not manda-
tory. Anyone with a bachelor’s or a master’s degree (until 2018 a female candi-
date with Higher Secondary Certificate [HSC] could apply for the post) can apply
for a teaching post for government primary schools. Teachers receive in-service
trainings—Diploma in Primary Education (DPEd), Subject-based, Sub-Cluster, ICT,
need-based training (MarkingScheme,1 InclusiveEducation), etc. TheDPEd training
is an 18 months long training programme which focuses on both theoretical (12

1 In the primary level, upon completion of grade 5, students appear for the Primary Examination
Completion Education (PECE)which ismore commonly called as Primary School Certificate (PSC)
or Prathomic Samapani Parrikhsha. Teachers who have more than 5 years of teaching experience
are provided with training on assessment for the PSC scripts.
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courses) and teaching practicum (two school placement courses) organized by the
Primary Teachers Training Institutes (PTI). Upazila Resource Centre (URC) facil-
itates trainings such as subject-based, foundation training, etc. The Sub-Cluster
Training is a bimonthly, one day or six days of in-service training a year to all the
teachers and headteachers. A regular meeting with teachers from a cluster of neigh-
bouring schools on a specific theme is considered important for improving school
and student performance. The sub-cluster training is arranged by Upazila Educa-
tion Office (UEO). In addition to these, DPE organizes a 12 days ICT training at
PTIs. The ICT training mainly includes how content can be delivered through using
a PowerPoint, opening of email accounts, how to use Google Drive, uploading and
downloading materials from teachers’ portal. Teachers below 40 years are eligible
for getting an ICT training; however, teachers above 40+ also receive this training.

The Educational Response to COVID-19 in Bangladesh

As opposed to many developed countries, most children in Bangladesh do not have
access to the Internet. As a result, the initial education response focused on deliv-
ering classes on TV, as households have access to television sets mainly (UNICEF,
2020). However, below 40% of students were able to access the educational televi-
sion channel—a key means of distant education delivery in Bangladesh (Fitzpatrick
et al., 2020). Both synchronous and asynchronous modes of instruction have been
adopted for delivering lessons. Synchronous online teaching involves real-time live
classes which were usually conducted through Facebook live. On the other hand,
asynchronous teaching involves storing the class materials, PowerPoint slides, web
links and other resources as per the subject matters to their social media platforms
where the students have access to them.

For continuity of learning, Bangladesh government’s TV-based (Sangshad TV )
learning program for primary education is “Ghore Boshe Shikhi” (Learning at home)
and for secondary education “Amar Ghore Amar School” (My school at my home).
These programmes started broadcasting pre-recorded lessons for both the levels.
Ghore boshe shikhi started broadcasting lessons from 5 April 2020 on various
subjects for 20 min on each lesson every day. However, as only about 56% of house-
holds in Bangladesh have access to a TV, this keeps out almost half of learners.
To bridge this gap and reach the disadvantaged 44% who do not have access to a
TV, UNESCO is helping the government introduce a nationwide radio-based remote
learning programme for primary level. This program was launched in August 2020
(UNESCO, 2020c). In addition to this, the recorded lessons of the TV programmes
are also uploaded on theYouTube channel. A separate portal has also been created for
the Ghore boshe shikhi program. Despite these efforts, a recent study conducted on
5000 students from urban slums and rural areas across Bangladesh by BRAC Insti-
tute of Governance and Development’s (BIGD) shows only 16 per cent of students
watched these educational programmes on Television. Majority of the students did
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not find theTVprogrammes easy to follow.Unsurprisingly, only 1 per cent of students
watched educational programmes on the Internet (BIGD, 2020).

Literature Review

A study conducted in 149 ministries by UNESCO, UNICEF, andWorld Bank shows
an array of distant learning modalities including online, TV/radio, take-home mate-
rials were considered as immediate education response to COIVD-19 (UNESCO,
2020b). “The rapid move to online modes of delivery in order to keep students
engaged in learning – from early childhood through to the tertiary sector – has led
to intensified workloads for staff as they work to not only move teaching content
and materials into the online space, but also become sufficiently adept in navigating
the requisite software” (Allen et al., 2020, p. 233). Cutri et al. (2020) assert three
factors add up to crisis in online teaching: “(1) a need to rapidly, with little to no
preparation, transition instruction online; (2) execute the transition online and subse-
quent online instruction under traumatic conditions of a pandemic; and (3) pursue
extended online teaching with little to no information regarding if this transition to
online teachingwill be temporary or more permanent” (p. 524). The abrupt change of
teaching has steered teachers to use different web tools and platforms that they were
not ready to use nor trained on. So, the teachers did not have the knowledge on the
use technology and were unable to interact with students in a carefully designed way
(Khlaif et al., 2020; König et al., 2020). Moreover, the obscurity resulted in limited
evidence of good practice available to guide the alteration (Howard et al., 2020). In
many instances, teachers do not have good understanding about online pedagogies or
how to underpin learning online because it is not included in many teacher training
programmes (Howard et al., 2020).

Student engagement in an online environment was the greatest weakness of the
teachers as they had limited skills for online classes and insufficient preparation
(Leacock&Warrican, 2020; van der Spoel et al., 2020). Teachers’ digital competence
and influence of self-efficacy of teachers’ technology use in classroom are signif-
icant for facilitating online learning (Ertmer & Ottenbreit-Leftwich, 2010; König
et al., 2020; Starkey, 2020). Khlaif et al. (2020) notes about teachers’ unreadiness
and teachers’ responses with difficult experiences with online teaching–learning,
unplanned lessons, searching for appropriate materials, and supporting themselves
and students. Starkey (2020) asserts “professional digital competence is the ability
of the teacher to work in the context of a digitised school and education system. This
includes mastering a range of teacher competencies such as being able to teach in
a digitally infused context, manage digital learning environments and carry out the
broader professional work of being a teacher” (pp. 15–16).

Burns (2020) asserts “any previously held notion that online learning is ipso
facto more innovative than face-to-face instruction has been dispelled by the reality
of emergency online education.Online education has proved to be highly didactic and
passive and has resulted in an impoverished learning experience for many students”
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(para 9). A study conducted on digital pedagogy adoption as a response to COVID-19
in the USA and UK shows teachers in the USAwere in tension with devices, routines
and rules and in theUK, teachers had limited skills and experience for remote instruc-
tion (Greenhow et al., 2020). van der Spoel et al. (2020) notes in the Netherlands,
most educational institutes were not prepared with digital learning environments, as
a result teachers had to take heavy burden. Research fromHongKong shows teachers
encountered significant challenges in adapting to online teaching and experienced
difficulties inmaintaining communicationwith students and supporting their learning
and development (König et al., 2020). In a study conducted in Afghanistan, Libya
and Palestine show teachers faced two main challenges such as digital infrastructure
and their own technical knowledge and digital competency (Khlaif et al., 2020). In
India, teachers who did not find technology beneficial were unable to embrace it
(Sangeeta & Tandon, 2020). Therefore, “teachers need to increase their capacity for
dealing with change because if they don’t, they are going to continue to be victimized
by the relentless intrusion of external change forces” (Fullan, 2007, p. 138).

Regarding the online classes in Bangladesh, Chowdhury (2020) reports from
UNICEF’s research, online learning is deficit of required academic guidance, assess-
ment, and interactive sessions. Poor Internet connectivity, data expiry, and elec-
trical failure often trouble the online classes. An interim report of Education Watch
2020–2021 finds some students did not find online classes "interesting" and disre-
garded them (Alamgir, 2020). Wal (2020) writes a significant “number of students
in Bangladesh are generally reluctant to attend online classes as this process needs
high-speed internet at a high cost, low speed in remote areas, and in some cases, not
having access to digital devices” (para 3). A study conducted by Farhana et al. (2020)
show secondary school teachers faced a number of challenges while conducting the
online classes, for instance low-speed and high-cost Internet and frequent power
failure, unavailability of gadgets, low digital literacy, classroom management and
home environment (not suitable for online classes and often chaotic). In Bangladesh,
teachers are grappling to cope with remote teaching methods and limited opportuni-
ties for school teachers in using the online methods has become an added challenge
(Ahmed, 2019; Eusuf & Rabi, 2020).

This paper will contribute in understanding remote teaching–learning, digital
infrastructure, and digital divide in the country. This study should help inform poli-
cymakers of the skills, knowledge, and digital competence that are required by the
teachers for virtual classrooms and what can be done in under-resourced learning
environments, especially with regard to prioritizing learning of the most vulnerable
children.
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Methodology

Context and Procedure

The study was conducted in Bangladesh. Data collection began in February and
concluded inMarch 2021. The researcher used a qualitative approach for data collec-
tion and semi-structured interviews were used for data collection. Semi-structured
interview is popularly used in qualitative studies where a schedule is prepared that is
sufficiently open ended which enables the contents to be rearranged, digressions, and
developments made, new direction can be included, and further probing can be taken
on (Cohen et al., 2007). In order to understand government primary school teachers’
experience, readiness and transitioning to online teaching, semi-structured interviews
contributed to understand their experiences and the tool also helped to enrich the data.
Brief notes were taken in interview protocol in the one-on-one interviews.

Because all educational institutions were closed, the data were collected through
digital platforms. Often the participants requested for their convenient digital plat-
forms, and the requests were considered by the researcher. These participants were
recruited via a purposive sampling technique. Snowball method was also employed;
for example, I asked the teachers to provide the names and contact information of
other teachers eligible for inclusion. This sampling method gradually allowed to
recruit participants from different parts of Bangladesh.

The criteria to choose the participants were: the teachers were involved in online
teaching, both synchronous and asynchronous; they were teaching in the primary
sections in government schools; the participantswere either asked by school authority
to take online classes or have taken initiatives to use technology for students’ learning.

Participants

The participants of this study were 09 assistant teachers from 08 government primary
schools in different districts of Bangladesh. Only those who agreed to participate in
the study were interviewed, and the participants were fully aware about the nature of
the research. Interviews were scheduled with the participants, informed them about
the study and its objectives, and obtained consent for participation. Anonymity was
guaranteed for all of them. All the participants are teaching in the primary sections—
2nd–5th grade. All the teachers had master’s degree. Among the teachers, six were
female and three were male. The participants’ teaching experience varied from 5 to
10 years.
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Data Collection

The researcher collected semi-structured interviewswith the participants. Each inter-
view lasted about 40–50min. The interviewswere conductedmainly throughGoogle
Meet; however, at the request of the participants, occasionally data were collected
through mobile phone. Consent forms were sent to the participants through email,
and subsequently, contacts weremade for the interview timing. On receipt of consent,
interviews were conducted. Interview timings were set by the participants. Except
one, all participants agreed to audiotape the interviews. Individual interviewswith the
participants helped to get an in-depth understanding of online teaching and how they
navigated the situation for both online teaching and learning in such an emergency
situation. Multiple one-on-one interviews were conducted with the participants to
get responses that seemed important to the study. As I interviewed teachers, I probed
for further information and received clarification on responses.

The first part of the interview guide included questions on the participants’ demo-
graphic information, such as age, gender, educational qualifications, and years of
teaching. The second part contained questions concerning the platforms used for
conducting online classes, the experience, if any adjustments were made with regard
to content/pedagogy in online teaching, prior experience in using the platforms (used
for online class delivery), (if there is any) frustrations and challenges in using tech-
nology/for online classes, classroom interaction, support received for conducting
online classes and support/resources required for a smooth online class delivery.

Data Analysis

Data analysis included thematic analysis. It is a method for identifying, analysing,
and delineating patterns within data. It minimally arranges and reports data set in
rich detail (Braun & Clarke, 2006). Audio files of semi-structured interviews were
transcribed verbatim. Summary of the data was provided to the participants to verify
statements, add further information, and edit any changes if required. However, the
participants did not alter any data. Based on their confirmation, the researcher gave
a thorough reading to the scripts to get a general sense of the data. Data were sorted
and organized and themes and sub-themes were constructed through analysing the
data. Themes were constructed as deemed appropriate to the research questions.
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Findings

Transition to Online Teaching

On 16March 2020, the government decided that all educational institutions would be
shut down to stem the coronavirus. Subsequently, the government in phases extended
the closure till 22 May 2021 (until the writing of this paper). Schools were instructed
by the Upazila (sub-district) education office to conduct online classes. Not all the
schools started conducting online classes at the same time. Participants informed
that they started online class delivery from the month April to August and for most it
lasted for 3–4 months. Distance learning solutions were mainly pre-recorded classes
which had to be uploaded to the Upazila’s web page and on the respective school’s
Facebook page. All the participants reportedmostly usingmobile phones for keeping
children’s learning going.However, the callsmadeweremainly for encouraging them
to continue with their studies. Some teachers also took the initiatives to conduct
classes through Zoom and uploaded materials on YouTube. One participant stated
the following:

During the initial days of lockdown, it wasn’t possible to get the children to Zoom or Google
Meet. Forget about buying smartphones, having internet facilities, the situation was so bad
(in terms of economic condition) that many of the families did not have the means to afford
food. Then we decided to record classes (can be of any topics) for 15-20 minutes and upload
it to a Facebook page (deleted the name for ethical reason). This page was created by the TO
(Thana officer) sir and we started uploading pre-recorded classes. In this way, children who
do not have access to a smartphone and internet can reach out to people who have access to
devices and internet connection and watch those contents at self-pace.

Findings suggest that all teachers went through similar experiences in terms of
reaching students for online classes. During the lockdown period, schools’ head-
master instructed the teachers to conduct online classes; however, they did not receive
any support such as digital resources or Internet data for taking such initiatives.
Teachers were equally concerned about students’ access to digital learning resources
and the effectiveness of such remote education initiatives that the government had
taken. The following excerpt also points out the digital divide that exists between the
public and private schools. One participant made the following observation:

We contact the children through a mobile phone (most parents usually have feature phones)
and the (phone) conversation is usually very short (the call is with both parents and children).
I wish we could provide children with devices and internet facilities. My mother-in-law is a
teacher at a private school (deleted the name for ethical purposes) and the school is conducting
full-fledged classes and even school assembly through Zoom. Since they have purchased
Zoom for the school, they do not worry about the 40 minutes time duration (free Zoom is
accessible for 40 minutes). So, who are left out? (asks questions and soon responds) ‘Our
children’ (children attending government schools). They don’t have smartphones, internet
facilities. Do you knowmany families do not even have a TV?Howwill theywatch Sangshad
TV (televised program initiated by the government)? We don’t know what to do for the
children who do not have access to such facilities. Most of the teachers and children live in
the same neighbourhood where the school is located so sometimes, we make home visits or
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even the parents visit schools sometimes to see if the schools have any plans to reopen. In
those moments, I ask the children to read a story or a para from a book to check on their
reading skill.

The participants informed that only the teachers with knowledge on Information
and Communication Technology (ICT) were involved in taking online classes. Most
of the teacherswere not confident to take virtual classes as they did not have necessary
skills and expertise to do so. Teachers mainly made phone calls and made occasional
home visits to support learning.

There are seven teachers in my school and not all of them are engaged with online teaching,
especially the female teachers are hesitant and are not comfortable about conducting online
classes. Some teachers are facing problem due to weak internet connectivity so they make
home visits only. We made 5-6 times home visits in every month during corona (when it
started and during country wide shut down). We only visited the homes which are not more
than 10 minutes distance. Actually, there is no such instruction from the ministry (Ministry
of Primary and Mass Education [MoPME]). We were asked to create question papers for
the students and distribute it. We asked some students to distribute these for us. Only a few
students’ parents who are serious about their children’s learning returned the answer scripts.

Teachers tried a number of ways to stay connected to the children and used various
digital tools to ensure their learning. Each teacher was provided with a list with
children’s contact address, and they had to make regular 2–3 phone calls to each
student in a month. Participants made the following observations:

Zoom is very popular in the city whereas Facebook, Facebookmessenger seemed convenient
for the children and us (the school is located in a rural area). Other than keeping in touch
through Facebook messenger, we also made calls to the children and were instructed to ask
whether the children were watching “Sangshad” Tv, if not they needed to be encouraged.
We all had a list with children’s contact address and made regular phone calls. I used to make
2-3 phone calls to each student in a month.

I created a Zoom link and kept the ID and Passcode fixed. I circulated these to students
and a class time was also fixed. These were informed to the students via mobile phone. I
also added them to Facebook messenger group and used this platform for assignments and
feedback. Although I couldn’t reach a large number of students as there are a number of
challenges living in rural areas. However, I tried to keep the learning going for at least a few
students.

We have a messenger group which was used for assignment instructions and submission.
Sometime the students used other digital platforms such as IMO (a free audio/video calling
and instant messaging software service) for submitting assignments.

The above vignettes reflect teachers’ effort in connecting the students for their
learning. Despite multiple challenges, teachers did connect with the issues that the
childrenwere facing, especially thosewith lack of digital devices and internet connec-
tion. Teachers maintained regular contact with students for their learning and worked
on how lessons could be delivered to the students.
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Teachers’ Readiness

Although the teachers took initiatives to navigate digital tools for lesson delivery and
showed concerned regarding children’s education, however, due to unfamiliaritywith
the online modality, they were hesitant for remote teaching. This was the very first
time they were encountering with such experiences. All of the participants suggested
that they require feedback and training for online classes and need to be equipped
with necessary pedagogical approaches. Participants shared their experiences:

I was afraid to conduct online classes as I did not know what to do and how to do. However,
I gained courage and started taking preparation for creating contents. I had to work hard
and pay attention to the content I was creating as not only the students would be watching
but anyone can access the pre-recorded classes. I was quite lost as I had never taken such
initiatives.Mybiggestworrywas to think about the one-sided classes (in pre-recorded classes
there is lack of students’ presence and no teacher-student interaction). I had to pretend that
students are present while I was recording the classes. I was very direction less as I received
no feedback on the contents I created. It was all about acting and the experience isn’t very
encouraging.

When I faced camera (for recording a class) for the very first time, I felt like being in dark
as I did not know the next step. And acting is so tough, there is no students, I could not talk,
first ten classes of mine did not go well, I couldn’t articulate what I wanted to teach. I could
not maintain sequence of the lecture, always forgot the lesson or the topic that I needed to
talk about. I was anxious about what I was saying, whether they are listening (whether the
students would watch the pre-recorded class). Gradually I am learning but I still get anxious
(about online class).

For the non-interactive teaching, teachers expressed stress and anxiety of online
sessions. The situation was difficult for the teachers as they had to take the sessions
within a 20 min period. Unlike the 40 min traditional class where 2–3 learning
outcomeswere required to address, lack of innovative pedagogies gave away towards
transposition of traditional pedagogieswith persisting challenges. Teachers struggled
with the decision to whether cover the breadth or the depth of the curriculum. The
participants stated that what they mostly needed was feedback of the online sessions
that they had (and have been) engaged with. Participants’ observations:

It is difficult to make the students understand a topic through online classes. At least in the
face-to-face classes we could address the problems but we are not being able to do it in
online classes. We have been asked to conduct online classes so we are conducting. Many
things need to be considered before going for an online class. For instance, how much to
cover in 20 minutes, in the face-to-face classes we used to take 2-3 learning outcomes and
had an aim in achieving those but now we only take one learning outcome. There is a need
for training, follow-up, nothing has happened. The order came from authority so we started
taking (the classes).

Actually, technology is very useful. The training (ICT) that we receive is only for name’s
sake. The trainer themselves are not skilled and they do not know on what to train us.
We receive trainings like children (not in an efficient way), we aren’t provided with any
modern equipment. Digital training is not about turning on the camera and taking classes,
how do I take online classes if I don’t know what and how I should be delivering lessons?
Most students don’t join (either some are not able to afford or unable to connect for patchy
internet connection or some are reluctant). I need feedback for my class but I don’t get it.
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“I try to bring innovative ideas to my online classes but I am not sure whether those ideas
are working well. I need training and I wish to know how to conduct an effective online
class. This type of training should be provided to all the teachers. This situation is so new to
us, many of us are not comfortable with the current circumstance (online class). Training is
required, classes should be observed and monitored and we need feedback.

Those who are living in the city are very used to video calls but the school that I teach is
in a rural area and parents did not appreciate taking classes through online platforms. They
considered it to be a wastage of money as to do the online classes they have to purchase
proper devices and internet connection. However, parents who are literate took the initiative
positively. There are 50 students in my class but when I started taking classes through
Facebook, only 10-12 students used to attend. I used to take classes for 10-15 minutes. In
a face-to-face class it took me 2-3 days to make the students memorize a poem but it took
10-15 days to memorize the poem through the online classes.

Through the narrative above, a participant shares a fact that how some parents
considered buying digital tools for online learning a waste. In the Bangladeshi
context, this is true for many parents, given the disadvantaged demographic profile
of the households. Only one teacher shared that online teaching had been a positive
experience for her has the topic could be covered within the designated time and
without any interruptions she was able to explain it in details.

I have a very different sort of experience here. Earlier (in face-to-face class) I could not
complete the lessons in class as I had to manage the class (generally government primary
schools have large class size). However, since now I don’t have to manage the class, I am
able to complete it and explain the topic in details.

Some participants shared concern regarding assessment and how this critical
component requires attention. The participants informed of the difficulties and lack
of knowledge on assessment and how this will have negative impact later. Although
teachers distributed questions on different subject topics to students, but the rate
of return of the scripts have been very low. One participant made the following
comment:

I am worrying mostly about assessment. I don’t know how to assess and what to assess;
the children are missing out so much, how will they get support (for education)? (Many)
parents are also not literate nor they have the economic means to support a home tutor, so
the children are only playing around and doing nothing (not studying).

Teacher Motivation

The emergency not only intensified existing problem but also brought innovations
and pushed the teachers to explore approaches that theywere unfamiliarwith.Despite
insufficient digital resources and training, many of the teachers interviewed showed
enthusiasm for being able to support students’ learning during the crisis. The teachers
adopted digital tools that they were completely unaware of. Participants said:

I did not know how to use Zoom and nor its function like screen sharing. I watched tutorials
from ‘Muktopaath2’, YouTube and learnt to operate Zoom and StreamYard. Moreover, I also

2 An e-learning platform for education, skills and professional development.
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called one of my colleagues to help me with these platforms. He helped to operate these. I
maintained a notebook where I noted all the instructions. These are all new to me. I never
heard about such platforms which were in use for teaching-learning and when I learnt about
these, I got motivated to use them. So far I have taken 51 classes through Zoom and recorded
more than 150 classes (until the interview was conducted).

I am not a popular teacher. To be very honest, if the children do not study, I get really
mad, I scold them. I am working so hard to make them learn something and I want some
kind of feedback from them. However, online classes have made me a popular teacher as I
am using multimedia and the children (those who are able to attend) are enjoying this and
the parents are providing positive feedback for using such medium.

Teachers informed that the ICT training they received in their in-service time
never included sessions on distance learning tools nor focused on online pedagogy.
A number of participants showed dissatisfaction towards the training and how ill-
prepared they are for operating digital tools. Many of the participants stated that the
trainings they received did not focus on basic computer operations and directly went
on to teaching preparing PowerPoints.

We are provided with a 12 days basic training on ICT. For some teachers, it (training)
was easy as they had basic knowledge on computer operation. However, a large number of
teachers cannot even switch on and off the computer. The training mainly covers preparing
PowerPoint presentation. Now the teachers who don’t know about MS Word, neither can
switch on and off (a computer), how can they even learn this (PowerPoint making)?

We (government primary school teachers) receive 12 days ICT training where we are
taught to create contents, make PowerPoint presentation, upload materials in ‘Teachers’
Portal3’, and copy paste. We were never provided training for taking online class or how to
use these platforms. Corona (COIVD-19) has taught us these. We have learnt many things
because of the pandemic.

Although the teachers showed care for students’ learning and tried taking initia-
tives, but gradually, they were getting demotivated. They informed that none of them
received anyfinancial support for conductingonline classes.Although the sub-district
offices encouraged the teachers to go for remote teaching but due to unavailability
of resources and lack of support from schools many teachers were losing interest.
Participants said:

In order to take an online class, a teacher needs to spend a lot of money as s/he needs a
classroom set up at home. We need to prepare teaching-learning materials. After recording
a class, we need to upload it to the page (schools’ Facebook page or YouTube) and for this
we need to be connected with internet which is expensive. Many teachers are demotivated
to take online classes for the expenses such as in order to conduct online classes one need to
have proper digital equipment and thus, they did not conduct any classes. Moreover, online
classes are not mandatory therefore, the teachers did not show any interest.

I requested some teachers to provide me with students as I really wanted to take classes.
These teachers did not inspire me and started humiliating me. I consoled myself and decided
to not pay any heed to negative comments. I started thinking positively and made some
students join my (online) class using Zoom from the second week of August. I made requests
to teachers from my Upazila and asked them to provide me 2-3 students from each of their
school. In this way I started taking classes through Zoom. Students were experiencing issues

3 It is a platform for teachers where they can find necessary digital contents for lessons.
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with internet connection. Then I thought of taking classes through alternative ways. I started
creating contents in Stream Yard (a live streaming studio in browser) and used it for screen
sharing. So far this is how I am trying so that the students are benefitted and this is my duty
as a teacher.

Findings suggest due to inadequate digital resources, teachers were unable to
continue online instruction and support in children’s learning. The teachers at these
schools were struggling with not only online pedagogy but appropriate digital tools.
Such enforcements of online class lead its way to interrupted learning and to some
extent demotivated the teachers for not having seamless access to digital resources
and Internet connection. In some instances, teachers also faced criticisms from their
fellow teachers; however, only one participant reported of such an incident. A teacher
made the following observation:

Upazila office told us that the quality of the video in terms of lighting, sound and back-
ground is not good. We (the teachers) told “Sir, how can we improve the background? We
recorded/took the online class in front of thewhite board. How arewe going to fix the lighting
issue?” Sir again asked us to use a better-quality camera, how can the authority ask us to do
this without providing any support? Are we going to rent a shooting camera (camera used
for filmmaking) for recording the classes? We could have recorded the class at our homes
but the materials required for primary school children are not available at home. Schools
have adequate materials moreover, there is no whiteboard at home.

The above vignettes help us to understand how teacher-led initiatives can have
a positive impact on education system, but it also questions long-held assumption
regarding teachers’ lack of motivation for teaching. The findings suggest the partic-
ipants during the crisis took attempts in continuing children’s learning despite inad-
equacies of resources and non-cooperation from the schools. It is also to be noted
many teachers were permitted to record classes in school premises during the lock
down.

Impact of COVID-19 on Education

Given the ongoing shutdown of schools, teachers reported of an increased number of
students being transferred to Madrasa (Islamic schools). Due to the fear of learning
loss, some parents havewithdrawn their children from the government schools. Three
participants informed about the case of children being admitted to Madrasas. They
observed that mostly the parents from the lower quintile income group sent their
children to the Madrasas. The vignettes below show that teachers regularly need to
visit the schools for administrative works. They reported that since the family homes
are located close to the schools, children also visit schools to play in the playground
and the parents also pay a visit for school reopening queries.

Some parents have admitted their children to Madrasas. I could not stop the parents from
doing so. I have requested the parents to not admit their children to madrasas but they say
they will reenroll them to the school (the government school that the children attended) once
it reopens. We are trying to make regular communications, 2-3 times in a month with each
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child through phone so that they don’t forget the school (and perhaps learning). We go to
school regularly and since the children live nearby so they too come to play in the school (in
many government primary schools, there is no restrictions in entering the school premises).
Even the parents come to school to ask us when will classes resume.

Participants also reported of declining school enrolment. This is likely to revert
what Bangladesh has achieved—access and gender equality. Many teachers shared
their concern for a push towards madrasa, and the skills required may get inhibited
for such schooling.

130 students have dropped out from my school. In most of the cases, parents have enrolled
them in a residential madrasa. Parents don’t understand that we can only reopen (the school)
if the government permits. We are discouraging them from admitting their children to the
madrasas but mostly the low-income parents are sending their children there. This time a
very few students have enrolled in our school.

School closures have disrupted learning and also has slowed the progress that
Bangladesh was likely developing. A survey conducted by Campaign for Popular
Education (CAMPE) set forth pressing concerns about the risk of reversal of the
development made in current years in education and hinder the efforts on the quality,
equity, and inclusion intents. The findings threw light on deficits in the education
system which have been intensified now by the pandemic (Ahmed, 2020). The
existing issues in the education system have escalated and are affecting learning,
especially of those of the vulnerable communities.

Discussion and a Closing Thought

The paper discusses teachers’ remote teaching–learning experiences and how the
teachers reconfigured with limited resources to keep children’s learning going.
Despite the teachers experiencing setbacks with regard to digital resources and
Internet access, they have attempted to offer online classes although the experience
was not seamless. Results indicate children experienced with setbacks in learning
as most had technological challenges such as inadequacies in digital resources and
Internet connection. The findings also suggest that it is not just the students who
do not have digital tools and Internet access, but the teachers faced with similar
constraints. The fragile situation also exposed the inefficient ICT training that they
are provided with and the type of capacity required for virtual learning environ-
ments. The results put spotlight on teachers’ digital competence and necessary skills
required for remote instructions.

In recent years, tools and platforms used for online education to a degree have high
level of acceptance. However, schools are slow in embracing technology (Howard
et al., 2020) and the use of it in the schools of global south is significantly low.A study
by Global Partnership for Education (GPE) found no proof that “online learning,
screen or mobile phone-based technologies played a positive role in supporting
at home learning during Ebola” (Hallgarten, 2020, para 10); however, to ensure
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continuity of learning, the pandemic forced every country to adopt such modality
for remote learning. Findings suggest, because of a lack of funding, digital infras-
tructures, and preparedness, many teachers stumbled with online teaching and the
responses also reflect students’ experiences with online learning and how their
socio-economic profile did not encourage and support distance learning.

Results indicate a supportive environment for online teaching–learning could not
be created due to low resourced schools and because of the disadvantaged profile of
the community. Teachers frequently reported access and equity issues with regard to
remote teaching. Not surprisingly, it is not just the students who faced with limited
digital resources but the teachers faced with limited access to technology as well.
The transition was challenging because the teachers and students did not have strong
technological infrastructures and a supportive condition for such an overnight change
to education was not in place.

With regard to remote/online teaching, participants did not have instructional
know-how. They had low confidence in remote teaching as the training they received
never oriented themwith using technological tools or online pedagogy. Furthermore,
the vignettes reflect how the trainers themselves are unequipped in providing ICT
training to the teachers. Many of the participants shared concerns and questioned
trainers’ ICT skills. The participants assert that the trainers themselves are inade-
quately prepared to upskill teachers’ digital competence. Although the participants
did not appear prepared for remote teaching, they adapted to it and took many initia-
tives to ensure continuity of learning. The findings resonated to those of what Cutri
et al. (2020) find in their study “forced readiness actually brought about optimistic
sentiments from the participants regarding their rapid transition to online teaching.
Participants’ willingness to revise their teaching for online delivery and their sense
of hope that their efforts would result in good online teaching are examples of such
optimistic sentiments” (p. 537). In spite of the fact that online teaching had low level
of teacher–student interaction but the pandemic increased teachers’ interaction with
parents and personal care. The teachers kept regular contact with the children and
parents through phone calls, and this reflected their act of affirmation.

With regard to what the authorities can do to support learning, one participant
suggested:

Bangladesh needs to increase facilities for taking online classes. Children should have
access to internet connectivity. Internet is very expensive here (in Bangladesh). The govern-
ment should take some initiatives to reach the hard-to-reach areas. Schools should not be
completely closed instead rotation system can be introduced so that at least the children are
able to come to the school even for a day in a week. Earlier there used to be complaints about
no studies taking place in the schools and now everyone is complaining that the children are
not studying because the schools are not opened. Even if the classes are conducted through
online, for assessment purpose children should visit the schools on a rotation basis.

In order to remediate learning loss and now more than ever, teachers need to
be? equipped with necessary skills for engaging with students for their learning
and care. The narratives display numerous challenges with technology, online peda-
gogy, and assessment. Attention is required not just on teachers and students who
are directly involved in teaching–learning, but arrangement needs to be made for
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teacher trainers also. Trainers should also be trained to go beyond focusing on basic
computer operations and PowerPoint preparations. Training needs to be reconceptu-
alized (Leacock & Warrican, 2020) and redesigned to facilitate learning in times of
crisis and beyond. The pandemic has exposed challenges such as access to devices
and Internet connectivity; the curriculumnot favourably inclined for remote learning;
inadequate teaching–learning resources and low-quality digital tools; lack of coop-
eration among the teachers (in a few cases only); and lack of monitoring, supervision
and feedbackmechanisms for the online classes. The participants also informedmost
of the online classes were discontinued due to a frail digital infrastructure, techno-
logical snags, financial burden (teachers did not receive any financial support for
conducting online classes) and a weak leadership of school authorities.

Fullan (2007) asserts “society has failed its teachers in two senses: It gives teachers
failing grades for not producing better results; at the same time, it does not help
improve the conditions that would make success possible” (pp. 267–268). This study
highlights the conditions that can be created for the teacher to prepare and remediate
learning loss of students. In order to have an inclusive education during crisis, there is
a need for technology. However, the ecosystem of Bangladesh’s education is yet not
prepared to offer efficient digital solutions during any emergency crisis, especially
to the disadvantaged groups. Thus, professional development training of teachers
should focus on a multimodal approach. For instance, training should be consid-
erate of the under-resourced learning environments and thus prepare teachers for
creating alternative learning options, for example paper-based take home learning
packages (see OECD, 2021; UNESCO, 2020b) instead of relying on technology
only. Since most of the family homes have access to feature phones, training should
include lessons on “tele-communication model” (See Ahmad et al., 2020) to preempt
learning loss. Trainingon tele-communicationmodality should focus onhow teachers
can facilitate students to have personalized study plans and of course help increase
emotional engagement with students and parents. Live broadcasts are already in
place; therefore, “broadcast pedagogy” is another important area the trainings should
focus on.

Darling-Hammond and Hyler (2020) stresses that in order for students to
learn better policymakers should take into account “new knowledge about social,
emotional, and cognitive development; culturally responsive pedagogies; and
trauma-informed practices” (p. 458). Since the traditional model of schooling is
changing, teachers will need to be prepared in the abovementioned areas and key
priority areas should also be on both students’ and teachers’ well-being and respon-
sive use of online learning tools. Professional development trainings should include
topics on mental health and pay heed and create awareness for safe use of digital
devices.

In a recent report (OECD, 2021) asserts:

To mobilise support for innovation, resilience and change, particularly in the uncertainty
created by the pandemic, education systems need to becomebetter at communicating the need
and building support for change. Investing in capacity development and change-management
skills will be critical; and it is vital that teachers become active agents for change, not just
in implementing technological and social innovations, but in designing them too. (pp. 5–6)
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It is also critical that teachers and teacher trainers are provided with curated
education resources that can help accelerate learning and so they can keep abreast
of the rapidly evolving challenges and the educational and social responses that are
needed (Reimers & Schleicher, 2020). Since crisis like COVID seems recurrent, for
continuity of education, trainings should create opportunities for collaboration and
learning and pay attention to teachers’ resilience, agency, and adaptability. Regular
trainings should be arranged to facilitate their work not just in times of uncertainty
but beyond. Teaching–learning needs to be re-envisioned and redesigned, and more
than ever, it has become imperative to find creative ways to facilitate learning.

A cohesive plan is required to buffer against crisis like COVID. Increased drop-
out and withdrawal from government primary schools and transfer to Madrasas and
disengagement are also major concerns. Future in-depth qualitative study is required
to understand the reasons for such transfers. Innovation in terms of remote teaching
is required, and measures should be taken to increase involvement with children and
parents for experiencing a supportive learning environment. Government needs to
assess the effectiveness of various remote learning modes and identify what works
best in low-resourced settings. The crisis has provided with opportunity to ideate
and build pathways to enhance teaching–learning. The pandemic has highlighted
that teachers are essential to students’ learning and play a pivotal role thus to ensure
quality education, conditions need to be created to strengthen their skills. Equally
important are the teacher trainers who require training to bolster teachers’ skills
otherwise teachers will be relegated to insignificant roles. Although the study has
included a small sample, but the in-depth discussion sheds light on the remote learning
constraints. Results from this research can be used to informpolicymakers and educa-
tors of the skills and expertise required for transitioning to remote teaching–learning
during any sudden exigency.
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Chapter 27
Multiculturalism in Current and Future
Mathematics Teacher Education in South
Korea

Ji-Yeong I, Ji-Won Son, and Hyewon Chang

Abstract The recent increase of culturally and linguistically diverse student popu-
lation in South Korea requires a fundamental change in the teacher education and
curriculum. This chapter first describes why multiculturalism education became
important and necessary in teacher education in SouthKorea thatwas once knownas a
monolithic society, and how the teacher education research has evolved with respect
to multiculturalism education. We then synthesize research studies conducted to
promote pre-service and in-service teachers’ knowledge and skills related to teaching
multicultural students and emergent bilingual students. We explore and analyse rele-
vant research studies in teacher education that suggested theoreticalmodels formulti-
cultural education for pre-service or in-service teachers and that investigated teacher
beliefs on culturally and linguistically diverse students. In doing so, we first synthe-
size research studies on general teacher education and then further explore research
studies onmathematics teacher education with the lenses of liberal and critical multi-
cultural education. Lastly, we suggest future directions of multicultural education
within Korean teacher education.

Keywords Multiculturalism ·Mathematics teachers · Bilingual students ·
Monolithic society · South Korea

Introduction

South Korea has been known to achieve excellence in teacher quality and consider-
able equity in students’ learning opportunities through international assessments and
research studies (e.g. Akiba et al., 2007). However, the recent increase of culturally
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and linguistically diverse students in South Korea requires a fundamental change in
teacher education and school curriculum. In South Korea, multicultural students
are inclusively defined as the students enrolled in public schools who are from
families of foreign workers, international marriage, Korean diaspora, and North
Korean defectors (Song et al., 2011). In 2015, the population ofmulticultural students
exceeded 1% of all students in Korean history (Kim et al., 2015). Moreover, the gap
of academic performance between racial and ethnic majority and minority students
in South Korea has received attention recently (Park & Cho, 2020). Despite the small
number of multicultural students before 2015, the international assessment revealed
the academic challenge the non-nativeKorean-speaking students encounter inKorean
schools; TIMSS 2003 reported that 99% of students always use Korean at home, 1%
use it sometimes, but TIMSS 2007 result showed 95% and 5%, respectively. The
student group who always used Korean scored 600 on average in the mathematics
assessment while the other group scored 549 (Mullis et al., 2008).

Although the number of students with multicultural backgrounds is rapidly
increasing in South Korea and struggling in academic learning, the teachers are
not adequately prepared to teach culturally and linguistically diverse students (Kim
et al., 2011; Lee et al., 2018;OECD, 2019). For example, TALIS 2018 results (OECD,
2019) found the number of teachers who teach or have taught students from diverse
cultural, racial, linguistic, or national backgrounds is less than 25% of all teachers.
Similarly, in the comparison study between South Korea and the US teacher prepara-
tion programs for secondary teachers, Kim et al. (2011) found only one South Korean
program stated equity in their aims, which reflects extreme homogeneity of the
Korean society and indifference to multicultural education in South Korea. Accord-
ingly, the Korean government bodies promptly responded to the recent changes and
have provided various policies and guidelines to support teachers of culturally and
linguistically diverse students. For example, the newly released standards empha-
size multicultural education in all subject areas and include a guideline of Korean
language programs (Ministry of Education, 2015).

With the increasing number of multicultural students, multicultural education is
becoming important and necessary in teacher education in South Korea that was
once known as a monolithic country. Although there have been many efforts to
develop multicultural teacher education in both in-service teacher (IST) and pre-
service teacher (PST) training in Korea, multicultural education courses are not
required in teacher preparation programs (I et al., 2019). In fact,mostKorean teachers
receive little multicultural training during their teacher preparation programs (Hong,
2010; Mo, 2009), and even when they do, it is more focusing on immigrant students’
assimilation and adjustment into Korean culture rather than increasing their aware-
ness of racial and cultural inequality (Kang, 2010). This chapter is about the current
research of multicultural education within teacher education in South Korea, espe-
cially in mathematics education. We aim to deeply look at how the teacher education
programs have equipped teacher candidates to effectively teach mathematics for
multilingual/multicultural students.
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Scope and Context

We reviewed research articles on multiculturalism in Korean teacher education and
multicultural education for both ISTs and PSTs at elementary, middle, and high
school levels. We do not include articles in early childhood because preschool and
kindergarten are not mandatory education in South Korea. We include research in
general education but have a specific focus onmathematics teacher education because
our goal is to examine how mathematics teacher education programs counter the
pervasive and historically long-standing misbelief that mathematics is culture-free
and language-free and to prepare culturally and linguistically responsivemathematics
teachers in all levels.

We included only the research journal articles published after 2006 in our review.
Our rationale behind this decision is the historical fact that the Korean govern-
ment proclaimed multiculturalism as the major political and education agenda and
released the first Multicultural Family Children Education Support Measures in
2006. According to the dissertation review of Jun (2011), 93.2% of all disserta-
tions published between 1994 and February 2010 came out after 2006, impacted by
the governmental move. Since then, teacher education institutions have incorporated
multicultural programs into teacher education for both PSTs and ISTs (Mo & Lim,
2013).

Although we do not include books, book chapters, theses, or dissertations, we
considered journal articles that reviewed dissertations.We intended to include journal
articles written in both Korean and English. For Korean written articles, we used
Research Information Sharing Service (riss.or.kr) search engine by Korea Education
and Research Information Service with several keywords. The combination of “mul-
ticultural” and “teacher education” showed 424 cases but the combination of “mul-
ticultural”, “teacher education”, and “mathematics” gave only 10 articles (see Table
27.1; searched on 13 June 2021). The results in Table 27.1 shows the research studies
about multicultural education for mathematics teachers are significantly infrequent
in South Korea. We used the Korean keywords when searching the articles.

To search English written articles, we used Google Scholar to search with several
keywords: Korean teacher, multicultural education, and mathematics education. The
initial search gave approximately 18,000 results, but we found only four relevant arti-
cles in the first 10 pages, which are not overlapped with our Korean article search.
Two of the four articles we found are written by the same authors and about the inter-
national field experience to enhance social studies PSTs’ awareness of multicultural
education. Another article is a comparison study on teacher beliefs between South
Korea and the USA. Only one article (I & Chang, 2014) was specifically related to
mathematics teachers.
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Table 27.1 Keywords phrase and search results on riss.co.kr (on 13 June 13)

Keyword Search term Search term in Korean Results

teacher education “Teacher” “교사” 20,839

“Teacher education” “교사교육” 7672

math teacher education “Teacher” AND
“mathematics”

“교사” AND “수학” 667

“Teacher education” AND
“mathematics”

“교사교육” AND “수학” 288

multicultural teacher
education

“Teacher” AND
“multicultural”

“교사” AND “다문화” 602

“Teacher education” AND
“multicultural”

“교사교육” AND “다문화” 424

multicultural education for
math teacher

“Teacher” AND
“multicultural” AND
“mathematics”

“교사” AND “다문화”
AND “수학”

10

“Teacher education” AND
“multicultural” AND
“mathematics”

“교사교육” AND “다문화”
AND “수학”

10

Theoretical Backgrounds

Well-designed multicultural education courses help increase teachers’ awareness
of diversity and the quality of their culturally responsive instruction (Banks &
Banks, 2010). To better prepare teachers for teaching in diverse classrooms, prior
research has found multicultural education courses for teachers are a useful and
viable approach (Choi & Lee, 2020; Irvine, 2003; Mollie, 2013). Those multi-
cultural programs in teacher education generally focus on teachers’ self-efficacy,
defined as “beliefs in one’s capabilities to organize and execute the courses of action
required to produce given attainments” (Bandura, 1997, p. 3), because teachers with
high self-efficacy in multicultural classrooms are able to support students in critical
consciousness on sociopolitical issues and to question the existing social inequality
and injustice by connecting their home and school culture (Banks, 2001; Gay, 2002;
Ladson-Billings, 1995).

Parkhouse et al. (2019) also argued that professional development in multicultural
education serves to “contribute to teachers’ self-efficacy and success in working with
culturally diverse students” (p. 416),when incorporating culturally relevant pedagogy
(CRP, Ladson-Billings, 1995), culturally responsive teaching (CRT, Gay, 2002), and
culturally sustaining pedagogy (CSP; Paris, 2012) into their multicultural programs
for teachers (Choi & Lee, 2020). Grounded in Bandura’s (1997) social cognitive
theory, Siwatu (2007) also argued that teachers should be equipped with culturally
responsive/relevant self-efficacy, which indicates teachers’ beliefs in their ability to
adopt CRP and CRT in their teaching (p. 1087).
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Choi and Lee (2020) emphasized the benefits of professional development in
multicultural education: (1) helping teachers abandon deficit thinking and challenge
social injustice and inequality (Brown & Crippen, 2016; Schniedewind, 2001), (2)
increasing teacher awareness of the forms of discrimination based on social group
membership and encouraging students to discuss issues of discrimination and stereo-
typing (Schniedewind, 2001), and (3) helping teachers adapt their teaching to the
cultural diversity of students (Bishop et al., 2009; Brown & Crippen, 2016; Lee
et al., 2007).

Kim and Choi (2020) describe that multicultural education for teachers generally
has two approaches, liberal multicultural education and critical approach. Liberal
multicultural education focuses on maintaining cultural differences and identities
so advocates a society where members of racially and ethnically marginalized
groups can maintain their distinctive cultural identities (Howard, 2006; May &
Sleeter, 2010). Generally, liberal multicultural education approach aims to get “along
better, primarily via a greater recognition of, and respect for, ethnic, cultural, and/or
linguistic differences” (May & Sleeter, 2010, p. 4). Aligned with this approach,
when teachers first learn about multicultural education, they primarily conceptu-
alize it as the contents related to racial, ethnic, and cultural groups. However, Banks
andBanks (2010) warned that conceptualizingmulticultural education exclusively as
content related to only culturallymarginalized groups is problematic because content
teachers, especially secondary mathematics and science teachers, may not be able to
relate their disciplines to cultural issues in the exclusive view. Moreover, this view
has a critical limit that overlooks sociopolitical influences that apply to all lives in
the society.

In response to this limit of liberal multicultural education, multicultural scholars
and educators have sought a critical approach. When applying a critical multicul-
turalism perspective, the approach of simply tolerating cultural pluralism in liberal
multicultural education has led to de-racialized and colour-blind discourse, which
may silence voices raising issues of racial inequality and systemic injustice (Howard,
2006; May & Sleeter, 2010). Conceptualized with critical race theory (Delgado &
Stefansic, 2017;Ladson-Billings&Tate, 1995), criticalmulticultural educationprior-
itizes awareness and deconstruction of sociopolitical power relationships and the role
of institutionalized inequities. Kim and Choi (2020) contend that educational and
structural inequities and the critical consciousness of the larger sociopolitical context
was not sufficiently addressed in multicultural teacher education courses while they
are generally designed to prepare teacherswith cultural sensitivity, cultural pluralism,
and tolerance (p. 3).

Based on these theoretical backgrounds, we synthesize research studies conducted
to promote PSTs and ISTs’ knowledge and skills related to teaching multicultural
students and emergent bilingual students. We first synthesize research studies on
general teacher education and then further explore research studies on mathematics
teacher education. Within each category, we analyse relevant research studies in
teacher education that suggested theoretical models for multicultural education for
teachers followed by research studies on teacher beliefs on teaching multicultural
students and research studies on classroom implementations.
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Multicultural Education in General Teacher Education

The articles found from our search are categorized into three thematic groups: theo-
retical model, teacher beliefs, and teaching practices. A majority of research studies
were categorized into teacher beliefs, followed by theoretical model and teaching
practices. In this section, we describe and synthesize the trends of research studies
on these three categories related to multicultural education within general subjects
in both professional development and teacher preparation programs.

Theoretical Models of Multicultural Teacher Education

The five research articles about theoretical models of multicultural education in
general teacher education are categorized into two groups: (1) review studies that
classify the types of multicultural teacher education through meta-analysis (Kim,
2014;Na, 2011;Um&Won, 2012) and (2) studies about composition and application
of multicultural teacher curricula (Chang, 2008; Jang, 2009).

Regarding the former, Na (2011) applied meta-analysis to review 10 papers
focusing on the curriculum formulticultural teacher education from 2007 to 2010. He
did not find any articles that conceptualize multicultural education from the perspec-
tive of conservative multiculturalism, which are not recommended by multicultural
education scholars because it emphasizes cultural assimilation. There was only one
paper that was based on critical multiculturalism. The conceptualization of the other
papers was placed between the two. Similarly, Um andWon (2012) conducted meta-
analysis by reviewing 62 studies from 2003 to 2012 and grouped them into four
categories: basic research to present the direction of multicultural teacher educa-
tion, the multicultural teacher education model, the status of multicultural teacher
education, and the verification of the effectiveness ofmulticultural teacher education.
Among the 62 studies, only 12were related tomulticultural teacher educationmodels.
Based on the analysis results, Um andWon suggestedmore qualitative research in the
field of multicultural teacher education. In the same vein, Kim (2014) conducted the
content analysis of 212 articles from 2003 to 2013 and reported that although there
were a sufficient body of studies (n = 34) related to teacher education curriculum
and training in general multicultural education, these studies were mainly adopted
literature reviews as the research method than qualitative or empirical approaches.

The other line of theoretical models of multicultural teacher education research
studies is centred on composition and application of multicultural teacher curricula.
In the studies of multicultural teacher curricula, several scholars suggest a curricular
model ofmulticultural education for teachers (e.g. what contents and pedagogy needs
to be included in multicultural teacher education programs) (e.g. Chang, 2008; Jang,
2009). Jang (2009), for example, discussed the importanceof developing a curriculum
suitable for teachers in the Korean context by including both basic and advanced
courses in teacher education programs. The basic course aims to increase teacher
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awareness of multiculturalism, and the advanced course focuses on instructional
differentiation for diverse students. Both sets of courses include content knowledge,
education pedagogy, and field experience. The content domain is for understanding
the reality of multicultural people in South Korea, such as the life and culture of
immigrants. The pedagogy domain consists of a course of understanding multicul-
tural education, a course of composition and practice of multicultural education, a
course of multicultural teaching and learning methods, and a course of assessment
of multicultural education. Finally, the field experience domain consists of a variety
of training courses to cultivate the ability to do so. Similar to Jang (2009), Chang
(2008) explored a curricular model of multicultural teacher education that is suitable
for the Korean situation. The suggested six-stage model of teacher curriculum for
multicultural education consists of knowledge acquisition of race, ethnic, culture,
and gender; awareness of global situation and dynamics; identifying self-identity
and ethnic-identity; forming attitude of combating prejudice and discrimination;
cultivating multicultural competences for curriculum reform; and building social
action skills for social justice. While Jang (2009)’s suggestion is mainly made in
the liberal multicultural education approach, Chang (2008) includes several aspects
of critical approach such as identifying identities, opposing discriminations, and
action for social justice. Although two approaches of multicultural education for
teachers—liberal multicultural education and critical approach—have been empha-
sized in the literature as theoretical models of multicultural teacher education, it is
not clear whether educational and structural inequities and the critical consciousness
of the larger sociopolitical context was sufficiently addressed inmulticultural teacher
education courses to prepare teachers with cultural sensitivity, cultural pluralism, and
tolerance (I et al., 2019).

Teacher Beliefs in Multicultural Education

A large body of literature in multicultural teacher education in South Korea focused
on teacher perspectives about multicultural students and multicultural education or
how their perspective shifts through multicultural teacher education. The review of
Kim (2014) found that most of these studies used quantitative approaches to measure
teachers’ awareness, knowledge, or perspectives towards multicultural students or to
examine the changes in their views by taking a course or PD of multicultural educa-
tion. For example, Ahn (2010) examined PSTs’ attitudes and perspectives about
multicultural education through a large-scale quantitative survey. The survey results
indicate that PSTs have a generally positive perception towards multicultural educa-
tion, but their expectation about the adequacy of the curriculum in teacher preparation
was relatively low.

We found thatmultiple studies in this category investigated teachers’multicultural
efficacy, which evolved from self-efficacy and defined within multicultural educa-
tion. Hence, a teacher’s multicultural efficacy means a teacher’s self-efficacy about
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teaching multicultural students. Choi and Mo (2007) found that teachers’ multicul-
tural efficacy was low, especially related to developing and implementing culturally
relevant lessons. Moreover, Mo and Hwang (2007)’s study revealed that most social
studies and language art teachers had low expectations of students with multicultural
backgrounds.Other studies found thatmulticultural efficacy is related to teachers’ age
(Mo & Hwang, 2007), gender, and multicultural teacher education experience (Park
et al., 2008). As for teacher preparation programs, Jang (2010) measured secondary
PSTs’ multicultural efficacy, using the revised Multicultural Efficacy Scale devel-
oped by Guyton and Wesche (2005). More specifically, he included sub-scale of
efficacy including general efficacy, efficacy in instructional competence, efficacy
in caring perspectives, and efficacy in helping minority families and children. The
results show that the PSTs’ efficacy in instructional competence was lower than in
other areas while their efficacy is high in general. These studies are grounded in the
belief of previous research (e.g. Siwatu, 2007) that teachers’ culturally responsive or
relevant self-efficacy is an important indicator for their ability to implement teaching
practices in multicultural classrooms.

The other group of the multicultural teacher education studies measured teachers’
improvement or change in awareness or perspectives of multicultural students and
education through multicultural courses or PD while measuring the effectiveness
of the programs/courses. Most research studies in this category used quantitative
surveys, but some studies included interviews, open-ended surveys, written reflec-
tion, or observation. For instance, using the Teaching and Learning International
Survey 2018, Choi and Lee (2020, p. 3) examined whether the teachers’ experience
in professional development in multicultural education improves their self-efficacy
in multicultural classrooms, as well as whether teacher self-efficacy in multicultural
classrooms mediates the relationship between professional development in multicul-
tural education and teachers’ perceptions of school climate in secondary schools in
theUSA and SouthKorea. They found that professional development inmulticultural
education is significantly positively related to teacher self-efficacy in multicultural
classrooms, and teacher self-efficacy in multicultural classrooms positively medi-
ated the relationship between professional development in multicultural education
and the perception of school climate in both Korea and the USA.

Similar to Choi and Lee (2020), most research shows that the PDs and courses
of multicultural education have a positive impact on teachers’ attitudes, multicul-
tural efficacy, or multicultural competencies while several limitations and challenges
remain. Mo (2009) examined the effects of a short-term teacher training program
about multicultural education and the teachers’ multicultural efficacy and attitudes
towards diversity after completing the program. The survey results of 115 elementary
teachers and interviewswith three teacherswhoparticipated in the one-week program
show that the program was effective to increase positivity in both the teachers’
multicultural efficacy and their attitudes with respect to racial diversity. Park and
Sung (2011)’s study has a more critical and specific view. Their study included
only the teachers in multicultural education schools that have a high population of
multicultural students and provide specially designed multicultural programs for the
students and teachers. Based on a Likert-scale survey, they found that the teachers
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with multicultural education experiences had more positive attitudes towards multi-
cultural education, higher multicultural efficacy, and higher self-confidence than
teachers who had not experienced multicultural education. However, the teachers in
this study were relatively negative on the implementation of multicultural education
and generally possessed assimilation views. They did not think a goal ofmulticultural
education is to foster critical thinking capacity to solve social inequalities and believe
that multicultural students’ cultural contexts—such as food, clothes, or family life—
or social discrimination and injustice are not appropriate as multicultural education
contents.

A large body of research studies also investigated the effectiveness of multicul-
tural education or programs for PSTs in various formats including multiculturalism
courses (Koo, 2010), international field experience in a diverse country (Kim&Choi,
2020), and multicultural films and books (Kim et al., 2015). Koo (2010) developed
a multicultural education course in a 4-year university teacher education program
and found the PSTs shifted their assimilated view and attitude towards more positive
ones while their views on multicultural families were relatively negative. In contrast,
Kim et al. (2015)’s study illustrated how the PSTs who read/watched and discussed
books/films about multicultural families showed positive shifts in their perspectives
towards immigrant families and students. Through their qualitative studies, Kim
and Choi (2020) and Park and Kim (2012) investigated PSTs’ change in their atti-
tudes and perspectives towards multicultural students and education. Similar to the
results of the quantitative research mentioned above, Park and Kim (2012) found the
PSTs increased their multicultural competence after taking a multicultural educa-
tion course. The study of Kim and Choi (2020, p. 5), guided by critical multicul-
tural teacher education framework, examined how social studies PSTs changed their
perspectives on multiculturalism through the international practicum, consisting of
(1) teaching practicum, (2) lectures and seminars, and (3) socio-cultural activities
throughout 10 days. Although there was more grasping the reality of multicultur-
alism, the participants showed a more liberal multicultural approach to multicultur-
alism in the USA and reproducing American cultural superiority and unchallenged
racial privilege and institutional racism in South Korea.

Our findings about multicultural teacher education were aligned with Lee et al.
(2018) where they stated the multicultural education courses are not sufficient or
adequate to address the deficit views and assimilationist approach to multicultural
students.

Class Implementation of Multicultural Education

There is only one research article (Cho et al., 2010) that investigated general teaching
practices in multicultural classrooms (Although there are several government docu-
ments on multicultural education, we did not include them in synthesizing classroom
implementation of multicultural education). Cho et al., (2010, p. 155) investigated
teaching practices of multicultural education in elementary and secondary schools



560 J.-Y. I et al.

with respect to goals, content, target populations, and structure and organization. Cho
et al. carried out qualitative comparative case study mainly using content analysis
methods on the school multicultural education programs and in-depth interviews
on teachers. They found that the multicultural education programs for schools were
“cultural education” and “language education”. While in the majority cases multi-
cultural education programs were provided for students, especially students of multi-
cultural families, many schools ran multicultural education programs in the irregular
curriculum as like after school programs. Cho et al. reported that many teachers
perceived the goal and characteristics of multicultural education as the education of
foreign culture or education for adaptation to Korean society and transformed bilin-
gual education into foreign language education. Multicultural teachers expressed
difficulties resulting from scarcity of teachers‘ professionalism, budget limits, criti-
cismon the reverse discrimination and distinctions. Cho et al. provided suggestions to
improve the current situation of multicultural education in elementary and secondary
schools. Despite a large body of research on multicultural education, we found a lack
of research that examines how ISTs and PSTs implement multicultural education in
diverse classrooms. It is essential to explore how teachers provide learning oppor-
tunities to multicultural students and what factors promote or prohibit in providing
equitable learning opportunities to them.

Multicultural Education in Mathematics Teacher Education

In this section, we particularly discuss how multicultural education has been studied
with mathematics teachers. Following the previous section, we examine the prior
studies in three angles, theoretical models, teacher beliefs, and classroom imple-
mentation. Although relatively a small number of research studies paid attention to
multicultural mathematics teacher education, a similar tendency appears in research
on multicultural education in mathematics teacher education with that in general
multicultural education. Amajority of research studies were categorized into teacher
beliefs, followed by theoretical models and teaching practices.

Theoretical Models for Multicultural Teacher Education

There are three research studies on theoretical model exploration related to multi-
cultural education in mathematics teacher education (Song et al, 2010; Song & Ju,
2014a, 2021). While Song et al. (2010) explored principles and methods of multi-
cultural mathematics teacher education with recognition that the systematic imple-
mentation of the multicultural mathematics teacher education process is insufficient.
Song and Ju () suggested effective multicultural teacher education program for math-
ematics teachers after analysing participating mathematics teachers’ multicultural
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competency and pedagogical design capacity for multicultural mathematics educa-
tion (i.e. the ability to appropriately identify and mobilize curricular and personal
resources—for constructing multicultural curricula for their students).

Song et al. (2010) set up three sub-objectives ofmulticultural mathematics teacher
education: teacher competency for multicultural mathematics education, content
elements of the curriculum, andpracticalmethodknowledge as the teachingprinciple.
In the teacher competency for multicultural mathematics education, three domains
were extracted: affective (belief systemand attitude towards diversity and difference),
cognitive (knowledge required for cultural diversity reflection class), behavioural
domain (affective and cognitive competencies are implemented in actual class). For
the content elements of the curriculum, mathematical culturality, diversity, equality,
and self-identity were extracted, and implementation details and methods for each
were suggested. For example, for the content element “diversity”, “presenting cultur-
ally relevant examples of teaching methods”, and for its methods, “showing mathe-
matics classes taught within a cultural context” and “learning, applying, and demon-
strating a variety of teaching methods for students from various backgrounds” were
suggested. Song et al. (2010) argued the necessity of preparing a curriculum that
satisfies the characteristics of the current multicultural society and the educational
demands.

Song and Ju (2014a), based on the analysis of the contents of two previous
domestic studies conducted in 2009, pointed out that research studies on multi-
cultural teacher education in Korea have been conducted at the theoretical level and
therefore have a tendency to introduce a cross-curricular and content-free theory
of multicultural education in terms of content, which is inadequate in developing
the practical capacity of multicultural education that reflects the unique charac-
teristics of individual subjects. To address such limitations, Song and Ju investi-
gated the multicultural competence of Korean mathematics teachers and the demand
for multicultural education. As a result, they developed 6 steps of the multicul-
turalmathematics teacher educationmodel (Practice analysis-demand/need analysis-
principal extraction-goal setting-contents and methods selection-evaluation). They
further presented a 16 week-teacher education program aligned with six steps of
the multicultural mathematics teacher education model. Although this study has
an implication to the field, Song and Ju did not apply or test out the validity and
educational effect of the developed model.

They further investigated the teachers’ pedagogical design capacity for multi-
cultural mathematics education by collecting lesson plans created by ISTs in a
multicultural mathematics teacher education course (Song & Ju, 2021). The results
revealed a few limitations such as difficulty in adapting the levels of multicul-
tural mathematics education coherently, returning to teacher-centred approach, and
placing mathematical contents and social issues separately. Based on the results,
they suggest implications for the future development of multicultural mathematics
teacher education.
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Mathematics Teacher Beliefs in Multicultural Education

We found a quite few research articles that address the perceptions of mathematics
teachers towards multicultural education, including language learners. Two articles
examined PSTs’ perception of multicultural education and five articles addressed
understandings, recognition, beliefs in practices, and multicultural competence of
ISTs. The results of these studies are mixed with the counterpart research findings
in general teacher education.

Oh (2013) conducted a large-scale survey to examine mathematics PSTs’ percep-
tion of multicultural education in four categories: experience of multiculturalism,
multicultural efficacy, understanding of multiculturalism, and multicultural sensi-
tivity. Similar to the prior studies in general teacher education, the survey results show
that the mathematics PSTs had low confidence in developing and implementing a
multicultural curriculum although they generally have positive perception on multi-
cultural education. Moreover, their perception of the multicultural population was
widely negative with the belief that Korean culture is superior to the cultures ofmulti-
cultural people. A vital difference from the previous studies is that the result of this
study had statistically significant differences between female PSTs and male PSTs.
The female PSTs had much higher results in multicultural efficacy, multicultural
understanding, and multicultural sensitivity than the male PSTs who participated in
this study.

While Oh (2013)’s study analysed the current perceptions of PSTs about multi-
cultural education and population, the qualitative study of Moon and Ju (2010)
investigated how their developed multicultural course influenced mathematics PSTs.
The multicultural curriculum was designed as discussion-based and included three
themes: multicultural education literature in mathematics, understanding cultural
aspects of mathematics, and culturally responsive/relevant mathematics teaching.
The authors found that the participating PSTs generally had positive changes in
being legitimate cultural agents inmathematics classrooms, but they also encountered
difficulty in connecting theories and practices at a more than superficial level.

The teacher survey results of I and Chang (2014) were not different from those
of PSTs. I and Chang asked elementary teachers to analyse a mathematics lesson
based on the Sheltered Instruction Observation Protocol (SIOP) Model. They found
the ISTs were able to identify the strategies designed to support Korean language
learners (both non-Korean and returning Korean students) and generally agreed with
the benefits of the lesson for teaching multilingual students. However, they had
little recognition of the necessity to provide rigorous mathematics to multicultural
students. While I and Chang (2014) specifically focused on instructional strategies
for multilingual students, Song et al. (2011, 2013) widely investigated multicultural
competence ofmathematics ISTs through a survey (2011, 2013) and classroomobser-
vation (2011). These studies revealed a significant difference between mathematics
teachers and teachers in general subjects. Themathematics teachers had a low score in
mathematics-related questions in the survey. For instance, they did not recognize the
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importance of integrating cultural and linguistic experiences in mathematics instruc-
tion and believed mathematics has less influence from language. Most importantly,
the authors found the negative attitude of the teachers towards multicultural students
was transferred to other students and resulted in an inequitable learning environment
by limitingmulticultural students’ participation in themathematics lesson. The result
suggests the necessity of content-specific professional development in multicultural
education for mathematics teachers. Responding to this need, Song (2017) investi-
gated how the multicultural competence of mathematics teachers changed through a
semester-long multicultural course specifically designed for mathematics teachers.
The course curriculum included the benefits of ethnomathematics, culturally respon-
sive teaching, implementation of multicultural education into school sites, andmulti-
cultural education lesson presentations. The mathematics teachers who completed
the course showed an increase in their multicultural competence and knowledge.

Among the mathematics education research articles that addressed multicultural
education, probably the qualitative study of Song and Ju (2014b) has the most critical
approach. Their in-depth interviews with two mathematics teachers taught in middle
and high schools revealed the colour-blindness of the teachers and their liberal view
on multicultural education as they believed multicultural education means merely
adding ethnic contexts to mathematics curriculum. They first questioned why math-
ematics curricula need to include multicultural aspects and believed it is unnecessary
to differentiate their mathematics instruction for multicultural students. They also
shared the common resistance against multicultural people, such as attributing low
performance to individual inability or lack of efforts rather than racial discrimination,
being considerate of educational discrimination against non-multicultural students
by focusing on equality rather than equity, and lack of knowledge about structural
injustice and inequality in school.

Classroom Implementation of Multicultural Education
in Mathematics

We found only one research article (Song et al., 2011) that investigated the ISTs’
classroom implementation ofmulticulturalmathematics education. Song et al. (2011)
investigated elementary and middle school teachers’ multicultural mathematics
teaching practices using qualitative and quantitative methods. Each participating
teacher first completed the survey that measures teacher multicultural competence
of mathematics. They were then observed and interviewed after their first lesson
implementation of a unit in their mathematics curriculum. Based on the five guide-
lines/standards for multicultural education suggested by the Center for Research
on Education, Diversity, Excellence, authors reconceptualized four categories as
an analytical framework for multicultural mathematics classrooms. The four cate-
gories include (1) contextualizing curriculum to real-life context (making contexts
of learning to students’ lives), (2) designing curriculum based on student language
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development and ability (connecting informal language to academic language), (3)
teaching through mathematical talking/instructional conversation (facilitating class-
room conversation aiming at critical thinking and higher-level thinking), and (4)
positive expectation (holding high expectations for all). 10 classroom instructions
in seven elementary and three middle multicultural classrooms were analysed with
respect to the four categories.

Overall, it was found that all categories were not suitable for achieving the goals
of multicultural mathematics education in both elementary and middle school math-
ematics instructions. Song et al. (2011) reported that there are different tendencies of
multiculturalmathematics education between elementary teachers andmiddle school
teachers. In the categories of “student life and contextualization” and “the composi-
tion of class contents considering language and literacy skills” were observed only
in elementary school. For example, three types of integrating the students’ lives and
context into class instructions were observed: (1) present the situation of the problem
using real-life materials, (2) use real-life materials when explaining mathematical
concepts, and (3) make it easy for students to encounter in their lives. In contrast, in
the case of middle school, no contextualization of students was observed. All three
classes in elementary relied on procedures such as explanation of concepts through
whole lecture-style classes, demonstration of problem solving, provision of activity
time for problem solving, and confirmation of problem solving. When life-related
activities were presented in the textbooks, middle school teachers tend to ignore them
by reading and passing. Interview results revealed teachers’ preference towards the
traditional view of learning and teaching that demonstration-type explanatory classes
were the most effective at the middle school level learning abstract mathematics.

Similarly, the situation in which such language and literacy skills were consid-
ered did not appear in the observation of the middle school mathematics class. For
abstract content, unfamiliar mathematics terms and symbols, the teacher’s explana-
tion through everyday terms and examples, considering the student’s language and
literacy skills, will be effective in helping students, especially students from non-
Korean backgrounds, understand unfamiliar mathematics terms and symbols. Yet,
Song et al. (2011) reported that mathematics teachers were unaware of the linguistic
abilities of mathematics learners from various backgrounds, and it could act as an
important variable in mathematics learning. The teachers tended to think that it was
not necessary to take into account the student’s language and literacy skills in teaching
mathematics because mathematics learns through numbers.

The “mathematical dialogue” category was observed in both elementary and
middle school classes. However, both elementary and middle school teachers were
unable to ask guided questions to expand students’ mathematical thinking and
guide them to a higher level. While both elementary and middle school teachers
believed that class conversations should expand students’ mathematical thinking,
some teachers did not develop the competence sufficiently to design students’ cultural
resources or cognitive competencies into practice. Other teachers possessed the
traditional view on learning and teaching.
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In the category of “positive expectations of teachers”, Song et al. reported that
teachers’ unequal beliefs and attitudes towards multicultural students. Elementary
teachers tended to have a relatively positive belief in multicultural students, which
allowed them to ask questions to multicultural students or give/empower multicul-
tural students the right to speak. However, Song et al. also reported that elementary
teacher’s negative attitudes and expectations towards multicultural students were
transferred to fellow students, creating an unequal power structure invisible in the
math classroom. Interestingly, the unequal power structure observed in the elemen-
tary school mathematics classroom did not appear in the multicultural middle school
mathematics classroom. The authors suggested the importance of future research
studies that more closely investigate, analyse, and reform the unequal power struc-
ture resulting from teachers’ unfair expectations towards multicultural students, and
an educational plan that allows all students to participate in classes equally.

In general, there is a lack of research studies that examine both ISTs and PSTs’
implementation of multicultural mathematics education. There is a book written by
the three authors (i.e. I et al., 2019) that reports on elementary teachers’ implementa-
tion of multicultural mathematics education by specifically focusing on how teachers
provided mathematics learning opportunities for Korean language learners. Yet, we
only focused on research articles in this book chapter. In addition, we could not find
any research article that explored PSTs’ classroom implementation of multicultural
mathematics education or lesson planning in relation to multicultural mathematics
education. Furthermore, despite the importance of assessment, there is no study on
what assessment techniques are used and need to be used for multicultural students
in mathematics instruction.

Based on Song et al.’s study, we can synthesize four major findings regarding
implementation of multicultural mathematics education in South Korea: First,
teachers’ lack of understanding about multicultural education and multicultural
students lead to unequal learning opportunities to students. Second, teachers’ tradi-
tional beliefs of mathematics (e.g. math language is universal), mathematics teaching
(i.e. content coverage and show–tell approach) andmathematics learning (product vs
process) causes a failure of implementation of multicultural mathematics education.
Third, teachers’ lack of knowledge, skills, and attitude (competence) formulticultural
mathematics education led to unequal learning to multicultural students. In partic-
ular, there are some common beliefs about the positive beliefs and attitudes towards
multicultural students, teachers’ lack of knowledge and skills leading to higher-level
thinking could cause low quality learning to all students. Lastly, different teacher
education opportunities need to be provided depending on teacher needs. These
findings suggest the directions for future research.
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Guiding Research Questions on Multicultural Education
for Korean Math Teachers

Our analysis on the studies of multicultural education for Korean mathematics
teachers help us identify several main themes.

• Most research studies and teacher education programs mostly focus on liberal
multicultural education rather than critical multicultural education.

• With the small number of relevant studies, the foci and framework of research
are not various and not deep enough while the studies about teacher beliefs were
most pervasive.

• Most studies used quantitative approach, but qualitative research studies better
revealed teachers’ unawareness of multicultural population and education.

Based on these results,we suggest future directions of research aboutmulticultural
education within Korean teacher education in this last section.

Directions for Research About Theoretical Models

Our review on multicultural education literature in Korean teacher education found
that there is a recognition of the necessity of the Korean teacher education model,
and some studies (e.g. Chang, 2008; Jang, 2009) have been conducted on this topic.
However, many studies on the multicultural teacher curriculum models were based
on foreign literature or prior research rather than based on empirical studies in South
Korea. Since education must be based on the convergence of theory and practice, it
is necessary to prepare a curriculum in a bottom-up approach that reflects the educa-
tional field in South Korea. The teacher education curriculum should be prepared
with high applicability based on empirical research results.

In a similar vein, several studies emphasized multicultural teacher education
should be implemented in a way of reflecting the specificity of the Korean situation.
Particularly, the diversity among multicultural students in South Korea should be
recognized, such as immigrant students based on foreign labour, biracial/binational
students from international marriage families, North Korean refugee students,
returning students, and Korean language learners (I & Chang, 2014). The configura-
tion of multicultural students in South Korea is different from that of other diverse
countries, and the uniqueness of each subgroup multicultural students should be
addressed in teacher education.

Based on our review in this chapter, we would like to propose a variety of concrete
theoretical frameworks to be applied in the multicultural mathematics teacher
curriculum. For example, teacher education researchers and curriculum developers
can consider the four approaches to multicultural curriculum reform (Contributions
Approach, Additive Approach, Transformation Approach, Social Action Approach)
proposed by Banks (1997). Banks and Banks (2010) also suggest five dimensions
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of multicultural education: (1) Content integration, (2) Knowledge construction, (3)
Equity pedagogy, (4) Prejudice reduction, and (5) Empowering school culture. We
found the prior research in South Korea paid little attention to the three domains
of equity pedagogy, prejudice reduction, and empowering school culture, which are
essential for critical approach in multicultural education. Other examples of concrete
framework include the Sheltered Instruction Observation Protocol (SIOP) Model,
used in Choi and Chang (2019) and Cummins’ Quadrant Model employed in I and
Chang (2014).

Directions for Teacher Beliefs

While the amount of multicultural education research related to teacher beliefs has
been increasing, various research foci, designs, and framework should be imple-
mented, especially more qualitative research and research in critical approach.
Most prior studies about teachers’ beliefs in multicultural education used quanti-
tative surveys focusing on multicultural efficacy and competence. We suggest future
research studies employ various frameworks and theories that have recently been
highlighted in research of culturally and linguistically diverse student populations
and their teachers, such as Positioning Theory (Harré & van Langenhove, 1999),
Critical Race Theory, or Community Cultural Wealth (Yosso, 2005).

Next, more rigorous application of culturally relevant/responsive/sustaining peda-
gogy in mathematics education should be encouraged. These culturally related peda-
gogies have been centred in multicultural education, but we found Korean literature
in multicultural education rarely used these culturally related pedagogies as a main
framework although some articles mentioned about them as a prior study. How
to implement culturally relevant/responsive/sustaining pedagogy into mathematics
instruction should be deeply discussed in the mathematics education research field.

To increase research studies of the critical approach in multicultural education,
decent understanding and discussion of Critical Race Theory will be necessary to do
the research focusing on critical approach. We found a positive start of this approach
in the discussion of Song and Ju (2014b) where they applied the concept of White-
ness into Korean teacher education. They contend that Whiteness does not just mean
skin colour but refers to the mainstream culture of the ruling class whose cultural
background belongs to the safe ruling class. The authors designate the ruling class
in education as a group that has succeeded in school education, belongs to the main-
stream in terms of race, ethnic background, and socioeconomic status. From this point
of view, Korean teachers may also implicitly continue the existing power structure
without recognizing the various unjust factors that are acting on students due to the
cultural background they have as successful learners in Korean schools. Therefore,
Song and Ju argue that a process of self-reflection and critical deliberation is required
in multicultural education for teachers.
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Lastly, we suggest conducting research that explicitly defines the relationship and
examine the influences among teacher belief, knowledge, and skills in the context
of multicultural education and students. To do this rigorously, interdisciplinary
research combining with psychology, sociology, or history may be helpful to deeply
look at the sociopolitical influences, identity development, and historical/systemic
discrimination in teaching mathematics to multicultural students.

Directions for Research on Class Implementation

A little attention is given on class implementations of multicultural mathematics
education as we identified only one research article for ISTs’ class implementa-
tions of multicultural mathematics education, and no research on PST classroom
implementation. Without knowing what challenges PSTs and ISTs experience and
what strategies PSTs and ISTs use in their multicultural mathematics classrooms,
we do not know the benefits of professional development and/or teacher education
program in multicultural mathematics education and what and how to help teachers
adapt their mathematics teaching to the culturally diverse students. More research
needs to be done focusing on PSTs and ISTs’ implementations of multicultural math-
ematics education. Specifically, given that a majority of the Korean research studies
employed quantitative research methods (e.g. surveys), we suggest the importance
of using qualitative research methods (e.g. classroom observations and interviews).

In addition, it is important to rethink about and expand the framework that
could capture the principles of multicultural mathematics education. Although Song
et al. (2011) revealed valuable information on how Korean teachers implemented
multicultural mathematics education, they failed to consider assessment compo-
nents in exploring classroom implementation of multicultural mathematics educa-
tion. Research on what assessment techniques teachers use in their multicultural
mathematics instruction and how they use such assessment techniques is needed.

Furthermore, reconsideration on the framework for multicultural mathematics
classroom implementation needs to pay attention to including unique features
of multicultural mathematics education. By comparing elementary and secondary
teachers’ multicultural competencies that emphasize not only knowledge and skills
but also teacher attitudes and beliefs, Song et al. (2011) revealed the complexity of
teachers’ competencies in teaching mathematics for all. However, the findings from
Song et al. (2011) were not new given that their findings were not much different
from those without multicultural education. Future research needs to pay attention to
reveal the complexity of teachers’multicultural competencies in implementingmulti-
cultural mathematics instruction, which can be distinguished from the complexity of
teachers’ competencies in implementing mathematics instructions for all.
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Chapter 28
Rethinking Lesson Study in Japan:
A Case Study Analysis

Tetsuo Isozaki and Takako Isozaki

Abstract Teachers in Japan have traditionally engaged in lesson study (jyugyou-
kenkyuu) to systematically improve their teaching and enhance students’ learning
since the late nineteenth century. Lesson study, a part of teachers’ culture in
Japan, is an art of investigation for teaching and learning through which teachers
observe, analyse, and review each other’s lessons. Lesson study is based on tradi-
tional understanding and expertise rather than on educational theories. Under-
standing and analysing teachers’ methods for developing lessons may help bridge
the gap between research and practice for both teachers and researchers. The
authors reviewed the literature on lesson study and teacher knowledge then focussed
primarily on the preparation phase of lesson study conducted at schools attached to
one national university, as case studies. This phase, through researching and devel-
oping teaching materials (kyouzai-kenkyuu) and making and revising lesson plans
(gakushuushidouan-sakusei), requires teachers to identify a lesson’s implicit and
explicit values, such as academic, pedagogical, and teacher’s values, clarify their
teacher knowledge, and regularly apply in lessons. Therefore, teachers spend much
time and energy on this phase. There are some problems in lesson study; however,
we argued that the success or failure of lesson study is related to the school culture
and collegiality of the professional learning community.
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Introduction-Background and Research Questions

Background of This Study

Teaching practices in classrooms and other special rooms, such as laboratories and
kitchens, are partly based on the professional knowledge and expertise of teachers.
Teachers in Japanhave traditionally engaged in “LessonStudy (lesson study)”, a prac-
tice that has become deeply embedded in teachers’ professional culture (e.g. Isozaki,
2015, 2020; Isozaki & Isozaki, 2011; Isozaki et al., 2019). Through their experience
with this practice, teachers have realized that lesson study enhances teacher knowl-
edge base and teaching competencies, which are a part of continuing professional
development (CPD). However, it is difficult for them to recognize the implicit contri-
bution of lesson study to their CPD, especially in improving teacher knowledge, as
stated by Shulman (1986, 1987).

Relatively few attempts have been made to theorize lesson study in terms of
teaching and learning (e.g. Fujii, 2014, 2017; Lewis, 2002; Lewis & Hurd, 2011;
Lewis et al. 2009; Winsløw et al., 2017).Despite its long history of application,
neither teachers nor researchers seemed interested in investigating lesson study in
Japan until the publication of Stigler and Hiebert’s The Teaching Gap: Best Ideas
from the World’s Teachers for Improving Education in the Classroom in 1999. Bartalo
(2012) pointed out that a key point of the report entitled Strong Performance and
Successful Reformers in Education, published by the Organisation for Economic
Co-operation and Development (OECD, 2011), was to “mirror and reinforce” (p. 9)
Stigler and Hiebert’s ideas. This strengthens the belief that cultural factors, such as
school culture and teacher culture, shape teaching and learning in every country. For
supporting teachers’ CPD, a theoretical understanding of lesson study as a teacher
culture would contribute to students’ learning in the classroom, which Black and
William (1998) called the “black box”, as the primary focus of lesson study is on
students’ learning.

Meanwhile, Winsløw et al. (2017) argued that “a theoretical framework (with
explicitly defined categories and terms) is needed to move the analysis of mech-
anisms and principles of lesson study …toward a more international and explicit
stance” (p. 126). Clivaz and Takahashi (2017) asserted that it is still unclear whether
or not “lesson study projects outside Japan can properly support schools and teach-
ers” (p. 162). Lewis (2002) and Lewis and Hurd (2011) identified lesson study
as having four processes. Borrowing from these two studies, Fujii (2017) divided
the cycle of lesson study into five processes. However, the findings of previous
studies could not explain why Japanese teachers devote so much time and energy to
preparing their lessons (OECD, 2014, 2019), or how teachers improve their knowl-
edge and skills. Based on the experience of designing the lesson study processes with
teachers, Isozaki and Isozaki (2011) and Isozaki (2015, 2020) identified the lesson
study process as comprising the following phases: preparation, research lesson, and
reflective meeting/conference. Isozaki et al. (2019) illustrated these three phases of
lesson study in both pre-and in-service teacher education. In the present study, we
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adopt these three phases of lesson study for analysis of case studies. Primarily, the
preparation phase of lesson study is a dynamic process where teacher knowledge
and values are represented implicitly and explicitly (Isozaki, 2020).

In this study, first, we consider theories on teacher knowledge proposed by
Shulman (1986, 1987) and other researchers, as well as the nature of lesson study in
the cultural context of Japan.We then investigate the nature of lesson study and asso-
ciated problems from teacher knowledge perspective by analysing two case studies.
Finally, we make several suggestions for conducting lesson study effectively for
teachers and researchers.

Research Questions

Based on the theoretical analysis of lesson study and teacher knowledge, this study
aims to rethink lesson study in Japan through an analysis of case studies to which one
of the authors have directly contributed and focussed on open-house lesson study or
open-house school based CPD (Isozaki & Isozaki, 2011) conducted at two schools
on the same campus, one elementary and another secondary, attached to “A” national
university. To achieve this purpose, we ask two research questions: first, what is the
nature of lesson study in Japan andwhydo teachers engage in it? Second,what kind of
teacher knowledge do teachers use in lesson study and how do they improve teacher
knowledge, primarily pedagogical content knowledge (PCK). A careful description
of the lesson study process can explain why Japanese teachers tend to devote much
time and energy to prepare lesson study and develop their regular classroom lessons.

Theories on Lesson Study and Teacher Knowledge

As Lewis et al. (2009) have argued, “Lesson studymakes various types of knowledge
more visible…thereby enabling teachers to encounter new or different ideas, and to
refine their knowledge” (p. 286). For this reason, we focus on teacher knowledge,
primarily PCK, applied in the lesson study process. Analysing lesson study using the
theoretical framework of teacher knowledge will be significant for not only teachers
but also researchers in Japan and beyond.

Characteristics and Nature of Lesson Study in Japan

The term lesson study is the English translation of the Japanese term “jyugyou-
kenkyuu” (or kenkyū), where jyugyou means “lesson” and kenkyuu means “study” or
“research”. Thus, lesson study is a comprehensive and well-articulated approach to
examine and investigate teacher’s practices. Lesson study is strongly embedded in the
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professional culture of teaching in Japan as pre-and in-service training. Prospective
teachers experience the nuance of lesson study during teaching practice under the
guidance of mentors in their alma maters, schools attached to universities, or other
partnership schools, while teachers periodically engage in lesson study within their
professional learning communities (Isozaki, 2015, 2020; Isozaki & Isozaki, 2011).

The first phase of lesson study process is preparation, which includes setting
the goals of a particular lesson, researching and developing teaching materials
(kyouzai-kenkyuu), and making and revising lesson plans (gakushuushidouan-
sakusei). Educators in Japan sometimes use the two Japanese terms, kyhouzai-
kenkyuu and kyouzai-kaihatsu, separately. Kyouzai means “teaching materials”
while Kaihatsu refers to “development”. Therefore, kyhouzai-kenkyuu and kyouzai-
kaihatsu mean researching teaching materials and developing teaching materials,
respectively. However, as kyouzai-kaihatsu follows kyhouzai-kenkyuu, in this study,
we regard the two terms as representing one process and use the term kyouzai-
kenkyuu. While educators in Japan recognize kyouzai-kenkyuu as an essential part of
the preparation phase of lesson study and regular lessons, non-Japanese lesson study
adapters have ignored it, as the effort spent on this process may almost be imper-
ceptible (Doig et al., 2011).Moreover, as Japanese researchers Fujii (2014, 2017)
and Takahashi and McDougal (2016, 2019) argue, some aspects of Japan’s lesson
study are left out in other countries. As lesson study in Japan is deeply embedded in
the school and teacher culture of Japan, for non-Japanese researchers, it may be not
easy to recontextualize lesson study from its original cutural context. Elliott (2019)
warned that lesson studywould be “‘cherry picked’ and forged to fit an organisational
culture that is driven by test data” (p. 187).

Researching and developing teaching materials, and making and revising lesson
plans are the central activities for teachers in lesson study, as well as in everyday
practice. These activities are the main part of the preparation phase, and teachers
must identify the lesson’s implicit and explicit values, such as academic as well
as pedagogical values (Isozaki, 2020). It is expected from teachers who deliver a
research lesson to carefully engage in researching and developing teaching mate-
rials, and making and revising their lesson plans based on advice and reflective
discussion/conversation with colleagues and external advisors (e.g. professors and
consultant teachers on the local board of education) who are “knowledgeable others”
(Takahashi & McDougal, 2016, p. 515).

Through experiencing these processes, not only teachers but also student teachers
can gain and improve teacher knowledge, especially PCK, values, and insight into
their own subjects. Thus, lesson study helps teachers “internalize productive mind-
sets” (Fernandez, 2002, p. 404), and can provide them the opportunity to be a
reflective practitioner (Schön, 1983).

Figure 28.1 shows a typical lesson plan and its components (Isozaki, 2015, 2020).
It is worth noting that lesson plan in Japan consists of a unit perspective, and

teachers try to anticipate students’ behaviour and response in a lesson as far as
possible. To do this, teachers need to understand the scope and sequence of the
subject curriculum in its entirety, linking lessons both within and across related units
in previous and later grades, and know what students learned and understood in
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(1) Name of the unit.

(2) The unit objectives, which comprise knowledge and understanding, skills, and attitudes 

relating to the Course of Study.

(3) A section about the unit which includes the following three perspectives:

(a) Unit perspective: The focus is on the unit’s targets in terms of the subject content 

and its scientific and educational values, the nature of the unit, and important 

scientific concepts.

(b) Learner perspective: This includes students’ perspectives, such as their 

characteristics, previous knowledge, and naïve concepts.

(c) Instruction perspective: This describes teacher’s instruction policy based on unit (a) 

and learner (b) perspective. 

(4) Scheme of work, which includes the sequence of lessons in the unit, as well as the task 

and objectives for each lesson.

(5) Assessment criteria and methods for every lesson in the unit.

(6) A one-hour lesson structure, as follows:

(a) Today’s topic.

(b) The objectives of today’s lesson (In general, these describe what students do or can 

do )

(c) Today’s lesson process as follows:

Time (estimated time) Students’ learning Instruction and assessment

【Introduction】5 10 mins
【Development】30
mins
【Conclusion】5 10 mins

What students do or can do What a teacher makes 
students do
[Assessment criteria and 
methods]

Fig. 28.1 A typical lesson plan

previous grades (Isozaki, 2020). Consequently, several types of teacher knowledge
and values are reflected in the lesson plans. Therefore, a lesson plan can be consid-
ered as reflection-on-action (Schön, 1983) for teachers and participants of lesson
study. Along with the lesson plan, many teachers and student teachers create a work-
sheet, which engages students in practical work, and a board plan (bansho-keikaku in
Japanese),which presents a proposed layout of the lesson. These are also important
components for discussion at the reflective meeting. Finally, a teacher designs the
research lesson.

The second phase involves research lessons. While the teacher conducts a lesson
in the classroom based on the revised lesson plan, participants and colleagues
observe and collect data on students’ learning as well as teachers’ teaching. Students’
behaviour, informal conversation or mutter (tsubuyaki in Japanese), and notebooks
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and worksheets are observed, and a teacher’s management of the research lesson is
examined. Often, colleagues of teachers record the research lesson using photos and
videos, which are used for reflection and future reference. This implies that the lesson
plan should be created for not only teachers and students, but others too. During the
research lesson, students are taught according to the revised lesson plan; however,
it may not be perfect. Even though teachers think deeply about and carefully antic-
ipate students’ behaviour and response at the preparation phase, revising the lesson
plan several times, complex and unpredictable events can always occur. In such a
case, teachers are required to use their professional judgement and make impromptu
corrections to the lesson plan in their minds. The primary purpose of the lesson is
to improve students’ learning, not to deliver a lesson according to the revised lesson
plan. This behaviour of teachers is referred to as refection-in-action (Schön, 1983).

The third phase is a reflective meeting/conference held after the completion of the
research lesson. At the beginning of the reflective meeting, the teacher who delivered
the research lesson explains his/her ideas behind teaching. Next follows a discussion
based on the lesson plan, teacher’s explanation, and data collected during the research
lesson. Advisors, as knowledgeable others, comment on the lesson study, and at the
end of the reflective meeting sometimes deliver a lecture relating to the main or sub-
theme of lesson study. Thus, participants can exchange and share their views and
ideas on the lesson study.

This shows that lesson study is an evidence-based approach to improve learning
and teaching in the professional learning community (e.g. Isozaki, 2015, 2020). Thus,
starting from their student teacher term until their retirement, teachers can learn a
lot of things related to teaching and learning, and implicit and explicit professional
norms through lesson study.

Two Theories on Teacher Knowledge

This study focusses on teacher knowledge applied in the lesson study processes.
For example, a science teacher’s scientific knowledge should be organized from the
teaching perspective and delivered as the foundation for the teaching of scientific
concepts and ideas. According to Bosch and Gascón (2006) and Chevallard(1989,
1999), a teacher is not a scholar; therefore, teachers sometimes face difficulties
when directly transforming the scholarly knowledge produced by scholars into a
form that can be learned by students, which can be identified as knowledge-to-be-
taught, as described in the official documents, such as the national curriculum and the
textbook. In the classroom context, teachers also transform knowledge-to-be-taught
into taught knowledge because the knowledge described in curricula and textbooks
is standardized and not necessarily suitable for all students. The transformation of
knowledge into a teachable form occurs during the preparation phase of the lesson
study and regular lessons. Teachers are responsible for this transformative process
because they determine the teaching methods best suited to their students and tend to
focus on and take part in “internal didactic transposition” (Winsløw, 2007, p. 528), in



28 Rethinking Lesson Study in Japan: A Case Study Analysis 579

which knowledge is transformed from knowledge-to-be-taught to taught knowledge,
and then to learned knowledge. Asmentioned above, these transformations primarily
take place during the preparation phase of lesson study.

Shulman (1987, p. 8) categorized teacher knowledge into seven types: (1) content
knowledge, (2) general pedagogical knowledge, (3) curriculum knowledge, (4) PCK,
(5) knowledge of learners and their characteristics, (6) knowledge of educational
contexts, and (7) knowledge of educational ends. Additionally, Shulman (1987,
pp. 12–19) proposed a model of pedagogical reasoning and action comprising: (1)
comprehension, (2) transformation (preparation, representation, selection, and adap-
tation and tailoring to student characteristics), (3) instruction, (4) evaluation, (5)
reflection, and (6) new comprehension. According to this model (Shulman, 1987,
p. 16), the transformation of teacher knowledge into teachable and learnable forms
suitable for students entails the following processes: (a) preparation, including crit-
ical interpretation; (b) representation of ideas as analogies, metaphors, and so on; (c)
instructional selection of teaching methods andmodels; (d) adaptation to the general
characteristics of students; and (e) tailoring these adaptations to specific students.
This transformation can be observed in the process of lesson study, primarily during
the preparation phase.

Although Shulman (1987) did not define PCK clearly, several researchers,
including Magnusson et al. (1999); Loughran et al., (2006, 2012); and Bishop
and Paul (2007), have tried to identify PCK in science teaching. Magnusson et al.
(1999, pp. 96–97) conceptualized a PCKmodel to analyse teacher knowledge, which
comprises the following five components: (a) orientations towards science teaching,
(b) knowledge and beliefs about science curriculum, (c) knowledge and beliefs about
students’ understanding of specific topics in science, (d) knowledge and beliefs about
assessment in science, and (e) knowledge and beliefs about instructional strategies
for teaching science. Although van Driel and Berry (2012) argued that PCK can be
developed both individually and in the professional collegiate community, the latter
being the same as lesson study, in the present study, we useMagnusson, Krajcik, and
Borko’s PCKmodel (1999) as a tool for analysing PCK represented in the preparation
phase of lesson study and regular lessons.

Research Design: Two Case Studies on Special School
Culture in Japan

Weconducted two case studies for one academic year within a special school context,
focussing on an elementary and a secondary school attached to “A” national univer-
sity. Schools attached to national universities in Japan (called (higher) normal schools
before WWII) have played important roles since their establishment. With students’
education, they have functioned as (1) a teaching practice school for student teachers,
(2) an experimental school, and (3) a model school in the region. However, their
role as a model school has largely become limited since the second World War.
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While teachers in attached schools engage in open- and in-house lesson study, they
also act as mentors for student teachers and conduct lesson study during teaching
practice. Moreover, students in attached schools are generally selected through an
entrance examination at the elementary and the secondary school levels, and there-
fore, academically, may perform better than their municipal school counterparts.
Thus, while attached schools to national universities have had a long history of
lesson study and have established their own school culture, Elliott (2019) argues that
school culture shapes and distorts the implementation of lesson study. This is why
we conducted case studies at attached schools and not municipal schools.

In addition, it is worth noting that in Japan, every teacher in a secondary school,
regardless of school type, belongs to a grade group that spans across subjects
performing several functions, such as coaching school clubs, and guiding students.
Furthermore, some secondary school teachers also are homeroom teachers. As
a result, as Isozaki and Isozaki (2011) asserted, similar to elementary teachers,
secondary school teachers have a deeper understanding of each student’s charac-
teristics from multiple perspectives, not only their own teaching subject.

Two Case Studies

Both the elementary and secondary schools under consideration were established as
attached schools to the Higher Normal School (one of the former institutes of “A”
university), which was founded in 1905. The elementary school started open-house
lesson study in 1915, and the secondary school in 1920. While the two attached
schools under consideration have been conducting both open- and in-house lesson
study with support of the “A” university for over one hundred years, both schools
have become more connected to the local board of education in recent years. The
elementary school has been publishing a monthly journal every year since 1914,
including reviews of lesson study. The secondary school provides its lesson plans,
worksheets, and other teaching materials on the school website after open-house
lesson study.

Case study 1

The research lesson of open-house lesson study at the elementary school was
conducted on 7 February 2020. The school’s department of science had two teachers.
However, though they were science majors, similar to municipal elementary school
teachers in Japan, they were also homeroom teachers and taught several subjects
similar to other municipal school teachers.

A male teacher with a bachelor’s degree in education and 14 years of teaching
experience delivered the research lesson. Before moving to this school, he worked at
municipal elementary schools and was involved for a year with an elementary school
attached to another national university.
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He started preparing a lesson study from the beginning of the academic year in
April 2019, just after coming to this school. During his stay at the school, he expe-
rienced in-house lesson study. As part of the open-house lesson study, he delivered
two lessons, one on “how to warm things” for Grade 4 and the other on “the nature of
electromagnets by programming a robot” for Grade 5. After the open-house lesson
study, he published a report on the nature of electromagnets by programming a robot
in the school’s monthly journal. As Japan’s Ministry of Education, Culture, Sports,
Science and Technology (MEXT) encourages programming education in schools,
by conducting a lesson on the nature of electromagnets for Grade 5, he wanted to
present his ideas on programming education in science teaching.

From April 2019 to February 2020, he consulted his advisor, who was a professor
of “A” university, 11 times and held discussion on the pedagogical values of the main
and sub-themes, contents of lesson plans, how to engage in researching and devel-
oping teaching materials involving worksheets, and also other educational issues. Of
these 11 meetings, four were conducted face-to-face at the university or his school
with another female teacher, and seven were conducted through email. The two
science teachers often engaged in reflective conversation regarding the pedagogical
value of teaching materials. They, fortunately, could obtain suggestions from the
attached secondary school science teachers on the scientific value of the proposed
teaching materials.

The male teacher focussed on how to improve students’ learning using his previ-
ously created worksheet, and how to organize problem-solving activity in science
lessons using a robot with a competitive game function to stimulate students’ interest
at Grade 5. The purpose of the lesson was not only to program a robot but also to
develop a tool to understand the nature of electromagnets.

However, unfortunately, after the lesson study, there were few instances of reflec-
tive discussion on his research lesson with the advisor, except for writing a report to
the school journal.

Case study 2

The research lesson of open-house lesson study at the secondary school was
conducted on 13October 2018. The school’s department of science had nine teachers
(threemajored in physics, three in chemistry, two in biology, andone in earth science),
and normally held a meeting every week. Amale teacher who was a chemistry major
with a master’s degree in education and nine years of teaching experience conducted
the lesson study. He had carried out lesson study several times at this and another
secondary school attached to “A” university. At the beginning of April 2018, he
started preparing the lesson study.

Considering the school’s research theme and science department’s sub-theme
related to “deep learning” which MEXT enhances, he targeted the unit “the prop-
erties of matter and its changes” at Grade 7, which comprised seven lessons, and
selected the fifth one for the research lesson. From April to October 13, he revised
the lesson plan six times based on discussions in department meetings, reflec-
tive conversation with two other chemistry teachers on the teaching materials and
the approaches from perspectives of scientific and pedagogical values, comments
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from a university professor as the advisor, and the results of preliminary experi-
ments. He conducted several preliminary experiments for the following purposes:
for researching and developing teaching materials suitable for student engagement,
for safe practical activity due to many participants observing the research lesson, and
for observing students’ acquired practical skills, such as measuring temperature and
drawing graphs. He also focussed on how each group of students can effectively think
and represent its particle model to explain the results of the experiment, and how to
share their ideas in the class. The reason why he insisted on using the particle model
is that the science curricula from elementary to upper secondary school include four
key concepts as part of a spiral curriculum designed by MEXT: energy, particle, life,
and earth. He conducted trial lessons in two other classes based on the revised lesson
plan, and following students’ responses, made minor corrections to the lesson plan
before the actual research lesson.

However, after the lesson study, there was no time for reflective discussion on the
research lesson with the advisor, except for revising the lesson plan in a department
meeting before sharing it on the school website.

Discussion

How Do Japanese Teachers Gain and Improve Their Teacher
Knowledge Through Engaging in Lesson Study?

During the preparation and representation phases of Shulman’s (1987) model,
teachers in Japan tend to critically reflect on teaching materials they had previ-
ously produced, and reference previous lessons. They read official documents, such
as the Course of Study, other guidelines, and textbooks, and consider the specific
key concepts and skills to be taught in the unit based on their academic and peda-
gogical values. They consider the topics of the unit from different perspectives so
that the relevant ideas and skills provided are accessible to the students during the
lesson. In the process of selecting materials, teachers apply their knowledge devel-
oped from previous teaching experiences and personal self-improvement activities,
such as reading books and participating in in-service programs involving lesson
study, to develop teaching materials. In the adaptation process, teachers customize
their teaching materials (involving worksheets) according to their students’ charac-
teristics and understanding by considering their abilities, prior knowledge, or naïve
concepts, and carefully anticipate students’ behaviour and responses in and to the
lesson. During the tailoring process, teachers consider within-class variation and
differentiate the teaching material accordingly. Thus, pedagogical reasoning and
action occur during the preparation phase of lesson study. These processes could be
observed in the two case studies, and the internal didactic transposition was carefully
and effectively executed by the two teachers. This exemplifies why teachers in Japan
spend much energy and time preparing lessons, as shown by OECD (2014, 2019).
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Furthermore, referring to Magnusson, Krajcik, and Borko’s PCK model (1999),
we analysed teacher knowledge represented in the lesson plan. The first and second
components, orientations towards science teaching and knowledge and beliefs about
science curriculum, are represented in the lesson plan described in Fig. 28.1 as “The
unit objectives” and “A section about the unit which includes the following three
perspectives: (a) Unit perspective”. The third component, knowledge and beliefs
about students’ understanding of a particular topic in science, is similar to “(b)
Learner perspective: This includes students’ perspectives, such as their characteris-
tics, previous knowledge, and naïve concepts” part of the lesson plan. Knowledge
and beliefs about assessment in science can be identified as “(5) Assessment criteria
and methods for every lesson in the unit”. The fifth component, knowledge, and
beliefs about instructional strategies for teaching science, can be observed as “(c)
Instruction perspective”. Thus, all the components of PCK identified by Magnusson
et al. (1999) are implicitly and explicitly included in Japan’s lesson plan.

Thus, from the theoretical analysis of lesson study and case studies,we can identify
teacher knowledge, and pedagogical reasoning and action during the preparation
phase of lesson study, as well as regular lessons in Japan.

Next, we identified the following characteristics of lesson study conducted in two
schools attached to “A” national university in Japan, especially at the preparation
phase.

(1) Teachers in both schools focussed on students’ learning when being engaged
in researching and developing teaching materials (kyouzai-kenkyuu), and
making and revising a lesson plan (gakushuushidouan-sakusei), in parallel
and provided feedback to each other. We identified that both Shulman’s model
of pedagogical reasoning and action, and internal didactic transposition, were
carefully implemented during this phase.

(2) They spent more than half a year preparing the lesson study with colleagues.
(3) They revised the lesson plan several times based on discussion and reflective

conversation with colleagues, comments from the advisor, and the results of
preliminary experiments.

(4) They performed several preliminary experiments as part of researching and
developing teaching materials from both learning and teaching perspectives.

(5) They conducted trial lessons in other classes based on the revised lesson plan
to confirm and grasp students’ understanding and behaviour.

Additionally, the themes of both schools for lesson studywere related to the recent
MEXT policies.

These case studies reflect the traditional attached school culture in Japan, with an
established professional learning community based on collegiality in schools, and its
academic links with universities and its connection with the local board of education.
Not surprisingly, both the teachers were aware that teachers of schools attached
to “A” national university should engage in lesson study positively. Furthermore,
they recognize that both open- and in-house lesson study can improve their teacher
knowledge base and teaching competencies and that they learn from participants,
colleagues, and advisors even though they have to spend much energy and time on it.
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This realization keeps teachers of attached schools up to date with the latest research
trends. Of course, teachers in other municipal schools take engaging in lesson study
for their CPD for granted (e.g. Fujii, 2014; Isozaki, 2020; Isozaki & Isozaki, 2011).

The standardization of lesson study can easily be achieved in other schools.
According to an OECD (2019) report on the Teaching and Learning International
Survey, 91% of the teachers in Japan were satisfied with the training they received
involving lesson study, against the average of 82% in OECD countries. On the other
hand, standardization of lesson study can lead to stylization, rigidity, and trivialization
(e.g. Isozaki, 2015). For example, in general, while the reflective meeting provides
opportunities to exchange ideas and learn from others about creating teaching mate-
rials, developing teaching approaches, and how tomanage the class, participants tend
to hesitate to criticize the research lesson, and sometimes it becomes difficult to ask
questions. In addition, teachers in both schools did not get the opportunity for reflec-
tive discussion on their practices after the open-house lesson study and engaged in
less informal reflective conversation with colleagues. As Sato (2009) argued, a new
favourite trend in lesson study is its transformation from a program-based approach
that involves researching and developing teaching materials and making and revising
lesson plans in the preparation phase to a project-oriented approach that focusses on
its designing processes and reflections. In this sense, the case studies under consider-
ation are regarded as having a program-based approach, though a university professor
joined the design process of lesson study as an advisor for the elementary school’s
case study rather than for the secondary school.

Japanese Teachers Spend Much Effort at the Preparation
Phase of Lesson Study from Teacher Knowledge Perspective

The case studies showed that the two teachers spent much time and energy at the
preparation phase. They revised the lesson plan and conducted preliminary practical
work several times. We analyse the reason behind their spending this much effort
from teacher knowledge perspective.

After the PCK summit in 2012 (Carlson et al., 2015), Gess-Newsome (2015)
redefined the PCK model proposed by Shulman (1987) and developed a model of
teacher professional knowledge and skill (PCK & S) that includes PCK as follows:

• Personal PCK is the knowledge of, reasoning behind, and planning for teaching a
particular topic in a particular way for a particular purpose to particular students
for enhanced student outcomes (Reflection on Action, Explicit).

• Personal PCK & S is the act of teaching a particular topic in a particular way
for a particular purpose to particular students for enhanced student outcomes
(Reflection in Action, Tacit or Explicit) (Gess-Newsome, 2015, p. 36: italics in
original)
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Gess-Newsome(2015) argued the importance of PCK & S in the classroom
context. A typical lesson plan in Japan (see Fig. 28.1) and the process of conducting
researching and developing teachingmaterials, andmaking and revising lesson plans
include all the components (knowledge and skills) mentioned in the first definition
given by Gess-Newsome (2015). As Fig. 28.1 shows, a lesson plan includes the unit
objectives and scheme of works, including the objectives of each lesson and main
activities and the assessment criteria and methods in each lesson. This unit perspec-
tive allows teachers to recognize why it is important for particular students to know
the ideas presented in the unit, critically think about what is important for improving
students’ learning in the classroom context, and carefully reflect on what should be
done for appropriate learning. The process of making and revising lesson plans is
not observed by other teachers. The revised lesson plan, representing teacher knowl-
edge and several values, serves as a guide to the research lesson and a platform for
discussion at the reflective meeting. This is one of the reasons why the two teachers
revised their lesson plan several times. Consequently, participants of the lesson study
can understand the reasoning behind a lesson plan, and recognize and confirm it at
the reflective meeting where a teacher explains his/her own ideas on students’ under-
standing and behaviour, teaching materials, teaching approaches, and other ideas
about the lesson. Therefore, a careful analysis of the lesson plan is important not
only to understand how teachers plan the lesson and create the teaching material
using their teacher knowledge base and skills, but also why teachers make and often
revise the lesson plan for enhancing students’ understanding in lesson study..

As mentioned above, teachers normally conduct research lessons and regular
lessons according to a lesson plan. Although the final version of the revised lesson
plan may not necessarily be perfect, it is more important for teachers to carefully
observe students’ behaviour during a lesson, even though they anticipate students’
responses before a lesson, and need to make an instantaneous modification to the
lesson plan in their minds in accordance with students’ unpredicted responses during
a lesson. This improvising behaviour of teachers can be identified as reflection-in-
action (Schön, 1983).To effectively engage in such behaviour, teachers must have
opportunities to reflect on their practices. Thus, the latter definition proposed by
Gess-Newsome (2015) regarding PCK & S concerns classroom practice in lesson
study.

While teachers focus on improving students’ learning and enhancing outcomes in
research lessons as well as regular lessons, as argued the importance of reflection by
Sato (2009) and exemplified by the two case studies, teachers do not tend to reflect on
their lesson study with researchers. This implies that teachers miss the opportunities
to deeply reflect on what students experienced in the research lesson and discuss
students’ outcomes, such as learned knowledge and acquired skills represented in
their notes, worksheets, and other collected data in lesson study. As Gess-Newsome
(2015) argues, PCK & S can be inferred by participants and researchers through
careful observation in lesson study. The two case studies also exemplify that it is
important to conduct lesson study effectively for the teachers themselves as well
as for the participants and that teachers need to design the lesson study process in
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associationwith researchers to investigate students’ authentic learning in a classroom
context.

Implications and Conclusion

As Isozaki (2015, 2020) has argued, while lesson study has potential value for CPD
and is one of the important vehicles for developing teacher knowledge and skill,
it is important for teachers and researchers to recognize that the standardization of
lesson study may lead to stylization and rigidity. Clivaz and Takahashi (2017) argued
that theorizing a lesson study could help researchers and teachers outside Japan
understand its specific cultural norms. As lesson study is embedded in the teaching
culture of Japan, there is space for non-Japanese education researchers to identify
social and cultural norms in Japan’s school context. This implies that researchers and
teachers in Japan have to provide enough information to educators outside of Japan
who wish to design lesson study.

Through lesson study within the professional learning community, teachers can
improve their knowledge base and teaching competencies. In order to bridge the
gap between theory and practice in education, enhancing reflection with researchers
based on collected data using analysis tools of PCKmodels such as those conceptual-
ized by Magnusson et al. (1999), Loughran et al., (2006, 2012), and Gess-Newsome
(2015) is important. Therefore, in the collaborative design process of lesson study
with teachers, researchers should adopt the PCKmodel to analyse the transformation
of teachers from being a novice to experienced ones and provide adequate feedback
to them. However, it is relatively difficult to change teachers’ beliefs through CPD
involving the lesson study (Isozaki, 2020). In the short term, researchers as knowl-
edgeable others can provide teachers with opportunities to reflect onwhat knowledge
is transformed and why in a particular unit, as well as help teachers draw on their
knowledge to decide what and how to teach in a particular unit. In the long term,
researchers as knowldgeable others should be able to actively increase teachers’
CPD and aid in the development of more reflective practices. For example, they can
monitor teachers and provide them adequate advice for developing PCK and PCK&
S, as conceptualized by Shulman and other researchers, according to the stage of
their teaching experiences. Furthermore, as argued by Lampley et al. (2018), lesson
study is a promising approach for graduate teaching assistants at the higher institu-
tion to reflect on their teaching practice. This implies that lesson study can be useful
for young researchers becoming knowledgeable others as well.

As a result, teachers’ in-depth analysis of collected data and reflection with
researchers after lesson study can elucidate students’ authentic learning in the class-
room, both within Japan and beyond. It is worth noting that the development of
teacher knowledge and skill is not limited to the preparation phase, but can also be
developed through a continuous process of lesson study.
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Chapter 29
From Student Teachers to Hired
Educators: Exploring the Attributes
of Successful Teacher Certification
and Placement Through Data Mining

Yi-Fen Yeh, Mei-Hui Liu, Ying-Shao Hsu, and Yuen-Hsien Tseng

Abstract Periodic checkpoints for teacher quality are necessary.We collectedmeta-
data from 2551 students registered in a teacher education program in Taiwan. Rules
for predicting success at certification and placement checkpoints were generated
based on learning algorithms found to have the best model performances. The
results from the decision trees showed that across two checkpoints, student teachers’
pedagogical content knowledge served as a successful rule for student groups from
different academic schools. Other successful rules showed that teachers who found
placements had comparatively higher performance scores in courses in which they
would have traditionally been weak, based on their discipline. The methods used in
this study, including metadata pre-processing and decision trees, can be applied to
future studies in teaching and learning.

Keywords Teacher education · Pedagogical content knowledge (PCK) · Data
mining · Teacher certification · Decision tree

Introduction

Teacher quality is a critical determinant of student learning (Darling-Hammond,
2000a). Entering into teacher education programs and completing the related require-
ments comprise the primary pathway to becoming a teacher. Teacher certification
functions as a gatekeeper of teacher quality, but it does not necessarily guarantee
teacher effectiveness (Kane et al., 2008). A comparison study that discussed quality
assurance in teacher education among 17 countries ranked the teachers in Singapore
and Taiwan at the top, focussing on the subject of mathematics, the teaching profes-
sion in general, and student learning outcomes (Ingvarson & Rowley, 2017). Unlike
the highly centralized control over teacher preparation seen in Singapore, deregula-
tion of teacher education in Taiwan which was originally manifested to attract talents
from different backgrounds has led to an oversupply of teachers, making the teaching
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market very competitive (Wang & Fwu, 2014). The low birth rate in recent decades
has made the situation even worse, with as few as 2% of qualified teachers finding
placement annually (Li, 2013). In this way, identifying the attributes of qualified
teachers who successfully find employment would make the selection process less
opaque.

We are interested in determining the key attributes that allow certain candi-
dates to succeed in a bottleneck situation in which thousands of qualified teachers
compete for significantly fewer placements. Traditionally, researchers have used
multivariate statistical analysis to identify the interaction and contribution of target
factors affecting effective teaching and learning. In this study, we collected meta-
data on teacher candidates to explore what the most favoured attributes of successful
teacher candidateswere at checkpoints along the path to placement. Rather than using
a top-down, theory-driven method, we employed decision trees to uncover patterns
of success in an opaque job market, as well as to engage in a data-driven examination
of teacher development and the selection process. The methods and findings of this
study are not solely case based; instead, this use of machine learning will bring new
insights to teacher education.

Background

Teacher preparation is essential to equipping the next generation (Darling-Hammond,
2000b). Metadata such as course grades and school performance that are grossly
but innately generated throughout teacher development may reveal certain aspects
of teacher candidates, but such data can be messy and difficult to analyse. Some
researchers have argued that course grades have only a limited association with
teacher effectiveness, with the exception of methods-related courses (Ronfeldt et al.,
2014). The present study attempted to unearth attributes of successful teacher
candidates, from which the quality of prospective teachers can be anticipated and
improvement plans for teacher education can be proposed.

Attributes of Effective Teachers

To develop teachers “professional competence”, individualsmust develop their peda-
gogical skills and knowledge, as well as certain personal traits, attitudes, and beliefs
(Liakopoulou, 2011). Capable teachers’ knowledge and academic degrees may bring
positive impacts to students’ academic performance, especially with regards to
content-focussed subjects like mathematics at middle or high school levels (Gold-
haber & Brewer, 2000; Harris & Sass, 2008). Pedagogical Content Knowledge
(PCK) is viewed as craft knowledge that accommodates teaching and learning needs
(Grossman, 1990; Shulman, 1987). It transforms alongside teachers’ actual practices
and reflections (Cochran-Smith & Lytle, 1999). Although student teachers need to



29 From Student Teachers to Hired Educators: Exploring … 591

build up their didactic knowledge (i.e. pedagogical knowledge, [PK]) in addition
to their academic majors (i.e. content knowledge, [CK]), it is even more important
for them to integrate what they have learned, such as teaching subject matter in a
language students understand (i.e. PCK) and properly managing their classrooms
(i.e. PK). Intensively supervised clinical work has also been found to be important,
since it functions like a capstone course connecting what has been learned to how
teaching and learning actually function in school (National Council for Accreditation
of Teacher Education, 2010; Ronfeldt et al., 2014). Since novice teachers’ profes-
sionalism mainly comes from the courses they take as part of their academic degrees
or teacher education programs (TEPs), personal course records such as course types
and score performances can be used as predictors of their success in early teaching
careers, though may not be as useful with experienced teachers.

Non-cognitive abilities comprise another part of professional competence that
has been found to make a significant impact on teachers’ effectiveness and level
of passion for their career. Many researchers have analysed teachers’ personali-
ties by using the “Big Five” model, wherein five domains (i.e. openness to experi-
ence, conscientiousness, extraversion, agreeableness, and neuroticism) are thought
to be predictors of their job performance (Anglim & Grant, 2014; McCrae & Costa,
1987). Psychomotor characteristics like resilience and self-regulation are critical to
teacher effectiveness (Gutman&Schoon, 2013; Klassen&Tze, 2014).Motivation to
become a teacher and continuously engage in teaching profession is usually bonded
to teacher’s perceptions of career values, collections of prior teaching and learning
experiences, and dedications to making a social contribution (Richardson & Watt,
2006; Watt & Richardson, 2007). These non-cognitive attributes are longitudinally
shaped by teachers’ sociocultural context and educational environment (Klassen
et al., 2018). They were also found to positively influence future students’ academic
achievement whether or not combinedwith teachers’ cognitive traits (Klassen&Tze,
2014; Rankoff et al., 2008). Psychometric tests or situational judgement questions
may be good tools for employers to estimate candidates’ non-cognitive attributes, but
from a naturalistic perspective the attributes that characterize quality teachers should
be observable when they are working their teaching degrees. Therefore, records like
extra-curricular activities and related honours probably can serve as substitutes for
non-cognitive detectors.

Systems of Teacher Selection

Teacher preparation is a long journey for both motivated individuals and the govern-
ment enhancing the quality of education. Checkpoints prior to certification serve
as markers of qualification attainment. Wang and colleagues at the Educational
Testing Service (ETS) (2003) compared the teacher education and selection systems
of eight countries. The processes were quite similar, but related criteria or thresh-
olds were found to be weighted differently. High school GPAs and national exam-
inations are often used as indicators for whether someone should be admitted to
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a teacher education program (e.g. in the USA). The length of student teaching
can vary from three to four weeks in Japan, to 12–18 months in the Netherlands.
England andmost US states require their teacher candidates to pass certification tests
after completing TEP. Taking the standards-based Teacher Performance Assessment
(edTPA) in the USA as an example, student teachers are evaluated on their subject-
specific instructional performance via artefact and commentary tasks collected during
their student teaching or internship placements. Their pedagogical practices are eval-
uated according to three main aspects (i.e. planning, instruction, and assessment),
their use of academic language, and ability to engage in robust instructional reasoning
(AACTE, 2013). Although teaching credentials are issued upon qualification fulfil-
ment and/or examination, research findings do not consistently support the notion
that certified candidates are necessarily more productive or significantly outperform
those without certification (Kane et al., 2008; Wilson & Youngs, 2005).

The hiring process involves significant competition. Common methods of eval-
uation include interviews with school principals and faculty, teaching demonstra-
tions, and integrity tests (e.g. job knowledge, PCK, and situational judgement tests)
(Rutledge et al., 2008). Soft skills (e.g. teamwork, interactions with students and
parents) are pivotal to teaching, so situational judgement tests that demand candidates
rationalize their in situ responses and educational decisions have become popular.
The reality is that decisions regarding teacher placement are often opaque to candi-
dates. The mismatch between teacher surplus, vacancy distribution, and lower entry
standards in lower-income schools would make teacher quality unstable (Darling-
Hammond, 2006; Whipp & Geronime, 2015). Selection and screening criteria often
vary by district and school, as well as by need, and hence the attributes of selected
teachers are case-sensitive. Therefore, mining several years of data for successful
candidates versus those who failed to be placed will give a general picture of the
overall hiring criteria.

Research Questions

Darling-Hammond (2003) described teacher development as “a black box” (p. 303).
This does not simply refer to the mystery of knowledge transformation, but also
the factors affecting teacher recruitment (e.g. vacancies, policies). Along the teacher
education pipeline, there can be problems of leakage (i.e. candidate exits), flow
control (i.e. supply and demand), teacher quality (i.e. the competitiveness of the
teacher market), etc. Consequently, a construct as complex as teacher qualification
should be evaluated at different checkpoints, since teaching is a multifaceted profes-
sion that needs time to mature. In this study, we collected the records of student
teachers’ academic degrees andTEP.Dataminingwas then used to explore prediction
rules for success at each checkpoint.
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Method

Student teachers’ PCK is mainly accumulated from their learning experiences in
education programs. Records of their learning, such as course scores and teaching-
related activities, can also contribute to their PCK.Decision treeswere used to explore
their critical attributes and any patterns that distinctively marked successful groups
of students at different checkpoints.

Data Selection

In Taiwan, colleges and universities are allowed to offer teacher education programs
if they are authorized by the Ministry of Education. As shown in Fig. 29.1, students
who are interested in becoming school teachers in either primary or high school
need to pass the TEP selection criteria (differs per school) and register themselves
with TEP (stage 0), complete the requirements for their teaching degree (stage 1),
pass their teacher certification examinations (stage 2), and be selected via a teacher
screening process (stage 3). Teaching certificates are issued upon their reception of
a diploma, successful completion of the required courses and a half-year internship
(TEP requirements), and certification examinations. Their certificate indicates the
subjects they are qualified to teach, which are usually bounded by their major or
the course requirements they fulfilled. Table 29.1 lists the guidelines by which the
courses were classified and then entered into data mining procedures. Only certified
teacher candidates are qualified to attend the school- and district-based screening

Experiment 1

Experiment 2

Stage 0 Stage 1.1 Stage 1.2 Stage 2 Stage 3

Enter 
into TEP

Fulfill TEP course 
requirements

Serve teacher 
practicum

Pass teacher 
certification

Success (n=1694)2

Fail (n=1167)3 Success (n=527)4

Fail (n=790)1 [discontinued (n=67)1]

Enter 
into TEP

Fulfill TEP course 
requirements

Serve teacher 
practicum

Pass teacher 
certification

Pass teacher screening 
and selection

Fig. 29.1 Checkpoints in teacher education path and experiment designs for machine learning.
Note:
1. a means the number of students who completed course requirements (stage 1.1) but not serve
teaching practicum (stage 1.2) or pass teacher certification exams. This group was not considered
in experiment 1 since their performances might be different from other groups
2. 1 and 2 were the two groups analyzed in the experiment 1; 3 and 4 were the two groups analyzed
in the experiment 2.



594 Y.-F. Yeh et al.

Table 29.1 Rules for categorizing courses by knowledge type

Attributes Description

1. Grade levels 1 = bachelor’s degree, 2 = graduate
degree, 3 = Ph.D.

Learning records in TEP

2. Teaching practicum score The score that a student teacher earns
for their performance in the half-year
teaching practicum

3. Participation in instructional
competitions

Amount of participation in
instructional competitions held by
TEP

4. Awards from instructional
competitions

Number of awards won from
instructional competitions held by
TEP

5. Extra teaching certificates Numbers of teaching certificates
beyond the first teaching certificate.
(Extra certificates are issued upon
fulfilment of mandatory courses
required for subject specialization,
based on the Course Requirements for
Teacher Certification.)

Professional knowledge estimation Knowledge Type

6. cer_man (T) Total scores of mandatory certification
courses (example: English–Chinese
Translation)

CK

7. cer_man (ct] Numbers of courses listed in attribute
#6

8. cer_man (avg) Average scores of courses listed in
attribute #6

9. cer_ele (T] Total scores of elective certification
courses (example: Children’s and
Young Adults’ Literature in English)

CK

10. cer_ele (ct) Numbers of courses listed in attribute
#9

11. cer_ele (avg] Average scores of course listed in
attribute #9

12. dep_CK (T) Total scores of academic knowledge
courses (example: Functional
Grammar of the English Language)

CK

13. dep_CK (ct] Numbers of courses listed in attribute
#12

14. dep_CK (avg) Average scores of courses listed in
attribute #12

15. PE_PK (T] Total scores of pedagogical knowledge
courses (Educational Psychology)

PK

(continued)
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Table 29.1 (continued)

Attributes Description

16. PE_PK (ct) Numbers of courses listed in attribute
#15

17. PE_PK (avg) Average scores of courses listed in
attribute #15

18. dep_PCK (T) Total scores of courses on
discipline-specific pedagogical issues
(example: Literature in EFL
Instruction)

PCK

19. dep_PCK (ct) Numbers of courses listed in attribute
#18

20. dep_PCK (avg) Average scores of courses listed in
attribute #18

21. PE_PCK (T]) Total scores of courses on
discipline-specific teaching methods
(example: English Teaching Methods)

PCK

22. PE_PCK (ct) Numbers of courses listed in attribute
#21

23. PE_PCK (avg) Average scores of courses listed in
attribute #21

24. dep_PK(ed) [T] Total scores of pedagogical
knowledge-related courses (Dep. of
Education)a

PK

25. dep_PK(ed) [ct] Numbers of courses listed in attribute
#24

26. dep_PK(ed) [avg] Average scores of courses listed in
attribute #24

27. dep_CK(ed) [T] Total scores of education-related
courses (Dep. of Education)a

(example: Education Administration
and Management)

CK

28. dep_CK(ed) [ct] Numbers of courses listed in attribute
#27

29. dep_CK(ed) [avg] Average scores of courses listed in
attribute #27

aOnly taken by education majors

processes, which include interviews and teaching demonstrations (or written tests).
Therefore, the two major checkpoints for this teacher education roadmap are: 1)
teacher certification and 2) screening and selection.

The sample for this study was collected from student teachers at a university
that was originally a teaching college in Taiwan. The minimum number of years of
attendance for student teachers graduating with bachelor’s and TEP degrees is five,
whereas it is three for those obtaining master’s degrees. Given that student teachers
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may not pass certification immediately upon graduation, the sample included those
who enrolled as first-year undergraduate or graduate students from 2003 to 2005,
for which a full cycle of teacher development was accessible. The full cycle meant
a five-year TEP study plus an estimation of three years for placement. TEP students
who enrolled after 2006 were not included in this study, due to the unavailability of
a list of those who successfully became teachers.

This study only focussed on student teachers teaching the 10 main middle school
subjects (i.e. Chinese, English, history, geography, math, biology, chemistry, earth
science, physics, and civic education). The sample (n = 2551) included student
teachers from the academic departments corresponding to the ten core subjects
mentioned above,mainly the schools ofLiberalArts, Science, andEducation. Student
teachers with degrees in Education were eligible to teach these subjects only if they
first fulfilled the course requirements for subject-based teachers.

A total of 29 attributeswere collected to predict whether student teacherswould be
successful at particular checkpoints (see Table 29.1). The records of the course grades
(professional knowledge estimation) listed in Table 29.1 were formulated according
to three formats for each student: the total grade scores (T), average scores (avg), and
number of courses taken by the student (ct). Each estimation format revealed different
information, such as the total grade scores for general understanding, average scores
for knowledge depth, and course count for knowledge breadth. Learning records also
included student teachers’ performances in teaching practicums and participation in
instructional competitions.

Data Analysis

The open source WEKA software incorporates a number of machine learning
methods and algorithms for automatic data mining. WEKA users can evaluate
competing models to find the one with the best learning performance (Dekker
et al., 2009; Sharma & Jain, 2013). In this study, we used rule-based classifiers (i.e.
ZeroR, OneR, PART), decision trees (i.e. J48, AD Tree), and Multi-Layer Percep-
tron (MLP). According to Witten et al. (1999), both rule-based classifiers and deci-
sion trees are useful in examining data and inducing prediction rules for distinctive
groups. The performance by ZeroR, due to the primitive models it generates through
numeric average algorithms, were viewed as a baseline for each experiment. The
learning performance generated byMLP offered upper-band predictive performance
estimations for neuro-network models with embedded nonlinear decisions.

During classification, stratified cross-validation was used instead of testing the
training data. Repeatedly averaging the learning performances of randomly parti-
tioned data sets usually generates more accurate estimations (Diamantidis et al.,
2000). Ten folds are commonly used, though that number can also be determined
by the size of the data set (Sharma & Jain, 2013). Performance measures inform
model evaluations, but there are no absolute cut points and there can be trade-offs.
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Generally speaking, the higher the values, the better the predictions. Kappa statis-
tics measure the agreement of the true class predictions with random guesses. F-
measure suggest how balanced the precision and recall are for the prediction rules,
but with limited information regarding the correct labelling of case classifications
(Sokolova et al., 2006). Receiver Operating Characteristic curves (ROC) diagnose
decision performances considering compromises between sensitivity (False Posi-
tive Fraction) and specificity (False Negative Fraction). Values approaching 1 mean
excellent predictability, while values around 0.50 imply worthless prediction rules
(Metz, 1978). The rule of thumb in evaluating algorithm-based learning models is to
comprehensively consider the statistics.

Predictors for successful teacher certification and placement were explored
through learning models with different algorithms. The cohorts in each experiment
were purposefully manipulated, based on checkpoint passes or fails (see Fig. 29.1).
Experiment 1was designed to explore the prediction rules for student teachers’ ability
to pass teacher certification examinations. The cohort for success was successful
certification (n = 1694), while the cohort for fail was the group which did not
complete their TEP (n = 790). The successful group in experiment 1 was further
sub-grouped into cohorts of those who passed the teacher screening process (n =
527) and those who did not but were certified to teach (n = 1167). That is, experi-
ment 2 was designed to explore prediction rules for those who were able to pass their
teacher screenings and gain employment as teachers. Further investigations regarding
whether the rules for success differed by academic school were also carried out in
experiments 3.

Results

To find the prediction rules best suited to explaining the data sets, the performance
measures of the learning models were compared; the rules revealed by the model
with the highest performance were then adopted. The prediction rules indicated the
thresholds for the knowledge determined to be most critical to passing different
checkpoints.

Experiment 1: Predictors for Student Teachers to Become
Certified

In Experiment 1, the AD Tree performed better than the other algorithms (see
Fig. 29.2 and Table 29.2). Rules regarding total scores from PK and PCK courses
offered by TEP (Rule 1A, Rule 1C) corresponded to the course requirements for
teaching degrees: 10 PK courses two PCK courses (course waivers could have
applied). Rule 1B pointed out an upper limit for total scores in education-related
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Fig. 29.2 Decision tree for students who passed teacher certification examinations (Experiment 1)

Table 29.2 Learning analytics performance and prediction rules for successful groups at main
stages in teacher education

Zero R One R PART J48 AD
Tree

MLP

Experiment 1: certification [success (n = 1694)/fail (n = 790)]

Kappa 0 0.623 0.495 0.447 0.536 0.618 Rules from the AD Tree:
1A. PE_PK(T)�586.5
1B. dep_CK(ed)(T) <
788
1C. PE_PCK(T)�163.5
1D. dep_CK(T)�1324.5
+ PE_PK(T)�370.5

F-Measure 0.553 0.841 0.788 0.768 0.805 0.838

ROC 0.499 0.785 0.804 0.778 0.844 0.844

Experiment 2: screening and selection [success (n = 527)/fail (n = 1167)]

Kappa 0 0.088 0.119 0.110 0.175 0.144 Rules from the AD Tree:
2A. PE_PCK(T)�257.5
+ PE_PK(T)�936.5 +
PE_PCK(avg.)�91.125

F-Measure 0.562 0.623 0.632 0.629 0.66 0.640

ROC 0.497 0.537 0.592 0.587 0.64 0.617

knowledge courses offered only to students with Education degrees (dep_CK),
implying that less energy should be directed towards these types of classes. Indi-
cations for students’ scores in CK courses (Rule 1D) were not interpreted as predic-
tors for passing teacher certification examinations, because these thresholds met the
degree requirements for students in the Schools of Liberal Arts and Science.

Experiment 2: Predictors for Teacher Candidates to Become
Hired

The performances of the learning models used in Experiment 2 were less powerful
than those in Experiment 1 (see Fig. 29.3 and Table 29.2), which meant that there
might be other possible variations on the suggested rules. Prediction rules generated
by the AD tree indicated that those who became career teachers would also have
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Fig. 29.3 Decision trees for who were hired as school teachers (Experiment 2)

high-quality PCK based on the total and average scores, the thresholds for which
were no lower than 257.5 and 91.125, respectively. Total high scores on PK courses
also suggested that students either took more than just the basic class requirements
(10 courses), or they attained high average scores.

Experiment 3: Predictors Varied by Candidates’ Disciplinary
Backgrounds

An additional experiment was conducted regarding the successful and unsuccessful
cohorts, (see Fig. 29.4 andTable 29.3). However, noworthwhile prediction ruleswere
obtained for teacher candidateswith liberal arts degrees, due to the poormeasurement
performance of the learning models. As for teacher candidates in the science field,
the AD tree suggested only one prediction rule: PCK played an important role (see
Fig. 29.4a). Rule 3-2A showed that those who successfully became science teachers
took at least one PCKcourse offered by their department and earned high grades, even
though it was not required for either their academic or teaching degrees. Therefore,
we suspect that those successfully transitioning to teaching careers (from certification
to job placement) are either highly motivated to become science teachers or eager
to strengthen their instructional skill; either would motivate them to take extra PCK
courses and earn high grades.

As for Education majors, the prediction rules generated from J48 best explained
the data set. In the J48 decision, the size of each leaf was indicated by two numbers
in brackets; the former correctly classified cases and the latter referenced those that
weremisclassified (Rule 3-3 in Fig. 4b and Table 29.3). Regarding the size of the data
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Fig. 29.4 Decision trees for the hired by disciplinary backgrounds (Experiments 3). a Candidates
from the school of science, b candidates from the school of education

(n= 303), the leaf size was set to 2 as the default. Results with smaller sizes needed
to be interpreted with caution. Two rules with more classified cases confirmed the
demand for students with high-quality PCK, based on rules indicating that successful
students took at least three PCK courses and earned a total score of no less than 263
(see Rules 3-3C and 3-3D). Good CK commands (i.e. cer_man and cer_ele) were
worthy of pursuit (see Rules 3-3A and 3-3C), though there were some exceptions
(see Rules 3-3B and 3-3D). Some clarification of CK, especially for the Education
majors, needed to be made. They referred to the CK of the subjects they attempted
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Table 29.3 Learning analytics performance and prediction rules at the checkpoint of teacher
screening and selection

Zero R One R J48 AD Tree MLP

Experiment 3.1: students with Liberal Art degrees [successful (n = 251)/fail (n = 609)]

Kappa 0 0.066 0.022 0.042 0.080

F-Measure 0.587 0.631 0.605 0.605 0.634

ROC 0.497 0.528 0.549 0.549 0.574

Experiment 3.2: students with Science degrees [successful (n = 131)/fail (n = 399)]

Kappa 0 0.098 0.080 0.207 0.101 Rules from the AD Tree:
3-2A. dep_PCK(T)�92.5 +
dep_PCK(avg.)�89.22

F-Measure 0.647 0.685 0.681 0.724 0.668

ROC 0.495 0.540 0.602 0.678 0.587

Stage 3.3: students with Education degrees [successful (n = 145)/fail (n = 159)]

Kappa 0 0.138 0.286 0.261 0.148 Rules from the J48:
3-3A. PE_PCK(T)�263 +
cer_ele(ct)�15 + cer_man(ct) < 16 +
cer_man(T) > 1299 [7.19/0.94]
3-3B. PE_PCK(T)�263 + cer_ele(ct) >
15 + cer_ele(T)�1536 [4.90/0.77]
3-3C. PE_PCK(T) > 263 +
PE_PCK(ct)�4 + cer_ele(avg.) > 81.89
[124.35/33.24]
3-3D. PE_PCK(T) > 263 +
PE_PCK(ct)�4 + cer_ele(avg)�81.89
+ cer_man(ct)�11 [6.5/1.24]
3-3E. PE_PCK(T) > 263 +
PE_PCK(ct)�4 + cer_ele(avg)�81.89
+ cer_man(ct) > 11 + PE_PK(ct) > 11
[2.24/0.23]
3-3F. PE_PCK(T) > 263 + PE_PCK(ct)
> 4 + PE_PK(ct) > 11 [3.24/0.23]

F-Measure 0.359 0.570 0.644 0.629 0.575

ROC 0.489 0.565 0.623 0.632 0.611

to teach, rather than the CK specific to Education majors (denoted as dep_CK(ed)
in Table 29.1). For example, candidates who majored in Education and minored
in Mathematics were expected to be more knowledgeable about pedagogy and less
competent in math-related topics, when they were compared to those who majored
in Mathematics for the openings of middle school math teachers. In this study, their
performance scores for CK specific to Education majors (denoted as dep_CK(ed))
were found not to be included in the predication rules at all, not even scores from
any PK or professional education courses they took in their TEPs or department.
Among the cohort of Education majors, it was the CK of the subjects besides the
PCK they attempted to teach that critically determined their success in becoming
middle school teachers.
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Discussion

Machine learning from metadata has become more popular in recent decades, espe-
cially among education researchers. At-risk and talented students alike can be iden-
tified and better assisted if students’ learning data can be meaningfully interpreted.
Some researchers have tried to predict which students are at a high risk of dropping
out, while others have used data to project university students’ levels of achievement
(Dekker et al., 2009; Superby et al., 2006). Similarly,weused decision trees to explore
key attributes of student teachers who succeeded at various checkpoints. The rules
identified, though machine generated without a theoretical framework underpinned,
echoed to what we knew of PCK as the foundation of teachers’ professionalism.
Findings of rules shared within successful cohorts made sense in terms of teacher
development or job seeking strategies. Using machine learning algorithm as a data-
driven approach, though not common in educational studies, are worthy of being
attempted and deployed to explore innovative ideas when the data formats permit.

First, success in attaining a teaching certificate primarily corresponded to the
completion of TEP requirements. That is, it was not difficult to pass the certification
test if the student teacher completed all the TEP coursework and teaching practicum.
We did not attempt to judge if the TEP dropout rate (approximately one-third of
student teachers) was high or not from the perspective of young students exploring
their career options. For example, student teachers in science areas who earned
extremely high scores in CK (and thus had great potential) might not necessarily
complete their teaching degrees, since they might find better non-teaching jobs.
Workshops and related measures designed to help college students better understand
themselves and the teaching profession would probably decrease the TEP dropout
rate, ensuring that the student teachers recruited were both motivated and talented,
and thus the TEP’s learning resources were better allocated.

Second, PCK scores served as a powerful success rule across various stages and
disciplinary groups, suggesting that teacher educators should holistically strengthen
students’ knowledge and competence regarding the subjects they seek to teach. The
thresholds for PCK and PK performance for receiving a placement were found to be
higher in terms of the number of related course being taken, as well as the average
scores, as compared to those identified for certification. This aligns with previous
findings showing that methods-related courses were most critical in teacher prepara-
tion (Ronfeldt et al., 2014). In a jobmarket with only a 2% successful placement rate,
those succeeding at each checkpoint are likely to have excellent CK and PK, in addi-
tion to PCK.One interesting observation stemmed fromvariations according to disci-
pline: PCKwas pivotal for science backgrounds but CKwas necessary for Education
majors. Science-related subjects greatly demand abstract thinking, so teachers who
were good at translating science knowledge into a language that students could
understand were favoured in their teaching demonstrations and school interviews.
Moreover, we expect that successful individuals with Education degrees will outper-
form their competitors due to their robust knowledge of pedagogy. In reality, the
majority of the success rules favoured those with a command of both PCK and CK.
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Considering that all of the teacher candidates were academically proficient (science
knowledge for Science majors and pedagogy for Education majors), what makes
teacher candidates stand out from their competitors may be their outperformance in
weakest area for most other candidates in the pool. This explain the importance of
PCK for Science majors and CK for Education majors.

Finally, the substantial difference between the high teacher certification passing
rate and extremely low placement rate forced us to reconsider the teacher selec-
tion process. The half-year teaching practicum scores were not indicated in
any of the success rules, which contradicted their intent to engage students in
coherent instructional practice (Darling-Hammind, 2006). Therefore, we suggest that
practicum scores be graded truthfully and also separately for categories like school
administration, classroom management, subject content instruction, and student
counselling.

The rules for success that were identified from the algorithms were fitted to the
data sets not just from a statistical perspective, but also according to theoretical and
practical reasoning. Romero and Ventura (2007) viewed data pre-processing such as
pre-selection and pre-organization as necessary, since the embedded patterns could
be better identified when the metadata were cleaned and transformed to have the
least amount of noise. The scores used in this study came from approximately 9700
courses; analysing such a large body of raw data is impractical because the sizes
of the leaf and branch nodes in the decision trees are too small to be meaning-
fully interpreted. Therefore, we used a tertiary knowledge construct (i.e. PCK) to
frame these seemingly unrelated scores and estimate the proficiency of each knowl-
edge subset. Variances caused by different grading systems and academic major
requirements could also be minimized or adjusted through such score recalculations.
Evidence such as the good performance of the learning models, in addition to the
prediction rule, suggests that this use of a meaningful framework is a feasible way of
completing the data pre-processing. Thus, the success rules for the “teacher screening
and selection” stage were considered to be trustworthy.

Conclusion

Data mining can serve as a means of exploring the unknown, but the data must first
be pre-processed according to a meaningful framework that facilitates the legitimacy
of cross-discipline comparisons. The results of the data mining conducted for this
research show PCK to be the key body of knowledge for student teachers seeking to
become certified and eventually selected for careers in the field. Teaching middle or
high school may not require a great command of CK, whereas PK that takes the form
of facilitating general instruction and quality interaction with students can hardly be
observed in short-term job interviews. In response to the pressure of the extremely
low rate of placement, teacher candidates must work hard to prepare themselves to
become qualified and quality teachers. It is not surprising to see high scores from the
successful cohort, but candidates who seek success probably need to reverse their
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thinking. What makes them stand out from the pool of prospective teachers should
be avidly planned and pursued. Such characteristics are probably the weakest areas
commonly shared by those with same academic background.

This research does not attempt to overemphasize the importance of PCK as the
key success rule, since this rule would be at risk of being overturned if all teacher
candidates only pursued high scores in PCKcourses,making their PCK scores impor-
tant but less discriminative. In authentic teaching contexts, both knowledge integra-
tion and instructional quality are coherently hinged and cooperatively enhanced. No
matter how mysterious or temporary the gate-keeping standards can be, a balanced
development of teachers’ professionalism should still be the goal.
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Chapter 30
Changes in Teacher Education
Requirements in Thailand
in the Twenty-First Century
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Abstract This paper examines the recent structural changes in program require-
ments of an undergraduate teacher education program in Thailand. A historical
overview of Thai teacher education policy, structure, and practice serve as a back-
drop for discussion of the proposed policy changes of 2019. The new policy features
the reduction of mandatory five-year teacher education curriculum from five to four
years; the introduction of ambitious English language skills and soft-skill examina-
tion thresholds; and adrastically restructuredpre-service experience for new teachers.
Using documentary analysis, the paper evaluates the proposed 2019 policy changes,
they consider issues revealed through the ongoing practice and implementation of
the policy and provide recommendations for further study.

Keywords Teacher education · Teacher education policy · Teacher education
structure · Teacher education curriculum

Introduction

Thailand stands out from other Asian counterparts in its distinctive culture, language,
history, society, and approach to education. Unlike its Southeast Asian neighbours,
Thai educational practices do not predominantly derive from the Confucian philoso-
phies and ways of life that underpin educational practices in other East Asian coun-
tries such as China, South Korea, Vietnam, and Singapore (Suwansirimethi, 2007).
Instead, the history, culture, and practices of Thai education derive more from Indian
civilization and Western traditions. Thai philosophies and practices of education are
singularly distinct from its Asian neighbours in that they are deeply influenced by
the tenets of Theravada Buddhism, which is currently practised by 90% of Thais
and which, for over twelve centuries, has guided and moulded the lifestyles, social
manners, traditions, and character of Thai people.
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In keeping with its cultural distinctiveness, Thailand also faces challenges as
it maps out educational policy and practice for globalization and the twenty-first
century and seeks to compete in the ASEAN Community and global level. These
challenges include a diminishing supply of quality teachers; fits and starts in educa-
tional policy over the last two decades; uneven funding for rural and urban schools;
the challenges of meeting the curricular needs of a culturally diverse nation; and the
sudden mandate for achievement in the sciences, technology and English language
amidst a shortage of adequate resources and teaching talent, teacher workload on
other tasks and debts situation of teachers (Thongying, 2016).

Many of these educational challenges are indeed shared in common with Thai-
land’s Asian neighbours, but as we shall see in this chapter, Thailand’s historical
efforts to embrace and adapt Western ideals, culture and standards of education for
over a century present a unique context. A large number of studies by Thai and
foreign academic revealed that Thai education reform including teacher education
reform continually since King Rama V, showed both advantages and disadvantages.
Since 2007, the five-year teacher education curriculum was used for 14 years, then,
in 2017, the Thai Ministry of Education (MOE) unveiled a new wave of education
reforms intended to respond to the many challenges. The new policy, which came
into effect in 2019, reduces the nationally mandated undergraduate teacher education
program from five years to four years; a starkly reduced Practicum in the Profes-
sion of Teaching pre-service program; and the introduction of high-stakes English
language certification examinations for teacher licensing. In this chapter, we consider
this policy and the issues that surround it as one that is endemic to the problems of
Thai educational policy and reflective of global issues in the evolution. To study on
the problems with consideration of the benefits and obstacles of the five- to four-year
reduction in teacher education curriculum in Thailand. A thorough discussion of the
new policy is set against the historical backdrop of Thai teacher education.

Historical Overview of Teacher Education in Thailand

Teacher education in modern Thailand finds its roots in a long tradition spanning
over eight centuries of chronicled history of Siam. Following Fry (2002), Thongthew
(2014), Jamjuree (2017) and others, this paper breaks the history of Thai educational
policy into distinct phases, which are defined according to historical, political, and
economic factors and contexts that have shaped education policy. For the purposes
of this discussion, we aim to identify the following phases: The Early Traditional Era
(1187–1868); Modernization of Education (1868–1945); The Dawn of the Profes-
sional Teacher (1946–1999); and the period following the Education Reform Act of
1999 leading up to the present.

From the earliest appearance of teacher education during the Sukothai and
Ayuthaya eras (1187–1870) to themid-nineteenth century, teacher education in Thai-
land or called Siam in the former time was guided and shaped by the principles and
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practices of Theravada Buddhism. Over the nearly seventh-century span of the tradi-
tional era, education in the Kingdom of Siam primarily existed in the domain of
temples, families, and palaces. Teaching and learning in the form of living and guid-
ance to be virtuous persons. The scriptural language of Pali was taught along with
grammar, mathematics, astronomy, and such at local temples by monks.

As in most agrarian societies, life skills and traditions were passed from one
generation to the next through family and community. Hence, the three components
of family, temple, and palace, in the case of royal or upper classes, form an essential
triangle at the foundation of Thai education (Ministry of Education (MOE), n.d.).

Under this configuration, monks, parents, and community leaders or local
wisdoms teachers worked together to transfer vocational skills including farming,
fishing, crafts, as well as Buddhist teachings and cultural lore to children and young
adults in their communities. Although formal teacher education did not exist during
this period, teachers were expected to possess qualities of “knowledge and morality”
(Jamjuree, 2017). At the palace, which was the place to gather local wisdoms in
many fields to serve the king and royal family especially in handicrafts and royal
rites, can be called the main setting of the kingdom’s knowledge transferred from
generation to generation (Phantasoot, 2019).

The traditional education system in Thailand continued until the early
Rattanakosin era, with the industrial revolution in Europe,Westerners from the Euro-
pean continent, such as the Portuguese, reconnected with the kingdom for merchant
and evangelization after having quitted in the late Ayutthaya period, followed by
other countries like England, France and Holland. King Rama III of Rattanakosin
Thailand further opened the country to welcome western people for mercantile and
accepted new technology into the country likemodernmedicine and the printed press
(ibid.).

To further illustrate the historical setting of the time, Nitungkorn (2000) described
that during the reign of King Rama III, inscriptions of knowledge in various fields
such as medicine, Buddhism, literature, and the art of Thai traditional massage were
commissioned to be painted and etched on the walls of Wat Phra Chetupon (Wat
Pho) in Bangkok, with the purpose to encourage learning. In addition, a fundamental
volume of Thai textbookswas composed, among those, the Chindamaneemanuscript
written in 1672, was one of themost famous books. During the same period, mission-
aries from theUSAstarted to arriveBangkok and initiated the organization of schools,
however with little success. Only children from Chinese immigrants studied at the
missionaries’ schools, while Thai families opted out from sending their child there
due to religious reasons. Nonetheless, a small group of Thai princes and elites were
keen in Western knowledge and among them included the future to be King Rama
IV.

The reign of King Rama IV (1804–1868) was marked by Siamese diplomacy with
theWest. Rama IV, known asKingMongkut (meaning “crown” in Thai), successfully
counteracted and averted Western military incursion through the negotiation of new
policies with theWest and the embrace of Western culture, education, and traditions.
King Mongkut had received a Western education himself and was interested in the
study of science. He was fascinated in astronomy and could predict a total eclipse
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in 1868. From his achievements, Thai people named him the Father of Science
in Thailand (Yuenyong & Yuenyong, 2012). He also had an extensive vision and
employed a British governess, Anna Leonowens, to educate his own children and
the royal family. Leonowens and otherWesternmissionaries helped lay a distinctively
Western cornerstone for the future of Thai education—one that was consequently
strongly influenced by the British Education system.

KingRamaV, known asChulalongkorn, succeeded the throne in 1868 and brought
about significant structural changes, reform, andmodernization to nearly every sector
of Siamese society during his reign. Under his rule spanning from 1868 to 1910,
King Chulalongkorn also brought about the modernization in teacher education in
Siam. Mounier and Tangchuang (2010) observed that this transformation was char-
acterized by the rising significance of the organization of teaching and learning in
Siamese society. As a product of the Western education that his father had promoted
within the royal court, Chulalongkorn would continue to embrace Western ideals
and ideas of education. The monarch envisioned Western schooling as a potential
vehicle for the reliable production of an educated citizenry capable of fulfilling the
demand for governmental leadership throughout the Kingdom and like his father,
the king recognized the strategic potential of a centralized education system for
nation-building as well as for protection against colonial intrusion. As Fry (2002,
p. 5) pointed that “King Rama V recognized that human resource development was
critical to a nation’s economic success and prosperity; that education needed to have
an important moral dimension; and finally, that there was an important element of
creativity and aesthetics also as an important element in education”.

King Chulalongkorn’s younger brother Prince Damrong Rajanubhub would
become a central influence on the foundation of Siamese education. From 1880–
1892, Damrong served as the Kingdom’s first Director of Public Instruction and
would later serve asMinister of Interior. Prince Damrong coordinated across the triad
of theMinistry of Education, theMinistry of Interior, and local Buddhist monasteries
to establish the first centralized education system that could begin to reach poorer
rural regions such asUdonThani Province in the north-eastern region of Siam.During
his tenure as Director of Public Instruction, Prince Damrong authored a paper enti-
tled “Opinions of Education” which helped guide King Chulalongkorn’s policy and
would later serve as a philosophical foundation for the “Education forAll”movement
of the twentieth century (Fry, 2002).

As part of this effort, the Kingdom’s first teacher education/training school to
create primary school teachers was established in 1892. At the time all school princi-
pals were British, thus teacher education followed the British education traditions of
teaching and learning. From 1892–1900 the production of primary school teachers
was the fundamental concern of teacher training schools, but all school teachers
during this phase had been trained under the so-called traditional teacher training
model conducted by teachers colleges. According to the model, those who aspired to
be teachers were required to study for an additional year in a teacher training school
after completing their secondary education. In 1903, teacher training for secondary
educators was first introduced. For secondary teaching candidates, an additional two
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years of teacher training was required for teaching candidates after they completed
their secondary education (Thongthew, 2014).

In 1910, King Rama VI, known as Vajiravudh, ascended the throne and followed
in the spirit of his royal forefathers as he brought about progressive, systematic,
and widespread reforms on education throughout the Kingdom of Siam, particularly
teacher education and professional development in rural areas. As Jamjuree (2017)
classified this period to be the era of teacher education for the Siam national reform
which began the establishment of teacher training schools to prepare teachers in
Bangkok and cities around the capital in coherence with the era of developing and
modernizing the nation.

As an alumnus of the University of Oxford, Rama VI’s legacy was marked by
the establishment of schools grounded in the British school traditions. A year after
his coronation, Rama VI brought the Boy Scouts to the Kingdom as an import from
England. In 1916, King Vajiravudh established the first four-year undergraduate
teacher training program at the Royal Page School within the Royal Palace, which
the king would rename as Chulalongkorn University after his father’s name, in the
following year. The teacher training degree program at the University recruited both
secondary school graduates and certified primary school teachers as degree candi-
dates. Students were required to spend the first two years of the program enrolled
as students at the Faculty of Liberal Arts and the Faculty of Pure Sciences. Students
would then progress to the Division of Secondary School Teachers for their final two
years to complete their degrees (MOE, n.d.).

In 1921, the official compulsory education from grades 1–4 was established by
Rama VI. To meet the demands of the mandate, the government encouraged and
invited private shareholders including Western Christian missionaries to establish
schools across the Kingdom. This was made possible under the recently passed
Private SchoolAct of 1918,which permitted the establishment of independent private
schools. As Fry (2002) pointed out, the history of Thai education reveals “a remark-
able capability of being eclectic and selective in its attempt to balance the global with
the local” that is, to balance Western influence with the preservation and cultivation
of Siamese identity. A significant instance of this tension is seen in the historical
inclusion of English language as a staple of Thai curriculum. As English language
became an essential tool for trade and diplomacy with the West, it became a require-
ment for royal elite students who sought the prestige of a government appointment
or who wished to study overseas (Thiraeak, 2017). To that end, the first bilingual
schools were established, offering half day instruction in English to the children of
royal and noble families.

The following decades brought about an extended period of political and economic
upheaval. The absolute monarchy of Siam had become the fledgling democracy of
Thailand, and a new era was defined by a democratic constitution which dissolved
absolute monarchy.

Thongthew (2014) identified this period as the Teacher Education during Democ-
racy Constitution (1932–1949) period. During the time, Thailand faced a major
political change froman absolutemonarchy to constitutionalmonarchy. Thongthew’s
emphasis was placed on the development of agricultural education especially in rural
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areas, where teachers were regarded as community leaders, and as agriculture was
the primary occupation of Thai people. In addition, she classified the phrase of 1946–
1979 as the dawn of the teaching profession as the first Teacher’s Act was initiated
in 1945.

The Ministry of Education at that time emphasized the production of primary
school teachers. Therefore, a great number of teacher training schools were initi-
ated all over in Thailand, especially in the provincial areas. Primary school teacher
certificates were granted to those who had their primary school certificates with three
more years in teacher training. As for secondary school teacher certificates, those
with lower secondary school certificates will be granted certification after they had
continued teacher training for three years.

Continuing from Rama V and VI, Thai education was established to benefit
people in general and to promote well-being and good living. The teacher educa-
tion for modernization era was during around 1946–1973, this phase was consid-
ered to be the stage of modern teachers, using the curriculum and methods
of Western teaching, along with the aid of international experts.

After World War II, in 1949, Srinakharinwirot University was established as “a
Higher Teacher Training School” under theMinistry of Education. In 1953, it became
the college of education called in Thai “Withayalaikansuksa”. Also, in 1974, this
college was further developed to become Srinakharinwirot University. Furthermore,
the FirstNational EducationPlanwas announced in 1951. TheDepartment ofTeacher
Training was established in early 1954 during the third phase of teacher preparation
which is the Teacher Education after World War II phase. This department was
to ensure that teacher training schools were up to standards and aligned with the
country’s social and economic development (Jamjuree, 2017).

In 1956, the first Faculty of Education granting a bachelor’s degree in education
(BEd) was established at Chulalongkorn University. Those who received their upper
secondary school certificates had to invest in at least four years of selected program
out of the eight programs provided at that time. The eight programs were elementary
education, secondary education, higher education, content education, research and
evaluation, educational psychology, physical education, and non-formal education
(ibid.).

During the 1990s, Thailand, similar to other emerging developing countries,
attempted to emphasize on increasing access to education. The country expanded the
length of compulsory schooling from six to nine years, and finally reached 12 years
of free schooling (Office of the National Education Commission (ONEC), 1999).
Due to the advancement of technology and innovation, knowledge has been recog-
nized as a key factor for economic and social development, as Peter Drucker pointed
out in his book “The Landmarks of Tomorrow” in 1959, in which he described
skilled workers as important human resources that apply theoretical and analytical
knowledge acquired through training to improve work. This classical paradigm of
education as a socio-humanistic activity steered the need for improvement in training
teachers and in developing knowledge which led to creating new opportunities (Vali,
2013).
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The rise in education investment reflected the views that the country’s economic
development would require a labour force that is more knowledgeable and skilled.
Moreover, in coping with the cultural exigencies of globalization and prospering at
the global level, the nation also needed new capabilities and attitudes (Fry, 2002;
Mounier & Tangchuang, 2010; Hallinger & Lee, 2011).

As Thailand attempted to develop the country, economic, infrastructure, and
education were the important functions to achieve the goal. Though without clear
and good policy practices and under the concern of jarring modern and traditional
culture, the education system and teacher production operated in a blur and was
non-directional. Teacher production was high with about 12,000 persons each year,
while school position replacements were only open for 3000–4000 new teachers.
Therefore, nearly 10,000 teacher students were unemployed or had to work in the
other fields. This condition led to the demise of the teaching profession and did not
motivate outstanding pupils to study in the faculty of education (Pahae, 2013).

In response to the situation and to encourage reform in education including in
the teaching profession at large, the country vowed for new and modern mandate of
the national education enactment. Therefore, the National Education Act 1999 was
established.

The National Education Act 1999

The National Education Act 1999 was established to propose quality education in
Thailand as Pongwat and Mounier (2010) pointed that it prescribed the education
reform which reflected the political context that arose from political transformations
and economic turmoil. As the 1997 Constitution changed the political landscape
drastically by urging counterparts in political and academic fields to work together
on education reform, with the aspiration that Thai citizens with better education will
help strengthen democracy.

This National Education Act aimed to reorganize the country’s structural and
procedures in education. The principles composed of policy that was united in
nature and diversified in implementation; decentralization to administrative areas,
schools, and local administrative organizations; establishment of standards and
quality assurance system; raising professional standards of all educational personnel,
through continuous development; mobilization of resources; partnerships with indi-
viduals, families, communities, private sectors, religious institutions, and other social
institutions (ONEC, 1999).

This educational reform enforced the curriculum construction to become decen-
tralized and school-based, meaning that schools have flexibility in producing local
curriculum based on standard content. The teaching reform changed the pedagogic
philosophy from teacher-centred towards student-centred. Learning was focussed
on a student-centred approach and lifelong learning, so that learning could occur
anywhere, at any time, and at all levels, within students themselves and outside the
classroom (ibid.).
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The subject on teacher of this Act appears in Chap. 7 (page 18) on teacher, faculty
staff and educational personnel in section 52 which states that “the Ministry shall
promote development of a system for teachers and educational personnel including
producing and further refinement of this category of personnel, so that teaching will
be further enhanced and become a highly respected profession”. To implement this
Education Act, Thailand’s regulatory agency for teaching standards, the Teachers’
Council of Thailand (Khurusapha) was established. This organization is respon-
sible for issuing teacher licenses; setting and approving national, regional, and local
curricula; providing ethics oversight, and promoting best teacher practices nation-
wide. In the next section below, the paper will give an overview on the Teachers’
Council of Thailand.

Teachers’ Council of Thailand (TCT)

In the past, to be a teacher in Thailand one does not need a license. However, after
Thailand amended the teacher curriculum in 1999, the teacher license became a
mandatory certification of professional standards for those in the teaching career.
Thailand then launched the Council and Education Personnel Act of 2003 to consti-
tute teaching as a licensed profession encompassing teachers, school administrators,
educational administrators, and other educational personnel including both Thai and
foreign teachers (Khuanwang et al., 2016).

To control and maintain the teaching profession standards in Thailand, in which
teaching has been regarded as a highly respected career, the council for teachers was
founded. Interestingly, it was formally established long before many other councils
of high-status professions such as in the fields of medicine or engineering. In order
to support training and assembly of teachers to develop knowledge and competence,
a teacher council was formed for the first time in 1893 and was later recognized in
1905 as “Samakayajarn Samakom” (The Teacher Association).

Subsequently, after the Teachers’ Council of Thailand (Khurusapha) had
been inaugurated, “Samakayajarn Samakom” was combined with Khurusapha.
Accordingly, Khurusapha became the main organization to control and main-
tain the standards of the teaching profession and influenced policy recommenda-
tions to the Ministry of Education. Khurusapha then adapted its role to correspond
with the National Education Act 1999 which brought about major reform of the
educational system and upgraded the teaching profession.

Later in 2006, the government of PrimeMinister Thaksin Shinawatra andMinister
of Education Pongpol Adireksarn enacted the Teachers and Educational Personnel
Council Act 2006, which re-emphasized the Teachers’ Council of Thailand (TCT)
or Khurusapha’s role in establishing professional standards. The TCT’s function
also included the issuing and revoking teaching licenses. It monitored and super-
vised practices according to the standards and ethics, raising the profession to an
honourable level (Teachers’ Council of Thailand (TCT), n.d.).
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At the present, TCT is an organization that has four main objectives, (1) to issue
teachers’ license, (2) to set up standards for Thai teachers, approving teacher educa-
tion curriculum of the Teacher Education Institutes based on the Thai teachers’ stan-
dard, (3) to oversee the teachers’ ethic and (4) to promote and recognize professional
practices of teachers.

In terms of the standards of professional knowledge and experiences of teachers,
those who are in the teaching profession shall meet the principles as follows:

1. standards of knowledge, those having minimum qualifications with a bach-
elor’s degree in education or the equivalent or other degree as accredited by
TCT with the knowledge in areas such as technology, psychology, educational
measurement and evaluation, classroom management, etc.

2. standards of professional experience, those having completed a minimum of
one year of practical training at school.

As for the standards of courses needed to be undertaken as part of a degree program
for an aspiring teacher include:

1. Courses in a degree program not lower than a bachelor’s degree recognized
by the Office of the Higher Education Commission (OHEC) or educational
qualifications certified by the Office of the Civil Service Commission

2. Courses in which necessary of knowledge are equivalent to no less than three
out of four of the essence of knowledge required for the professional knowledge
standard specified in the equivalence determination application

3. Courses which the applicant earned no less than 2.00 grade point or equivalent.

With radical changes due to the advancement of technology and high competition
among the ASEAN region and globally, TCT revised the proclaimed standards of
knowledge to be for those having minimum qualifications with a bachelor’s degree
in education or the equivalent with the knowledge in these following areas: (1) the
context of global and societal changes and the concept of sufficiency economy, (2)
developmental psychology, educational psychology, and counselling psychology for
evaluation and development of student individual, (3) content on each teaching,
curriculum, pedagogy, and digital technology for learning provision, (4) measure-
ment, learning evaluation, and research for problem-solving and student develop-
ment, (5) Thai language usage, English for communication and digital technology
usage for education and (6) design and educational quality assurance operation.

Teacher Education Programs in Colleges to University
Degree

Referring back to during 1974–1980, student teachers in Thailand had to study for
140 credits to graduate the four-year teacher education. Most teacher Education
Colleges (Wittayalai Kru, now known as Rajabhat University) and other universities
emphasized not only on the contents of specialization, but on the understanding of
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problematic issues in society as well. The other development in teacher education
was the introduction of the Teacher Training College Act of 1975. According to this
act, elementary school and secondary school teachers needed to have a bachelor’s
degree (four-year curriculum). All the teacher training colleges had reorganized their
curriculum and administrative structure to improve better teacher competencies and
the facilitation of the teacher degree (Thongthew, 2014).

Thailand’s context of the teacher education programs is that in the past these
programs were only taught at teacher training colleges or “Wittayalai Kru”. These
colleges were later called Rajabhat, which have since been upgraded to universities
and a total of 38 Rajabhat universities are now located nationwide. As a consequence
of the rapid expansion of Rajabhat universities and universities producing teachers,
challenges emerged as a number of teachers and teacher educators graduated with
lack of knowledge and skills for teaching and learning innovation. With the belief
that qualified teachers reflect on the quality of education, well trained and highly
qualified teacher trainees are considered essential. By 2004, nearly every Thai higher
educational institutions with teacher education degrees began providing five-year
curriculum instead of the four-year curriculum in order to meet the new challenges
and improve quality of teachers, especially to uplift the reputation of the teaching
profession (Chailom, 2019). In the next section, the paperwill present on the five-year
teacher education/training curriculum.

Five-Year Teacher Education/Training Curriculum

From 2004, the five-year Bachelor’s degree in education has been the standard
academic precondition for teachers in Thailand. This curriculum includes course-
work at university for four years and one year of school internship. It is believed
from the educational policy level perspective that this extra year of instruction is a
positive development, providing student teachers intensive academic and expertise
in teaching (Chailom, 2019; Jamjuree, 2017).

Moreover, the five-year curriculum of teacher education has been intended to
deliver high professional standards in accordance with the criteria set by the Office
of Higher Education Commission and TCT. As Kiatkheeree (2018) pointed out that
TCT together with the Office of the Education Council (OEC) carry the role of
preparing teachers to have desired characteristics. Professional standards were issued
to ensure the quality of educational personnel. The five-year curriculum also empha-
sizes on the learner-centred teaching methods, specialization in the field of teacher
education, curriculum development, learner development activities, school adminis-
tration, classroom action research, and general education subjects, as well as optional
specialized courses.

Upon completing the five-year Bachelor of Education curriculum, graduates are
qualified to obtain a teacher license conferred by TCT in order to be permitted to
teach in schools.
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The Structure of the Five-Year Teacher Education

The Office of Higher Education Commission (under the Ministry of Education and
later in 2 May 2019 upgraded to be the Ministry of Higher Education, Science,
Research and Innovation) improved and announced the academic qualification stan-
dard to five-year teacher education with requirement courses, a minimum of 160
credits offered throughout the program, in which all credits are to be broken down
into 30 credits in General Education, 50 credits in Teaching Profession, 74 credits in
the Subject of Specialization and 6 credits in Elective courses. The curriculum struc-
tured together with detailed description of the courses offered belonging to each
institution must be thoroughly reviewed for approval by subcommittee members
appointed by the TCT Board.

The five-year curriculum of teacher education under the National Professional
Standard at Higher Education Level in 2000 and the Council of Teachers, has
been designed to focus on 6 issues accordingly: (1) teacher ethics and moral, (2)
knowledge, (3) conceptual skills, (4) human interaction skills and responsibility, (5)
mathematics, ICT skills, and (6) learning management skills.

To further breakdown the credits needed for teacher students to obtain, the
structure of teacher education consists of 3 sets of credits as follows:

(1) 30 credits for General education, categorized into 12 credits on Language and
Communication, 9 credits on Humanities and Social Sciences, 6 Credits on
Science and Mathematics, and 3 credits on Activities-based courses

(2) Field of Specialization courses consist of major and core courses on the
teaching profession requiring at least 50 credits.

In terms of the pedagogical knowledge and practices at school, teacher students
must enrol in courses comprising of:

1. Principles of Education Philosophy
2. Developmental Psychology and Educational Psychology
3. Curriculum Design and Development
4. Learning, Learning Resources, and Learning Environment Management
5. Teaching Profession and Teacherness
6. English in Education Context
7. Introduction to Education to Educational Statistics
8. Education Measurement and Evaluation
9. Contemporary Special Education
10. Innovation, Educational Information
11. Technology and Technology and Communication
12. Administration and Education
13. Multicultural Education
14. Micro Teaching Practice
15. Preparation for Teaching Profession Practicum
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16. Educational Research
17. Practicum in Teaching Profession 1, 6 credits
18. Practicum in Teaching Profession 2, 6 credits.

(3) Major courses in the subject of specialization for at least 74 credits comprising
of:

1. Academic Content, students need to study courses at other faculties,
for example, for chemistry-majored teacher students, students have to
study some courses at the Faculty of Sciences, English teaching majors
would study content courses at the Faculty of Humanities. However,
for Elementary Education, Early Childhood Education, and Special
Education majors, students could study within the Faculty of Education.

2. Educational Courses, these sets of courses are based on Pedagog-
ical and Content Knowledge which includes psychology for teacher,
curriculum development in each major, classroom management, innova-
tion, information technology on education, measurement and evaluation
on education.

(4) Free Elective courses for 6 credits.
Universities offering teacher education curriculum are permitted to provide some

initiative into their five-year teacher education with courses in alignment with the
academic qualification standards announced by the Office of Higher Education
Commission. As an example, details of the curriculum structure and credits for a
Bachelor of Education at the Faculty of Education in Chiang Mai University in
Chiang Mai province is shown in comparison with those of the degree offered at
Srinakharinwirot University in Bangkok in Table 30.1.

To further elaborate in detail, as teacher students progressed their studies into the
fourth year, teacher producers have to arrange preparation for teaching practice in
order to build readiness and create good attitude towards the teaching profession
among students. This essential course is called “preparation for teaching profes-
sion practicum”. Even though this course is only for 1 credit, teacher students have

Table 30.1 Comparison of the credits required by two universities offering five-year teacher
education

Structure of the curriculum for
five-year teacher education
(major in mathematics)

No. of credits Chiang Mai
University

No. of credits
Srinakharinwirot University

General education course 30 30

Specialization courses 81 79

Major: teacher profession
courses

52 49

Free elective course 6 6

Total 169 164

Sources Rupavijetra et al. (2019), Saeluang (2020)
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the opportunity to observe the classroom instruction of teacher mentors or senior
teacher students, along with being assigned with tasks from teacher mentors and
learn throughout the teaching system up to the process of examination and marking.
Moreover, students are required to conduct one classroom teaching and finish a
small classroom research project. Each month, teacher students deliver a report in
the Major’s seminar at university about what they have learnt. One semester of such
learning, with the prospect to comprehend the context, roles, and duties of teachers,
teacher students should then be more equipped and prepared to carry out duties
appointed by the school. Once in their final year of studies, they could then be
expected to competently carry out teaching and delivery of instruction.

In addition, teacher students are also required to have 240 hours of teaching
practice for two semesters (1 year) in selected schools located near campus. In the
first semester, they have to teach and conduct other teacher tasks as assigned by
teacher mentors or school directors. During the second semester, teacher students
have to teach as well as conduct classroom action research in order to solve class-
room problems or to improve their students’ behaviours. Throughout the one year of
teaching practice, teacher students are regularly supervised by both supervisors from
the faculty (university) and teacher mentors from the school. To provide an example,
the Faculty of Education, Chiang Mai University schedules at least 6 sessions of
supervision on classroom observation. Supervisors also offer recommendations for
improvement in supervision forms designed by each institution. To fulfil teaching
experiences, teacher students who are in teaching practice have to participate in
meetings conducted once a month with the supervisors and once a month with the
faculty.

There are many pieces of research which examine the condition of field expe-
rience of teacher students at schools, for example, Jantarakantee et al. (2012) and
Kengkeankit et al. (2020) found that the one-year teaching experience at school
indeed assisted teacher students to acquire understanding of teacher’s duties in
real work situation. Students learnt about working at school, while also handled
tasks assigned by teacher mentors and supervisors from both school and university.
Nonetheless, students experienced problems with classroom control, overload of
teaching, and issues such as lack of attention from teacher mentors who were mostly
busy. In some cases, teacher mentors were occupied with other school tasks and
left their classroom for teacher students to teach instead. Also, some senior teacher
mentors were unable to adapt to new teaching methods such as active learning and
were not fond of integrating technology as a media for teaching and learning in and
outside of the classroom. In addition, they provided little time to guide on classroom
teaching and classroom problem-solving including classroom action research.

In Thailand, the definition of the term teacher educators (education faculty
members) has been less discussed. The qualifications of university-based teacher
educators, pedagogical course instructors, content course instructors, major course
instructors, and faculty supervisors, including school-based teacher mentors should
be openly addressed. In general, at university level, it is not always simple to recruit
lecturers for the faculty of education who hold a doctoral degree or master’s degree
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with a background in education and teaching experiences. Therefore, teaching profes-
sional development for university-based teacher educators and schoolmentors to have
modern pedagogical and content knowledge including mentoring skills (Vibulphol,
2015).

The next section of the paper will present projects on teacher production to attract
good and smart students into the teaching profession after the Education Reform in
1999.

Projects on Teacher Production to Attract Good and Smart
Young People into the Teaching Profession

For more than the past 10 years, Thailand has initiated projects designed to prepare
future teachers who will be academically outstanding and capable of teaching well,
including students who come from difficulty background but express high intention
to study in teacher education in the forms of grants, scholarships, and conditions.
Example of the projects are as follows.

The New Generation of Teachers Project

The Office of the Education Council, MOE (2017) presented a report on projects of
teacher production in Thailand to invite a competent new generation of high school
students into the teaching profession. Following the National Education Act in 1999,
the country has initiated numerous projects to train skilled teachers with productive
teaching performance and highmoral standards. Among these projects, some offered
fully funded scholarships throughout the whole scheme.

The New Generation of Teachers Project comprised of two phases of implemen-
tation as described below:

Phase 1 Offered a five-year Bachelor of Education program to prepare teachers in
basic education. The project attracted students through scholarships and guaranteed
future positions in schools. Implemented between 2004 and 2006, the project was
able to produce 2500 qualified teachers each year. Fifty higher education institutions
participated in phase 1 and outstanding teaching candidates were eligible to receive
considerable government funding to attend faculties of education across the country.

In exchange for a lifetime commitment to a career as a government school teacher
or administrator, 2500 students were awarded 69,000 THB per year ($2265 USD) to
cover university tuition and living expenses (with an average of 15,000 THB per year
($412 USD). This allowed each student an annual surplus of approximately 54,000
THB ($1772 USD) after deducting expenditures (Pongsapichat, 2015). As Pongwat
(2014) summarized that political situations and hiccups within the country which
hindered the implementation of the national education reform until the Teachers and
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Educational Personnel Council Act, B.E. 2546 (2003) was promulgated followed by
the Teacher and Educational Personnel Act, B.E. 2547 (2004) which was the most
important for the production, promotion, and development of the “new generation
of teachers”.

Phase 2Approved by theCabinet in 2009, Phase 2was conducted during 2009 and
2010 and included 4000 outstanding students of teacher education, including 2000
third-year and 2000 fourth-year students. This Phase recruited 1867 students through
interviews conducted at the faculty of education to find those who were prepared to
study for five years with guaranteed job, but with no scholarship provided. The
applicants for this project were required to have a grade point average throughout
the course (GPAX) of no less than 3.00 with more than 3.00 in major and teaching
subjects. The applicants had to work at assigned schools depending on three school
choices they chose respectively after graduation. This project continued for 2 years
(Jamjuree, 2017).

In 2012, the “New Generation of Teachers Project” rebranded to be the “Pro-
fessional Teacher Project” which aimed to prepare teachers of high-demanding
academic subjects. Therefore, teachers from this project possess academic knowl-
edge, high teaching skills, and favourable attitudes towards teaching.

Furthermore, Thailand also administered the “Cooperative Teacher Education
Project” in 2008, initiated under the provision of the Office of the Higher Education
Commission as a solution to solve urgent teacher shortages in basic and vocational
education. Undergraduates in other fields could undergo a one-year graduate certifi-
cate program in education and/or attend teaching training at approved education
institutions before receiving their teaching license. This project helped produce a
new generation of teachers, thus also solving the teacher shortage problem.

In addition, Thailand provided special projects for Science and Mathematics
teacher students and outstanding students from family with disadvantaged economic
background, details are provided below.

Project for the Promotion of Science and Mathematics
Talented Teachers (PSMT)

In the first phase of this project during 1996–2004, it produced talented teachers in
the fields of science and mathematics. Phase 1 of the project produced outstanding
science teachers and accomplished its objectives. In Phase 2 during 2005–2006,
students were recruited upon completion of the four-year bachelor’s degree program.
In Phase 3, implemented during 2012–2017, each year the project granted 580 the
one-year Graduate Diploma Program in Teaching Profession scholarships. This
project welcomed graduates from the Faculty of Sciences who studied Science
subjects (Chemistry, Biology, Physics, Mathematics and Computer Science) to
participate in this project.
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Projects on the Bright Students from Poor Families

This project, “Diamond in the Rough” (Phet Nai Tom), was introduced by the Faculty
of Education, Srinakharinwirot University in 1986. It aims at increasing educa-
tional opportunity for talented students from disadvantaged households. As a result,
students who had been selected succeeded in furthering their studies and received a
bachelor’s degree in education.

Another project called “Returning-Home Graduate Project” (Kru Kuean Tin),
aspires to encourage young students in remote areas to strive towards obtaining a
bachelor’s degree then return to their hometown to support their local villages such
as in Nan and Mae Hong Son Provinces located in the Northern region of Thailand.

The Local Teacher Development project, previously called the “Gurudhayadha
Teacher Preparation Project” (Karutayad), is a pilot project to produce teachers for
some high-demand subjects under the requirements of the Office of the Basic Educa-
tion Commission, the Office of the Vocational Education Commission, the Bangkok
Metropolitan Administration, the Office of the Non-Formal and Informal Education.
Phase 1 of the scheme was conducted during 2016–2018. The current phase has
been ongoing since 2019 and will continue till 2029. The project intends to attract
excellent students to become teachers, offering them intensive practice and training.
Upon graduating from 113 participating programs, graduates will be employed as
teachers in their hometowns.

The first year of the project in 2016, 4079 students were selected to join from
a pool of 39,400 applicants. This project receives applications from those with a
teaching degree, and those from other fields recognized by the Office of the Teacher
Civil Service and Educational Personnel Commission (OTEPC) (MOE, 2017).

Projects presented above explicates Thailand’s attempts to elevate the teaching
profession. In spite of this, problems of education reform, teaching, and teacher
education in the country remain a concern.

The State and Problems of Teacher Education in Thailand

It is widely accepted that teachers are important human resources crucial to the devel-
opment of a nation. Therefore, the teacher education system must be well managed.
Due to rapid technological advancement, Thailand tries to develop the country espe-
cially in the field of education by reforming all systems following the National
Education in 2004. Though, results of this reform remain under critique nationwide.
Outcomes of the five-year teacher education curriculum, which have been applied
for 14 years (since 2004–2018), show both advantages and disadvantages.

Some academic experts like Rukspollmuang et al. (2017) studied the state and
problems of the production, recruitment, and professional development of Thai basic
education teachers in relevant to the needs of the future. The finding revealed that
the number of incoming teacher students at pre-service level doubled during the
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year 2010 to 2013. The research focussed on higher education institutions which
produced teacher students and found that production of teacher productions had
doubled, especially in private higher education institutions, while therewas a demand
for only 20,000 persons per year. In Thailand, there is no regulation to control the
number of teacher production. As a consequence, the demand and supply of teachers
is not balanced.

Moreover, the research found that even though institutions have adjusted their
curriculum to better match the Teacher Curriculum Standard Framework and the
Teacher Professional Standard, which are controlled by TCT and the Higher Educa-
tion Commission: OHEC, but the teacher production in Thailand still encounters the
challenge on quality, especially the quality of the development of teaching skills,
and teacher professional ethics. Apart from that, there were some major systematic
problems which reveal the disparity between the present professional development
system and the actual teacher professional competency. The curriculum tends to be
more based on theory or content rather than practice, as well as lack of innovation to
train teacher students and lack of training system for novice teachers and assistant
teachers. The research also suggested recommendations that the policy level should
(1) rethink the system and process of teacher student requirement, (2) focus on the
expertise and emphasis on teacher spirits of each higher institution which produces
teachers and (3) revise the structure of curriculum.

In addition, Prachyapruit (2016) studied the development of teacher preparation
model to serve the aspiration of Education 4.0 for Thailand. The findings on the
current strengths and weaknesses of teacher production were: (1) there were more
weaknesses than strengths and (2) general education courses were less relevant to
the Teacher 4.0 competency concept. Focussing on the curriculum, the research
found that many courses were repetitive, lacked linkage with each other, lacked
linkage between courses learnt and school practices, and lacked both the quantity
and quality of teacher mentors at school. Moreover, the research found that the
teaching and evaluation of teacher education was focussed on theory or content
rather competency, and the philosophy of teacher production was not clear.

As there are many higher education institutions which produce teachers, the
process of teacher production nationwide still experiences problems (Office of the
Education Council (OEC), 2017) such as:

(1) Policy on teacher production lacked continuity as there were many changes in
the Ministry of Education during these past 20 years. Each new Minister of
Education also meant new policies.

(2) Teacher supply was not balanced with the demand.
(3) The number of qualified teachers or professors at the faculty of education is

limited.
(4) Students lacked teaching ethics and skills as teacher students focussed more

on subject matter knowledge.
(5) Teacher student’s practice at schoolwas not efficient due tomany assigned tasks

at school in addition with less qualified teacher mentors or poor supervision
systems.
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To confirm about the challenges, Sinrarat (2015), a senior professor on teacher
education, pointed out in his paper on the role of teachers in future and the preparation
of learners for self-directed learning. First, he concluded that the status and problems
of teachers in Thailand were as follows:

(1) The dignity and recognition of teachers in the society have declined. In the past,
teachers in Thai society were regarded as the second mother or father, but the
acceptance and respect for teachers has faded in the present. Teaching is now
considered another ordinary profession in society. Due to societal changes, the
teacher’s duty has shifted from providing knowledge and livelihood guidance
and counselling for students and people in the community to merely being an
agent for knowledge transfer.

(2) The increasedworkload at school as a result of school-basedmanagement since
the education reform in 1999. The budget allocation to schools was calculated
by subsidies per capital or per head of students, thus teachers have additional
work other than teaching such as school accounting, managing school supplies
as well as participation in training courses, school administration, community
service and so on.

(3) The increase in societal demands for teachers to be well educated and able to
teach on matters such as democracy and anti-corruption.

(4) The income of teachers is not enough to compensate the high cost of living
especially for teachers who had low starting salaries.

In addition, Sinrarat pointed another problem facing teachers in future as some are
unable to develop themselves to handle new technology. At the same time, students
who are the younger generation could learn faster and are more capable of under-
standing and utilizing modern technology. He also argued that there is a limit to
teacher’s capability to provide diverse styles of teaching/learning. The teaching styles
of some teachers in their middle age have become irrelevant to real-life situations
and the new patterns of society in future. What is being taught in schools needs to
prepare students to be able to tackle emerging issues such as corruption, terrorism,
cultural diversity, pandemics like the COVID-19, people’s uprising movement, and
natural disasters, etc.

Currently, Thailand is in the period of globalization with influences from values
such as capitalism and consumerism. Some new generation students have been taught
by teachers who still preserve the values of traditional Thai culture like diligence,
politeness, honesty, humbleness, while some teachers avoid teaching these ideals.
The Thai education system faces many obstacles and challenges, such as the impor-
tance of skills transformation for living and working in the regional (ASEAN) and
global setting. These problems are results from various factors such as school admin-
istration, educational financing, budget allocation, budget provision, distribution of
resources, examinations which focus on scores rather application, accreditation,
teacher management, and classroom conduct (Lupa, 2016).
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The Culture of Thai Community and Learners in Thailand

InThailand, there aremany traditional cultural norms and practiceswhich have some-
what been barriers to Thai people’s adjustment to the era of technological advance-
ment, especially for learners pursuingmodern education. The six cultural dimensions
concept proposed byHofstede (1991 cited inRupavijetra, 2017) discussed that power
distance, uncertainty avoidance, collectivism and restrain dimensions are high inThai
society. Some cultural norms have been carried on fromgeneration to generation such
as respecting elders who are persons in authority, keeping quiet and maintaining the
culture of face-saving, meaning the attempt to not loose one’s face and especially
senior’s face in public.

Revisiting the education of Thai people before the facilitation of western educa-
tion and culture, education then took place at temples and education values in part
stemmed from Buddhist teachings and based on the essence of living in an agricul-
tural society. Cultural perspectives in Thai communities indeed influenced educa-
tion values in which some of these characteristics are supportive of teaching and
learning, while some are obstacles. As Yuenyong and Yuenyong (2012) debated that
Thai people were taught via Buddhist lessons to live peacefully together, respect
seniority and authority. Children were taught at home and at school to be good chil-
dren by obeying their parents, teachers, and other adults. In the classroom, teaching
and learning tend to lack discussion as most students believed that good students
shall not oppose the teacher.

Also, students are familiar with listening and receiving information from teachers
through lectures, without preparation or researching contents on the topic before
going to class like western students or students from developed countries like
Japan or Singapore. Most students at school level and higher education level attend
class submissively as passive observers rather than active students, in hope that the
class will be a one-way communication relying solely on the knowledge and skills
of the teacher/instructors, and not wanting to contribute to the class (Nicholls &
Apiwattanakorn, 2015).

Even though Thailand has greatly invested in education and infrastructure, espe-
cially in information technology system (ICT), the results of Thai student achieve-
ments have been of low performance in every test, both nationally and internation-
ally, whether it be the O-NET, the National Institute of Educational Testing Services
(NIETS), PISA, TOEFT, or EF English Proficiency Index (Vibulphol, 2015). On the
contrary, Thai people ranks top in the world for time spent on the internet per day,
a consequence of high social media usage. In 2018, Thailand ranked in the top 10
for mobile social media consumption and top four for time spent on these platforms
(Leesa-nguansuk, 2018).

Clearly, it seems that schooling and family socialization cannot endure the
predominance of social and technology influences. As easy access to technology,
which is more persuasive, interesting, and joyful than the teacher’s teaching, the
arrival of imported cultures, combined with the wearying of some traditional Thai
values call for a much-needed movement for cultural revival and the preservation
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of Thai identity. It can be argued that the new generation in Thailand is facing an
“identity crisis”. Thus, civics and values education need to be improved and applied
in current school settings (Sujiva & Pitiyanuwat, 2000).

Evaluation on the Proposed 2019 Policy Changes
for Four-Year Teacher Education Curriculum

Worldwide, technology has been considered as both a solution and problem to the
lives of human beings. On one hand, education is driven by the literacies demanded
by emerging technology, but on the other hand, technology is seen as means of and
in service to education. In developing nations such as Thailand, the integration of
technology in education can be falsely perceived as a panacea for foundational and
structural educational issues.Due to the highly advanced and disruptive technological
era, Teerakiat Jareonsettasin, Minister of Education, who was in office during 2017–
2019, proposed substantial changes for higher institutions to modify and shorten
their teacher education curriculum from five years to four years. He proposed that
the shorter courses would not cause a drop in quality, on the contrary the quality of
education will increase as students can learn offsite through available technology.

However, there has been much discussion and debate on the issue of this new
policy on teacher education curriculum, reducing the years of instruction from five
to four years. This transition of teacher education will begin at Rajabhat universities
and at all higher education institutions which must urgently adjust their curriculum
and inform prospective applicants in advance before they proceed into the student
admission system.Before responding to theMinistry of Education’s policy, academia
from teacher training institutions had discussed and expressed concern on this sudden
change (Saengpassa, 2018). Though they finally accepted the revision of the teacher
curriculum to be a four-year training education and due to be implemented in 2019.
This portrays the top-down policy and hierarchical system of administration in Thai-
land. Moreover, adjustments in term of knowledge and professional experience and
practice were announced in accordance with the Teacher Council and Educational
Personnel Act of 2003.

Details on themodification consists of three areas: (1) standards of knowledge and
experience, teacher students have to realize and be capable of handling challenges in
the global context and have the ability to apply the concept of sufficiency economy
(initiated by King Rama IX) to modern society. In addition, teacher students have
to integrate knowledge, subject content, and science curriculum in learning manage-
ment. In the area of professional experience, teachingmust be conducted in an educa-
tional institution for at least 1 year, (2) performance standards divided into teacher
duties, learning management, and relationship with parents and communities and
(3) standards of conduct, which is related to the conduct of one’s own professional
ethics.
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An example of the four-year teacher curriculum which commenced in 2019
presented below is the curriculum for teacher students majoring in the Mathematics
program at the Faculty of Education, Chiang Mai University, (Faculty of Education,
Chiang Mai University, 2019). Students need to study a total of at least 144 credits,
divided into 30 credits for General Education (GE) and a minimum of 108 credits
for subjects in the Field of Specialization.

The Core Courses require a minimum of 39 credits, with 37 credits of Required
Core Courses such as,

1. EDPF 109 Model of Teacherness for Modern Classroom
2. EDPF 110 Globalization and Education for Smart Citizenship
3. EDPF 112 Psychology for Student Development in Digital Era
4. Teaching Profession Practicum in School 1
5. EDPF 228 Communicative Language for Teachers in Digital Era
6. EDPF 229 Innovation and Digital Technology for Learning in Modern Era
7. EDPF 230 Learning Measurement and Evaluation in Modern Trends
8. EDPF 231 Educational Quality Assurance for Excellence
9. EDPF 291 Teaching Profession Practicum in School 2
10. EDPF 315 Multicultural Education and Community-Based Education
11. EDPF316Special Education for EnhancingPotentials of Studentswith Special

Needs subject
12. EDPF 317 Microteaching Skills Practice
13. EDPF 391 Teaching Profession Practicum in School 3
14. EDPF 404 Research for Learners’ Quality Development
15. EDPF 491 Teaching Profession Practicum in School.

In terms of Electives Core Courses which require a minimum of 2 credits,
students select from the following courses, EDPF 214 Active Learning Manage-
ment, EDPF 216 Differentiated Instruction, EDPF 220 Creative Art Integration in
Education, EDPF 222 Global Education for Lifelong Learning, EDPF 232 Laws for
Teaching Profession or EDPF 233 STEM Education for Life, Economy, Society and
Environment, while Major Courses amounts for a minimum of 69 credits, divided
into a minimum of 36 credits in major courses at 300 level and a minimum of 18
credits at 400 level courses. Students also need a minimum of 51 credits in Academic
Content Courses by selecting from the available Required Courses (Table 30.2).

As for teacher practice at school, this new four-year curriculum aims to support
students in integrating knowledge gained frommany of the courses taken to teaching
practice at the school. The pattern of teaching practice for this four-year curriculum
will start early in the first year and second year of studies, meaning that teacher
students will be practising at school as assigned by the faculty of education for two
weeks, and practice will last for eight weeks in the third year. Finally, in the fourth
year, teacher students have to practice at school for one semester.

Significantly, this current teacher education curriculum requires all graduates from
the programs to demonstrate a solid knowledge of English skills by achieving the B2
orVantage level of proficiency (upper intermediate), based on theCommonEuropean
Framework of Reference for Languages (CEFR). As for those studying to teach the
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Table 30.2 Structure of the
four-year teacher education of
the Faculty of Education,
Chiang Mai University,
Thailand

Structure of the four-year
curriculum

No. of credits required by
Chiang Mai University

General education courses 30

Specialization courses 39

Major teacher profession
courses

69

Free elective courses 6

Total 144

Source Faculty of Education, Chiang Mai University (2019)

English subject at school, theymust achieve the level of proficient users (C1 category)
or persons demonstrating effective operational proficiency or advanced knowledge
of English. This English requirement is a burden to educational institutions in the
attempt to support their students to gain English language competency during the
four-year study. Furthermore, there is a need of concern as in the year 2023, graduates
from the previous five-year teacher education curriculum and the new four-year
curriculum will graduate in the same year.

Taking the Teaching Professional License Examination

Graduates from the previous five-year teacher education curriculum automatically
gain a teacher professional license issued from the Teacher Council of Thailand
(TCT)upon completing their studies,while graduates from the2019 four-year teacher
education curriculum will have to take a teaching professional license examination.
Therefore, there will be an examination to obtain a teacher license again for the
first time in the academic year 2023. The criteria for examinations courses are Thai
language for communication, academic use of English for communication, academic
use of digital technology for education, teacher profession and major knowledge.
Applicants will have to pay a 300 THB ($10 USD) fee for each examination course.

Conclusion

Thailand’s historical overview suggests that education has been recognized by its
ruler as crucial to the development of the country since early times. Traditional Thai
education which took place in families and at the temples and palaces were replaced
with modern standard education following along the tracks of Western counterparts
in early Rattanakosin era in order to counter threats from abroad such as colonialism
and benefit from opportunities such as oversees trade. From royals, elites, monks,
whom were the first to be educated, access to education further expanded to provide



30 Changes in Teacher Education Requirements in Thailand … 629

education to people across the country. Education institutions increased the produc-
tion of teachers to supply for the growing expansion of primary and secondary
schools nationwide. Extended years of free basic education was also provided by
the government. Despite much progress, the Thai education development indeed
endured challenges such as the quality of teachers, curriculum standards and such,
thus education reform was inaugurated. One of the major milestones of modern
Thai education reform is the implementation of the National Education Act in 1999
which embraces the values of decentralization, educational standards, quality assur-
ance, partnership with individuals, families, communities, and all sectors of society.
These qualities of the education system were drafted in line with the 1997 Thai
Constitution which overwhelmingly supported democracy. In more recent period,
Thailand continues its attempt to develop the country through reforms in order to
cope with globalization and the twenty-first century and ensure competitiveness in
ASEAN and globally. However, though Thailand’s investment on education is high,
regular policy changes due to political instability and bureaucratic obstacles hinder
the overall development of the education system. Education failure in Thailand also
stems from unequal education opportunities, qualifications of teacher educators and
teacher mentors, overload of teachers’ duties, the inability to adapt to change and
technological advancement and in some cases, aspects of the underlying Thai culture.
Outcomes of uneven development in education and the abovementioned challenges
can be observed through low student performances in national and international stan-
dard tests. The teaching profession also experienced the decline in trust, respect, and
the status it once held in society. Many modifications at the policy level have been
made to improve teacher education with the aim to produce high-quality teachers
and balance the supply and demand of teachers in schools. The government and
education institutions have also implemented projects to attract future teachers who
are academically outstanding and possess good teaching skills in the forms of grants,
scholarships, and guaranteed employment opportunities. Most recently in 2019, the
Ministry of Education restructured the teacher education curriculum from a five-year
curriculum, which was adopted bymost education institutions in 2004, to a four-year
curriculum in order to attract prospect students. As the current four-year instruction
has only been implemented for a few years, studies and research on the outcome of
the curriculum should be further conducted.
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Chapter 31
Improving Teacher Education
Curriculum in Vietnam

Nam Danh Nguyen and Quang Hong Pham

Abstract The requirement of the fourth Industrial Revolution and reforming general
education curriculum is to improve the quality of the teacher education curriculum.
This chapter poses some issues related to the curriculum development in Vietnam
such as curriculum approach, teacher education model, future teacher competencies,
barriers in developing the curriculum, limitations of the system of the teacher educa-
tion institutions, and implications for a better curriculum. Because of the trend of
globalization, teacher education institutions need to train teachers to have the ability
to develop learner competencies. In other words, the teacher education curriculum
would play an important role in the context of educational reforms tomeet the require-
ments of future human resources. This chapter also focusses on the competence-based
approach in improving teacher education programs and proposes some strategies for
changing teacher education philosophy, enhancing training objectives and contents
of the teacher education curriculum so that it could meet the new demand of the
teacher labour market.

Keywords Curriculum · Curriculum development · Teacher education · Teacher
training · Teacher education institution

Introduction

The Industrial Revolution 4.0 signals a strong shift for the global workforce, highly
skilled and professional workers will move more to developed countries. To catch up
with that shift, higher educationmust have a fundamental and comprehensive change.
The transformation of the teaching method from imparting knowledge to developing
competencies and self-learning ability for students. It requires each teacher to spend
more time, learners must have more choices about methods and knowledge suit-
able for their passion (Vu et al., 2012, p. 24; Nguyen & Dang, 2017, p. 78). In
that context, teacher education institutions must renew objectives, training programs,
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content, training forms, teaching methods, and outcome-based assessment according
to practical and technology-oriented. Thus, it is necessary to invest more in advanced
educational technology, promote online training and retraining to foster pedagogical
competencies for students, teachers in the educational system. Teacher education
institutions must associate the training and retraining of teachers with the prac-
tical teaching and education; continue to improve teaching methods and strategies;
consolidating the management of teachers and schools; improve remuneration for
qualified and capable teachers who are knowledgeable in technology application;
enhance international integration (Tran, 2006, p. 68; Pham, 2013, p. 15). At the same
time, to build mechanisms and policies, and create favourable conditions to attract
and strongly use investment resources for teacher education to improve teaching
profession competence in the digital age.

Fundamental and comprehensive renovation of education and training in Vietnam
in recent years has posed urgent requirements in the reform of general education
programs and training programs of universities (Nguyen & Dang, 2017, p. 81).
Teaching in schools is no longer the only source of information, mainly giving to
each learner. In that context, although general education still plays a decisive role,
not only imparting knowledge but also forming in students the ability to self-study,
develop and adapt sustainably. The role of general education is to make the young
generation absorb knowledge purposefully, selectively, and systematically. The rapid
socio-economic changes lead to a change in value, teachers not only impart knowl-
edge but also develop emotions and attitudes, behaviour, ability to master and apply
that knowledge (Vu et al., 2012, p. 41; Pham, 2013, p. 112). We believe that the
role of teachers in the twenty-first century has changed in the direction of taking on
more functions, the responsibility to choose educational content is heavier, must shift
from the way of transmitting knowledge to the way of organizing learning activities
to occupy knowledge, attach importance to individualized teaching, know how to
make the most of diverse sources of knowledge in society, must know how to use
information technology, and self-study to improve professional qualifications contin-
uously; require closer cooperation with colleagues, teamwork skills, communication
skills, behaviour in social relations, with students’ parents, and social organizations;
require teachers to participate widely activities inside and outside the schools (Pham,
2013, p. 127).

With new roles and functions, the teacher is the educator. This changes the role of
a professional educator, carrying out the mission of social improvement and compre-
hensive development of students by thinking ability and acting capacity on scientific
and humanistic arguments. The teacher is a lifelong learner. The aim is to improve
social and scientific understanding in the fields of work while developing personal
and professional capabilities. The teacher is also a researcher who researches and
solves problems of educational practice. Finally, the teacher is a cultural–socialist.
This emphasizes the teacher’s responsibility to contribute to the residence commu-
nity and the local community, where the school acts as a responsible citizen to build
a cultural and exemplary environment in manners and lifestyles (Tran, 2006, p. 28;
Nguyen & Dang, 2017, p. 84). For teachers to make important changes in the funda-
mental innovation of education, the innovation of the teacher education curriculum
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has a very importantmeaning, thereby improving the quality of training and retraining
is a key factor to ensure the success of the educational renovation.

The outstanding feature of teacher education in the context of the world economy
changing from the industrial economic model to the knowledge economy model
is the emphasis on the philosophy of comprehensive development of the teacher’s
personality. Teacher education is seen not only as training teaching skills to meet
simple, regular, and repeated daily tasks, but essentially the educational process
towards the formation of the quality and professional competence of education.
Train (or educate) teachers towards the future teachers of both the knowledge, skills
and attitudes, and behaviours they need to effectively perform their tasks in the
classroom, school, and broader community. In the USA, the term “teacher training”
has disappeared, and has been replaced by “teacher education” with the meaning of
preparing teachers for a professional role as a creative, reflexive profession (Ries
et al., 2016). The identified training objective is to equip teachers with educational
and teaching competencies, in which educational capacity is more emphasized. The
process of teacher education is a topic of political discussion in many countries,
reflecting both the social and cultural values associated with preparing young people
for life. In the spirit of emphasizing the human qualities of teachers, Singapore in
recruiting teachers does not pay too much attention to the issue of good teaching but
also pays much attention to the professional qualities—dedication and integrity (Vu
et al., 2012, p. 125).

The labour market of teachers is not only localized within each locality, each
country, but also expanded on a global and multinational family. This requirement
means that teachers must be able to work anywhere and in any country. If this does
not meet, teachers are at risk of being unemployed. This challenge for the teacher
education institutions is to train teachers who are capable of intercontinental work.
Otherwise, teachers must be multicultural, multi-ethnic, multi-religious, multina-
tional, multidisciplinary, and multilingual. This requires teachers not only to meet
the national professional standards but also to achieve international professional
standards to adapt to this working environment (Tran, 2006, p. 110; Pham, 2013,
p. 91). The demand for internationalization of education is attracting a proportion
of international teachers—not only foreign language teachers but also teachers of
some science and skills, etc. so the labour competition is inevitable, especially when
Vietnam joined World Trade Organization (Pham, 2013, p. 22).

Moreover, the current model of training programs in the world is quite diverse and
plentiful such as STEM training, project-based teaching, module teaching, integrated
lesson model teaching (Nguyen & Dang, 2017, p. 77; Le & Nguyen, 2019, p. 11).
In the trend with globalization and international integration, if teachers only can
teach according to traditional lesson models, it is difficult for teachers to adapt to
the diverse capacity development needs of learners. Therefore, teacher education
institutions need to train teachers capable of teaching multi-model and this is an
irreversible trend that forces pedagogic schools to respond. To ensure the training
philosophy as a comprehensive and continuous development of teachers, teacher
education systems see it as a seamless, at least inclusive process. In Vietnam, the
philosophy and goals of comprehensive teacher education are officially expressed in
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the standards of teachers’ education qualifications, quality, morality, ideology, and
health. This orientation is thoroughly grasped in teacher educationcurricula. Thus, it
can be said that the current context requires a major change in the training of human
resources, which is a transition from quantity to quality.

Literature Review

Curriculum and Curriculum Development

The concept of curriculum when used in education can be understood in many ways.
The curriculum is a collection of subjects; the curriculum is a program of studies;
the curriculum is a set of performance goals; curriculum is a course; the curriculum
is all that happens in the school including extracurricular activities, instruction, and
interpersonal relationships; the curriculum is all that is planned by the school organi-
zation department; the curriculum is what each learner gains as a result of their work
in school (Pham, 2013, p. 35; Nguyen & Dang, 2017, p. 80). Hilda Taba defines the
curriculum as a statement of aims and specific objectives; it indicates some selec-
tion and organization of content; it either implies or manifests certain patterns of
learning and teaching, whether because the objectives demand them or because the
content organization requires them. Finally, it includes a program of evaluation of the
outcomes. He points out the curriculum including the following elements: (1) state-
ment of specific goals and objectives; (2) program content selection and structure;
(3) appropriate teaching strategies and learning styles; and (4) learning performance
evaluation system (Taba, 1962).According toCarterV.Good’s educational dictionary
states that a curriculum is a systematic group of courses or a sequence of subjects
requiring a graduation or certification in a field of study, such as chapter social
science program, physical education program (Good, 1945, p. 70).Walker argued
that a curriculum is an educational plan that reflects the educational goals pursued by
the school. The plan outlines the teaching and learning content and methods needed
to achieve the goals (Walker, 1990, p. 46). Tim Wentling defines that a curriculum
as the overall blueprint for an educational activity. That overall design tells us the
content needs to be educated, it specifies what to expect from the learners after the
end of the course, it outlines the implementation process of the educational content,
it also tells us educational methods and how to assess learning outcomes, and all the
design issues are arranged in a tight timetable (Tim & Kah, 1993, p. 54; Goodlad,
1994, p. 65; Pinar et al., 1995, p. 110).

Raph Tyler claimed that the curriculum is all of the learning of students which
is planned by and directed by the school to attain its educational goals. He believes
that the curriculum includes the following four basic components: (1) educational
objectives; (2) educational content; (3) educational method or process; and (4) eval-
uation of educational results (Tyler, 1949, p. 65). Thus, there is a consensus with the
views of the authors Tim Wentling and Raph Tyler about the curriculum as follows:
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“The curriculum is an overall design that is systematically presented for an educa-
tional activity of a subject within a specified period, and demonstrates the following
four elements: (1) educational objectives learning outcomes; (2) the content to be
educated (subjects) and the length of each subject; (3) processes and methods of
implementing in the curriculum to achieve educational objectives; and (4) method
of evaluating educational results”. It can be said that the curriculum is a dynamic
concept that developed according to the level of socio-economic development, of
science, engineering, and technology.

In Vietnam, the following types of curriculum are available: national curriculum
promulgated by the State; local curriculum and school curriculum are the concretiza-
tion of the national curriculum to suit the locality, region, and each condition of each
school (Pham, 2013, p. 130; Nguyen & Dang, 2017, p. 82). The master program
identifies a national curriculum format including a curriculum development perspec-
tive; principles of curriculum development and designed educational goals; output
standards; subject system or educational activity; the length of time devoted to each
educational subject or activity; methods of education; evaluate learners. Curriculum
development is the process of adjusting, supplementing, updating, or renewing all
or some of the elements of an educational program, ensuring the change and relative
stability of the educational program.

Approaches to Curriculum Development

Content Approach

Education is a process of imparting content knowledge. For instance, a one-subject
program is the presentation of the subject’s content, based on which teachers will
knowwhat they have to teach, learners need to knowwhat they have to learn, andwhat
knowledge to receive. Thus, the curriculum designed according to this approach is
merely the index of a book or program to teach that subject, also, there is no mention
of strategies and teaching methods. Consequently, to transmit the knowledge content
of the program, the teacher also only needs to find suitable methods to convey that
knowledge content, invisibly pushing the learners into the next passive position to
receive knowledge. This is the traditional approach in developing a curriculum. This
approach makes it difficult to assess learners’ learning outcomes. In modern society,
the amount of information increases very rapidly about scientific and technological
knowledge in all fields. Therefore, this approach in the world no longer applies (Tran,
2006, p. 71; Pham, 2013, p. 32).

However, for Vietnam, this approach is still “haunted” quite heavily in the aware-
ness and action of curriculumdesigners. Content lists to teach (which are to be taught)
can be found mechanically bullet points in chapters and sections of the curriculum
and lack a lot of instructions. The results of the learner’s examination will inevitably
appear on the test. In short, this approach still has many limitations such as: it is
difficult to determine the specific objectives of the program, the orientation subjects
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for teachers and learners to achieve together, so it is difficult to define standards to
conduct teaching–learning performance assessments; do not encourage teachers to
take responsibility for learners, those who acquire knowledge content and are the
object of the transmission of knowledge, nor are they responsible for the impact of
the content of knowledge on learner; learners are always passive and dependent on
teachers in the process of acquiring knowledge and do not know how to take the test
(Tran, 2010, p. 104; Vu et al., 2012, p. 55).

Objective Approach

Unlike the content-based approach, the starting point of building an educational
program must first determine the purpose, the objectives of the curriculum, the
subject, and the subject matter. The educational objectives of the curriculum should
be explicitly and detailed in terms of both content knowledge, skills to be trained
for learners, learner competencies as well as teaching methods (Chen & Zhu, 2003).
According to this approach, the content of knowledge and skills is still focussed, but
only on the types of knowledge and skills to help learners reach the educational goals.
Based on the identified goals, curriculum designers make decisions in choosing the
appropriate content knowledge, teaching methods, strategies, and forms of testing.
Educational objectives are the basis for selecting teaching content and the criterion
for assessing whether learning has achieved the goals set out in the program or not
(Berliner & Calfee, 1996). The educational objectives are also the learning outcomes
of the educational process reflected through changes in the competence to act, on the
student’s behaviour from school to school. Based on the educational objectives, the
curriculum designer makes decisions in the choice of content, educational methods
as well as assessment of learning results. This approach focusses on the product of
education, so the educational objectives must be established as a criterion to eval-
uate the effectiveness of the educational process. It has the advantages of effective
assessment and favourable assessment of program quality. However, there is the risk
that learners can becomemachine dogmatic and lack creativity (Ramesh, 1977; Tran,
2006).

Developing the curriculum according to the objective approach also has some
disadvantages as follows: (i) education is not merely a tool to forge and create prod-
ucts according to a similar “pattern” is like a production in which products must
meet predetermined standards. Meanwhile, education with human objects is char-
acterized by no one in all respects, the application of an educational technology
process based on rigidly defined goals is difficult to keep; (ii) education is not only a
process of imparting knowledge, not only training learners according to definedgoals,
but education is also a process of human development, helping learners maximize
their experience. Nevertheless, according to this approach, the potential capabili-
ties of individual learners are not brought to full attention, and their own needs and
preferences cannot be met (Feldman, 2003, p. 71; Pham, 2013, p. 33).
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Competence-Based Approach

Competence in the most general sense is the ability that an individual demonstrates
when participating in a certain activity at a certain time (Eva & Yoko, 2015). For
instance, the ability to solve math problems, the ability to speak English, etc. is often
assessed by academic tests. Competence is the ability to effectively perform a specific
action, related to a certain field, based on knowledge, skill, and willingness to take
action. A learner who is competent to act in a particular type of activity should meet
the following basic signs: (i) systematic/specialized knowledge or understanding of
that type of activity; (ii) knowhow to conduct activities effectively and achieve results
consistent with the purpose; (iii) actions have results, respond flexibly and effectively
in new and unfamiliar conditions (Iwata, 2004; Jeanne, 2006; Pham, 2013). From
there, it is possible to define competence to act, that is the ability to mobilize the
synthesis of knowledge, skills, and other personal–psychological attributes such as
excitement, belief, the will, etc. to successfully perform a type of work in a certain
context.

This approach also requires learners to master basic knowledge and skills but also
focus on applying knowledge and skills to practice, solving learning and life situa-
tions. The nature and results of the activities also depend a lot on learners’ interests,
beliefs, morals so the curriculum also pays great attention to the goal of developing an
individual’s abilities. As such, a lesson designed according to the competence-based
approach has the following characteristics: objective is oriented towards describing
the expected learning outcomes rather than the content knowledge is transmitted
(Zhu & Han, 2006; Gail et al., 2015; Nguyen & Dang, 2017; Zhu & Fang, 2011).
This approach promotes teacher–student and student–student interaction, encourage
student debate, evaluate, share experiences, promote a spirit of cooperation, team-
work skill. It emphasizes activities of learning, discovery, experience, self-learning
through information extraction, searching, etc. especially applying knowledge to
solve real-life situations. The main role of the teacher is to change learners such as
being ready to absorb new concepts, actively expressing, actively interacting, expe-
riencing, thinking about ways of thinking, enhancing excitement and confidence,
stimulate the learners’ creative thinking.

Teacher Competencies

The role of the teacher has changed in the following directions: (i) taking on
many different functions than before, having heavier responsibility in choosing
the teaching content; (ii) shifting strongly from imparting knowledge to organizing
student learning, making maximum use of knowledge resources in society; (iii) to
attach more importance to the individualization of learning, changing the nature of
the teacher-student relationship; (iv) requiring thewider use ofmodern teaching facil-
ities; (v) changing the structure in the relationship between teachers; (vi) requiring a
stronger relationship with students’ parents and community; (vii) requiring teachers
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to participate widely activities inside and outside the school; (viii) reducing and
changing the traditional prestige of relationship with students and with parents.
From a pedagogical perspective, teachers must be trained to become more educa-
tors than experts in imparting knowledge with new information and communication
technology skills, and mentally prepared for a fundamental change in their role.

Vietnamese secondary teacher professional standards include five standards with
15 criteria. These standards of competencies as follows: (1) teacher quality includes
two criteria: ethics of teachers and teacher style; (2) professional development
includes five criteria: professional development yourself, develop teaching and
education plans, using teaching methods, students’ competence assessment, coun-
selling and student support; (3) building an educational environment includes two
criteria: building school culture, Implementing democratic rights in schools. Imple-
ment and build safe schools, prevent school violence; (4) develop relationships
between family, school, and society includes three criteria: create a cooperative rela-
tionshipwith parents or guardians of students and stakeholders, coordination between
schools, families, and society to implement teaching activities for students, coordina-
tion between schools, families, and society to educate lifestyles for students; (5)using
foreign languages or ethnic languages, applying information technology, exploiting
and using technological equipment in teaching and education includes two criteria:
use foreign languages or ethnic languages, application of information technology,
exploitation, and use of technological equipment in teaching and education.

Teacher Education Model

There exist two models of training teachers in Vietnam. The first model is a parallel
model or a traditional model. The parallel model is a model of parallel training of
two blocks of basic scientific knowledge and pedagogy. The advantage of this model
is that it highly integrates between the two blocks of basic science knowledge and
pedagogy, but its limitation is rigidity. It requires students to study for four years full
time to get a bachelor’s degree, and they can become teachers after their graduation.
According to thismodel, students receive simultaneous training in specialized science
and educational science in a teacher-oriented training course from the beginning
of the course. The model can implement in teacher education institutions as well
as multidisciplinary universities. The fundamental advantage of this model is that
students are oriented early into teaching and have a long time to acquire knowledge
and practice pedagogical competence (Valerie&Chance, 2010, p. 17; Vu et al., 2012,
p. 91). However, this model does not react quickly to the changing needs of teachers
in society.

The consecutive model is the model of training the necessary scientific knowl-
edge block first, the following pedagogical knowledge block. If in the traditional
model, students take the university entrance examination or college education after
graduating from high school and study for a bachelor’s degree in education, then
in this new model, after obtaining a bachelor’s degree. If studying, students take a
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master’s degree in education to get a master’s degree in education. Students must
have a university degree in specialized science training (usually three or four years)
and then study to receive a teacher training course, usually from one to two years to
get a teacher’s certificate or a master’s degree and become a teacher. The advantage
of the transition model is to provide learners with a solid scientific background and,
at the same time, create an “open” input for pedagogy. It also is a quick response
to the changing needs of teachers in society. The drawback of this model is the lack
of integration between the two essential blocks of scientific knowledge and peda-
gogy, as well as oriented late in teaching and science education. Therefore, in teacher
education, countries still maintain diversity and flexibility when applying the above
training models.

In Vietnam, this model has been developed for more than 60 years with the
following basic advantages: (i) it is a favourable pedagogical environment in forming
the personality of an educator; (ii) the program is relatively stable; (iii) highly profes-
sional teaching staff and administrators; and (iv) management experience. However,
reality inVietnam shows that thismodel also has limitations such as: delay in program
transition to adapt to reality; there is little screening in the training process, and at the
same time students do not have the opportunity to change disciplines; and requires
a large investment in the system.

The model of teacher education in a broad sense is a system of overall orien-
tations for teacher education, including orientation, training goals, quality require-
ments and competencies of teachers, the framework of content structure, organiza-
tional methods, training, and evaluation methods (Nguyen & Dang, 2017; Wang,
2007). The model of teacher education should develop following the regulations
for teachers in current legal documents, based on modern scientific perspectives on
teacher education and practical relevance, meeting responds to new requirements for
teachers. The model of teacher education should be oriented towards the implemen-
tation of professional standards in teacher education and is the basis for developing
training programs.

Improving Teacher Education Curriculum

Barriers to Curriculum Development

In this chapter, we refer to the following barriers to curriculum development
Firstly, teacher education management has not been paid attention to, and there

is a lack of planning (e.g. enrolment problems, training organization, employment
of graduates, etc.). Therefore, it is necessary to flexibly apply teacher education
models, depending on the advantages and disadvantages of each model that the
universities have different choices. Teacher education programs need to be flexible
to help graduatesmove their careers easily.Moreover, statemanagement in education
is fragmented and overlapping; has not created a close connection and coordination
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between the education sector and ministries, branches, and localities. The work of
planning and forecasting the contingent of teachers from the central to local levels
is limited and inaccurate. Therefore, the determination of enrolment quotas of the
pedagogy is not based on the practical needs of the quantity, quality, and professional
structure of the teachers, and has not updated the renovation of general education.

Secondly, lack of planning in teacher education.The number of universities and
colleges has increased rapidly, only from 1998 to 2020 the country opened more
than 307 universities and colleges (Pham & Nguyen, 2020, p. 37). The function of
teacher education has been socialized, so many new teacher education institutions
have been opened; some colleges were upgraded to become pedagogical universities
or teacher education institutions, and some economic and technical universities have
also established pedagogy faculties, and educational centres also have the function
of linking training and retraining teachers. The situation of “blooming flowers” has
made the Ministry of Education and Training (MoET) lose control in regulating the
supply and demand of teachers across the country. As teacher education institutions
have entered a fierce competition in enrolment, service factors and profitability have
gradually overwhelmed the requirement of quality of education, with many peda-
gogical colleges available. Hence, some local teacher education institutions do not
guarantee the quality of training because of difficulties in recruiting the best students,
are no longer a reliable address of educational institutions, lose credibility in society.

Thirdly, the shortage of local teachers in some places or some subjects. According
to theMoET, compared to the teacher/student norm at all levels, there is a shortage of
more than43,000 teachers at the preschool level; nearly 19,000 teachers at the primary
school level. The lower secondary school lacks more than 10,000 teachers and the
upper secondary school lacks more than 3000 teachers. This situation happened that
in some localities, teachers had to cross-subject and cross-level, creating a lot of
frustration for teachers, a lot of concerns for parents, students, and public opinion.

Fourthly, lack of close connection between teacher education institutions and
schools. For a long time, many teacher education institutions trained according to
their capabilities but did not follow the needs of reality. That situation has created a
lack of connection between teacher education institutions with schools; between the
system of teacher education institutions; between teacher education institutions with
research institutions of educational sciences. It is the lack of connection that makes
the trainingprograms andoutput standards not focus ondeveloping the competence of
learners, slowly innovating teaching methods and forms of organization, and lack of
information technology application in teaching practice. The updating of the content
and skill system of teacher education institutions is still slow before the renovation
of educational practice, students are still confused when practising in the school
environment.

Fifthly, most lecturers, graduates, and labour users have agreed that the current
teacher educationcurriculum is inappropriate in providing future teachers with new
professional standards. Since the curriculum is instead an inflexibility with a few
elective courses, students do not allow to choose courses that are appropriate to their
abilities and needs—the selection of subjects mandated by faculty. Because of the
training funds lacking, class size is also enormous. Moreover, there was a lack of
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close linkages between the “world of work” (WoW) and the universities of education.
For that reason, job consulting services are not a concern of the universities. To
understand about implementation of the curriculum, we have surveyed to examine
the teaching strategies that lecturers at the universities of education used during
their training. Therefore, it is necessary to have a specific mechanism to ensure the
autonomy of universities and to build uniform and coherent mechanisms to ensure
teachers’ resources meet the requirements of the educational renovation.

Sixthly, the training program has not focussed on developing the professional
competence of students, shown in the number of theoretical hours, while the number
of hours for practice, discussion, seminar is relatively low. In the process of reviewing
the university’s curriculum, we have found that most of the modules (under the old
training program) only spend about 10% on practical activities and very few periods
for discussion. Therefore, it can be said that the training program is still academic,
the ratio of the professional knowledge block to the practical knowledge block and
the practical knowledge block is still relatively low, mostly below 20%, except for
specific training disciplines such as primary education and early childhood education.
The block of knowledge of the pedagogical profession accounts for a low proportion,
which is not appropriate, the training program is still heavy on specialized scientific
knowledge block. The total time of ten weeks for pedagogical students to go to high
school during the course (threeweeks of pedagogical and sevenweeks of pedagogical
practice) is too little and it is not until the third year that the pedagogical students
can join this activity. Therefore, the training of pedagogical students’ pedagogical
skills is limited. According to the instructors in high schools, pedagogical students
are still weak in soft skills, skills to design and organize social activities and creative
experience activities, skills in handling pedagogical situations, educational scientific
research skills, consulting skills to help students learn. In particular, pedagogical
students lack confidence in communicating with teachers and students, have not had
a sense of striving to excel in learning as well as accepting challenges.

In general, the most frequent curriculum problem factors reported concern:
curriculum design problems related tomodule design, evaluation, and theWoW; lack
of finance for practice transportation cost and teacher salaries; and lack of enrol-
ment of students. The following reasons could be, in some combination, possible
explanations for these consequences: lack of teachers’ motivation to apply teacher
education approach, lack of competent teaching staff, and the teachers’ Confucian
heritage and conservatism, lack of support of the top university leadership, lack
of cooperation from supporting departments/faculties, inadequate coordination, and
difficulties in maintaining WoW network. The following challenging issues also
concerning the curriculum design cycle were found in teacher education programs: a
poor connection of the teacher education programs with the competence profiles due
to improper translation of competence profile into learning objectives and contents.
Moreover, a traditional organization of learning process, a lack of a regulatory frame-
work, guidelines, monitoring mechanism for the quality assurance of teaching and
learning activities as planned for teacher education programs. Most of the teacher
education institutions also see it in particular as a challenge to continuously integrate
the contribution ofWoWwithin the curriculum design cycle: a role in the curriculum
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program, but also using the WoW feedback. This challenge asks for a real awareness
of the teacher education approach and its importance to university leaders, educa-
tion managers, and teachers; a lack of this awareness will inhibit the sustainable
implementation and dissemination of teacher education programs.

Teacher Education Curriculum Development

Students need to understand the work of the teacher in schools (homeroom work,
teaching, teamwork, professional group activities), understand the teaching period
process, practice teaching skills, understand more about the psychology, practice
pedagogical skills, understand and knowhow to analyse general textbook curriculum,
practice communication skills, organize educational activities, organize extracurric-
ular activities, know how to record timesheets, improve knowledge about teaching
methods, feeling more in love with the job, understanding more about students’
circumstances that influence their academic performance, and understandmore about
the educational environment. It is necessary to clearly define the teacher’s portrait,
thereby building the quality standards of teachers and standards for teacher education
curriculum. It is also essential to approach the international trend in teacher educa-
tion, that is to train teachers in multidisciplinary universities, to train teachers who
can teach many subjects.

Themodel of teacher education inVietnam follows the tradition of parallel training
in teacher education institutions. In recent years, teachers have also been trained in
many multidisciplinary universities along with the trend of multidisciplinary peda-
gogical universities. The orientation for development in future is to diversify the
training model. There is no optimal training model, each model has its advantages
and disadvantages. It is necessary to promote the advantages and limitations of
each model’s drawbacks. For instance, one obvious disadvantage is that in small
teacher education institutions, specialized science forces may be less developed in
multidisciplinary universities. On the other hand, in multidisciplinary universities,
education science is easily overlooked. It is recommended to design and test the
teacher education model of master level with a total training time of five years. The
training of preschool and primary teachers can be applied according to the tradi-
tional model (parallel model). However, the training of secondary school teachers
needs to approach international trends (consecutive model). Localities are encour-
aged to order standardized teacher education to improve the quality of the contingent
of teachers. Teacher education institutions must actively arrange and restructure to
improve the quality of teacher education.

Teacher education institutions have initially changed towards modernization
(applying credit training methods, strengthening pedagogical practices, applying
information technology, enhancing applied scientific research). However, in response
to the fundamental and comprehensive renovation requirements of education and
training, some universities of education are showing limitations in some aspects.
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Firstly, the training program was not yet associated with the new teachers’ profes-
sional standards, and the teacher education institution system itself is not connected
and support among itsmembers (Vu et al., 2012, p. 89; Pham, 2013, p. 127). Secondly,
the teaching methods and assessments of students’ learning outcomes are slow inno-
vation, not focussing on applying knowledge to solve realistic problems in general
education. Thirdly, limitations in international cooperation make the universities
of education unbalanced the training objectives. This limitation poses a problem
in determining the scope and objectives of training to improve the quality of their
training while ensuring meet human resources. Fourthly, many traditional teacher
education institutions have transferred to multidisciplinary training or upgraded to
multidisciplinary universities. The relationship between the teacher education institu-
tions and the educational management agencies at all levels and schools has recently
made specific progress, but there is no close and sustainable connection in the activ-
ities of training, retraining teachers. Fifthly, teacher education has not met the needs
of society, there is still a shortage of local teachers and high-quality teachers.

The reform of the teacher educationcurriculum should link to the reform of objec-
tives, content, and trainingmethods to implement standard and professional-oriented
training. The development of the programs should focus on the training of profes-
sional competencies. It should note that the competencies defined in the professional
standards are also at the same time the educational science capacities. However, this
is not the only standard for teacher education in universities. Therefore, developing
training programs on educational sciences, it is necessary to identify the specialized
competencies and the contents to be trained in line with teachers’ professional stan-
dards. The training contents are mainly based on a specialized scientific knowledge
system corresponding to subject programs in schools (Donald, 2003, p. 347; Tran,
2010, p. 71; Vu et al., 2012, p. 93).Moreover, it should also concentrate on the princi-
ples of choosing teaching content, modernizing the training contents by eliminating
outdated, unrealistic knowledge, and integrating modern and practical knowledge.

From the real situation of the training curriculum, we have proposed a new
approach in developing the curriculum that satisfying the need of the labour market.
From this approach, the teacher education program is based on a professional profile
of competencies developed in dialogue with the WoW and taking into account
national standards as well as international references. In this research, competency
may describe as “the ability to integrate knowledge, skills, and attitude into an
adequate professional action, given a specific situation in the field of the profes-
sional involved”. The professional profile translated into an educational profile and
didactic approach in which the teaching and learning activities support students to
realize the intended learning outcomes. The program reflects an integrated approach
in which theoretical knowledge is combined with practical and social skills training,
focussed on the professional practice of the graduates. During the curriculum devel-
opment process, we should focus on professional profiles and competence profiles.
These profiles were obtained from the results of the WoW survey; therefore, the
process represents the close relationship among crucial factors in designing a training
curriculum.
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Implications and Conclusions

For teacher education philosophy, future teachers need to have a broad and deep
background, proficient in business, able to adapt and capable of social and cultural
activities, approaching the orientation of developing a general education program and
actively educating in the locality promotes national cultural identity and strengths.

For training objectives, the personality of teachers is still the most important.
New roles in the context of the knowledge-based economy require teachers to have
new career values. Training teachers in the current context must be recognized not
only as a process of equipping future teachers with the knowledge, behaviour, and
skills necessary for the successful implementation of daily tasks in class, school, and
community. That is the process of developing future teachers as professional person-
alities. Professional value must become a core element in the teacher’s personality.
This process requires an approach, a logic-based training process that forms a system
of personality values, quite different from the current approach and training process
that focusses on competencies. Teachers need to be able to develop learners’ compe-
tence through the process of organizing teaching—educate the subject instead of
merely developing knowledge for learners. Teachers also need to be able to plan good
teaching, actively select and organize for students to refer to a variety of different
sources of teaching topics. The ability to use information technology in teaching is
also a mandatory requirement in teacher competencies in the current context.

For training content, with the implementation of a newgeneral education program,
which focusses on developing the competencies and qualities of learners, teachers
need to be able to develop learners’ competencies through the process of teaching
subject education instead of merely developing knowledge for learners. Besides, the
ability to teach integrated knowledge or know-how to coordinate and organize inter-
disciplinary teaching is a new requirement for teachers. When a program has many
textbooks, the teacher needs to be able to plan a good teaching, actively choose and
organize for students to refer to many different resources according to the teaching
topic. Regarding the proportion of specialized sciences and educational sciences in
training programs, it is necessary to increase the time and quality of subjects in
teaching methods, testing methods, and assessment. Subjects that provide the foun-
dation knowledge for teachers such as educational philosophy, educational history,
educational psychology, educational sociology should be included in the curriculum
and quality teaching. Thus, it is possible to increase the length of time for teacher
education from four to five years for high school teachers, of which three years
of foundation knowledge and two years of training in pedagogy (master’s degree).
Training programs need to meet the requirements of the society, stick to the general
education program and increase the time to practice in schools.

For training methods, there should be a change in the ratio of theoretical training
time in universities to the time of internships and practices in the school context as a
real subject. of the training process. This will help narrow the gap between the output
competencies of teacher education institutions graduates and the teacher’s ability
to meet professional standards. To further strengthen the relationship between the
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teacher education institutions with the schools, there is a separate regime for schools
that accept intern students, so that experienced school teachers participate in training
at teacher education institutions.

The practice-oriented learning outcomes in teacher education programs require
future teachers to learn together in groups and projects, as well as in theoretical self-
study, individual practice, placements, and assignments. Therefore, future teachers
should be supported to develop a learning style, characterized by “learning by doing”.
In the first year, future teachers who go to schools contact teachers and get acquainted
with general education as a formal teacher such as understanding the educational
environment, observing teachers, study age psychology and student profiles, do
educational research exercises. In the second year, future teachers continue to go
to practical schools with content such as understanding the work of homeroom class,
participating in professional group activities, attending time to learn teaching hours,
helping students to study, apply theory to practice, and participate in other educa-
tional activities. In the third year, future teachers go to schools to do homeroom
work, organize collective activities, practice skills in handling pedagogical situa-
tions, attend time and prepare test lessons, contact practical subject knowledge,
analysing the method of teaching organization, participating in volunteering and
organizing events. In the fourth year, future teachers go to schools to practice teaching
and educational practice, professional group activities and lesson research, teaching
assistants, helping underperformed students, and fostering excellent students. By this
stage, future teachers have been trained in professional skills, career manipulation,
teaching, and educational skills from the practical phase of the subject from the
first year. This model allows future teachers to be more acquainted with the work
of the teaching profession, the relationship between knowledge in the school and
knowledge at the university, have the conditions to experiment and apply what accu-
mulated in university to specific teaching activities. Therefore, it is necessary to have
the connection, linking the curriculum of the teacher education institutions and the
reality of teaching in schools, both in theory and practice.

For teacher education institutions, the MoET is currently studying to replan the
network of teacher education institutions. In this process, it is necessary to carefully
consider the model of a university specializing in teacher education and the model
of a university with multidisciplinary training of teachers. Moreover, it is crucial to
establish a network of schools to participate in teacher education as well as teacher
education centres in multidisciplinary universities specializing in teacher education
modules, which helps to professionally train teacher careers.

For continuous professional development of teachers, the need for training new
teachers in Vietnam is not urgent, but the need for retraining is very necessary.
Therefore, the upcoming teacher education will be one of the most important tasks
of teacher education institutions. By building practical topics, both associated with
the renovation of general education to foster teachers, while enhancing the potential
of teachers as professional educators.

For teacher education management, an important orientation of the MoET in
recent years is to research, formulate and promulgate legal documents to promulgate
professional standards for teachers at all levels. It is required to have the central
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management of the State over the annual teacher education quotas to ensure the
supply to meet the social needs. Therefore, every year the MoET should control
the allocation of quotas for teacher education institutions based on the capacity and
conditions of the region.

At a system level, the MoET is responsible for issuing the relevant policies to
support the development of teacher education programs inVietnam aswell as provide
competence standards for future teachers. It is also essential to follow all steps in
a curriculum development cycle, in particular program evaluation, and the involve-
ment of WoW’s in the curriculum development process. Besides, it is crucial to
build up a long-term strategy and planning for cooperation of the WoW and invest in
teaching facilities andmaterials, capacity building for lecturers according to pedagog-
ical lecturers’ competence standards. Further, enhancing to carry out a comprehen-
sive evaluation of teacher education exiting programs in combination with recently
revised competence profiles for curriculum improvement.
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Chapter 32
The Quest for Teacher Education Quality
in Indonesia: The Long and Winding
Road

Pipit Novita

Abstract Teacher education in Indonesia graduates a large number of teacher candi-
dates every year. However, due to discrepancies in the quality of the institutions, the
preparedness and the quality of graduates remain a concern. The quality of teacher
education in Indonesia is affected by several contextual factors such as policies, socio-
economic, educational system and geographical challenges. This chapter provides
an account to understand teacher education in Indonesia including historical back-
ground, concerns from the literature and some findings from a recent study exploring
quality of teacher educationwhich involvemultiple stakeholders. The views of stake-
holders including the Dean of Faculty Education, Head of Department, educators
and student teachers were taken into account to get a balanced perspective regarding
their concerns about education or teacher education in Indonesia. The findings show
a variety of complex and complicated issues in teacher education as the result of
challenges in the context, policies and educational system. The findings recommend
evaluation on the effectiveness of teacher education and teacher professionalism
training program and getting feedback from the stakeholders. The findings also indi-
cate the importance of the pursuit of quality over the negotiation or compromise for
political or economic purposes.

Keywords Teacher education quality · Indonesia · Teacher quality · PPG ·
Stakeholders

Introduction

The quality of teacher education is crucial to improve educational quality in many
countries, particularly in Indonesia. The number of teachers who graduate from
teacher education (also called Faculty of Education) in Indonesia is growing every
year. For example, between 2005 and 2010, the World Bank reported a fivefold
increase in the number of students enrolled in teacher training programs, from two
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hundred thousand students in 2005 to over onemillion in 2010 (Negara&Benveniste,
2014). However, alongside that growth, pre-service teacher education graduates’
quality is questionable due to the discrepancy in teacher education quality. Addi-
tionally, the geographical background is also one of the challenges and factors in
the disperse of quality education. Indonesia is the fourth most populated country in
the world, with a population of over 273 million by 2022, based on the latest data
from the United Nations Population Division (Worldometer, 2022). Indonesia is
an archipelago, a nation that is geographically comprised of 13.466 islands, 922
inhabited with more than 300 ethnic groups and 700 languages and dialects (Central
Intelligence Agency, 2021). Hence, Indonesia faces amount of challenges to provide
the equity and good quality of education for large number of people in thousands of
islands that are randomly distributed in urban, rural, and remote areas. Indonesia’s
geographical background leads to other societal factors and challenges that need to
be considered before adopting other countries’ policy or system to Indonesia. For that
reason, before comparing Indonesia with high-performing countries such as Singa-
pore or Finland with around five million population, the differences in demography,
socio, economy, and educational system need also to be taken into account.

What similar among Indonesia and those high-performing countries and other
countries globally is the effort to provide good quality of education for their citizens.
However, every country has a varied historical background. For instance, Indonesia
gained Independence Day in 1945. The same year when Japan lost the war and
destroyed by Hiroshima and Nagasaki bombing. Malaysia, the neighbour country,
gained its Independence 18 years later, in 1963.What happens seven decades later for
these three countries are different stories. In Indonesia, education quality has been
a serious issue as PISA results show students’ poor performance for two decades
(OECD, 2013, 2016, 2019). For instance, in 2012, a shocking PISA result placed
Indonesia 64 out of 65, second from the bottom of the list. Even when PISA result
was compared with other neighbouring countries in ASEANwith a similar economic
background as developing countries, Indonesia was still at the bottom of the list
(OECD, 2014). Despite its controversy, PISA can be viewed as a wake-up call to
improve Indonesia’s education quality. The reviews of national policies for education
show that teachers’ poor quality mainly causes Indonesia’s low education level.
Therefore, there is an urgent need to improve teacher education quality (OECD,
2015). To understand the challenges that teacher education face in the pursuit of
quality, this chapter provides historical background and contemporary issues from
the literature. Besides that, the empirical findings from a recent study about the
quality of teacher education involving multiple perspectives will also be presented to
understand how stakeholders perceived the current issues related to teacher education
quality in Indonesia.
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Historical Background of Teacher Education

Teacher education in Indonesia has gone through a long and winding road to pursue
quality and teacher standard competencies (for details see Bjork, 2013; Buchori,
2009; Djojonegoro, 1996; Fahriany, 2014; Nielsen, 2003; Novita, 2019; Raihani &
Sumintono, 2010; Soeratman, 1985; World Bank, 1998). Teacher education has
evolved several times to adapt the demand and meet the challenges, starting from
undemocratic education in the colonial era, increasing oil revenue in the old era,
political issues, until policy changes, such as the policy of “Freedom of Learning”
that has been launched recently.

From Colonial Era to Independence Day in 1945

Before Indonesia declared IndependenceDayon17August 1945, educationwas priv-
ileged for the aristocracy and the Dutch colonials. Ki Hajar Dewantara, a pioneer of
education for native Indonesians, founded Taman Siswa School as an institution for
indigenous commoners in 1922. Ki Hajar Dewantara was famous for his educational
ideals. One of his famous sayings had become the principal in his school and his
description of ideal teachers, a teacher who can become a role model, give support
and encouragement in the learning process. He said (in Javanese) “Ing ngarso sung
tulodo, ing madyo mangun karso, tut wuri handayani”, which translates: "(for those)
in front should set an example, (for those) in the middle should raise the spirit, and
(for those) from behind should give encouragement". Today, Tut Wuri Handayani is
used as the motto of the Indonesian Ministry of Education. Ki Hajar Dewantara was
honoured as the National Hero of Indonesia. He was a prominent figure and regarded
as the founding father of education in Indonesia. Before 1942, the education system
was stratified, European School was for the Dutch, Europeans and Indonesian aris-
tocrats, Dutch Native School for government officials’ children, Village School and
Continuing School for indigenous commoners. Teacher education was also stratified.
Courses for People Education (CVO) was a two-year education for teachers to teach
at village schools (three-year education with local characters and language, Javanese
writing and language). Normal School was a four-year education for teachers to teach
at continuing schools (a two-year extension of village school using Latin character
and Indonesian language). The stratified system of education was abolished during
the Japanese occupation. Since Independence in 1945, Indonesia adopted a demo-
cratic educational system that was available for all citizens, which also changed the
teacher education system.
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From Independence Day in 1945 to Teacher Law in 2005

Seven decades after Indonesia declared Independence Day, teacher education has
gone through several evolutions on its system, impacting the quality of teacher educa-
tion as an institution and its graduates. In 1954, Indonesia formed the first formal
teacher education system at tertiary education. Teacher College offered a three-year
bachelor degree program to supply teachers at junior and secondary schools. In 1963,
Teacher College changed its name into Institutes of Teacher Education. Nonetheless,
since 1963 high achievers lost interest in studying at the Institute of Teacher Educa-
tion as they were not supplied with funding and no longer guaranteed to become
civil servants after graduation. In the 1970s, oil revenue was increased, and Indonesia
rapidly expanded education access by buildingmore than sixty-one thousand schools
all over Indonesia. The government rushed tomake a shortcut by recruiting thousands
of primary teachers who were not carefully selected in the crash program, Teacher
Training High School. As a result, teacher competency was reduced, as there was no
quality control. Ministry of Education’s study showed a shocking result because only
less than half of a random sample of trained teachers could pass the science test given
to the primary school completers. In the 1980s, rather than focusing on the Institute
of Teacher Education’s improvement to produce competent teachers, the govern-
ment made another crash program, three-year university education (Diploma III), to
anticipate higher schooling due to the expansion of primary schools in the 1970s.
However, in 1999, the government mandated the upgrading of primary teachers grad-
uating from Teacher Training High School to have a two-year university education
(Diploma II) which was proven ineffective because only focusing on the upgrading
qualification but not focusing on the quality of teachers. In 1999, Presidential decree
93/1999 changed the Institutes of Teacher Education into Universities of Education.
The change of the status attracted more students to enrol, since studying at universi-
ties were considered prestigious. Nevertheless, no studies found confirming that the
increase in enrolment improved the quality of graduates.

From Teacher Law in 2005 to Freedom to Learn Policy in 2020

In 2005, the government implemented Teacher Law 14/2005, requiring teachers to
have a four-year university education (Bachelor Degree) to teach at school (Chang
et al., 2014). Consequently, all school teachers with a previous educational back-
ground (Teacher Training High School, Diploma II and Diploma III) were suggested
to upgrade their standard qualification. As a result, qualification of teachers with the
minimum bachelor’s degree increased from 37% in 2003 to 90% in 2016 (World
Bank, 2018). However, it takes more than qualification to improve teacher quality. A
video observation study from Ministry of Education and Culture found that Indone-
sian teacher still lack of content and pedagogical knowledge as shown by teachers
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who did not pose open-ended or complex questions to elicit critical thinking or elab-
oration of students’ answer, nearly 90% of the students observed responded teacher
question using only one word (Ragatz, 2015). Following up Teacher Law regu-
lation, teacher certification program was implemented in 2006 to certify teachers
who had fulfilled the standard competency: professional, pedagogical, social and
personal competencies (Jalal et al., 2009). The certified teachers receive certifi-
cates and professional salaries and incentives, and career promotion opportunities
(Haryanto et al., 2016). Nonetheless, even though certification improved certified
teachers’ welfare, numerous studies suggest that certification program is not corre-
lated with the improvement of teacher performance or student achievement (de Ree
et al., 2018; Fahmi et al., 2011; Kusumawardhani, 2017; Triyanto, 2012). Certifica-
tion policy increased the enrolment to teacher education from two hundred thousand
students in 2005 to over one million in 2010 (Negara &Benveniste, 2014). Neverthe-
less, without tight selection on the admission process, the graduates’ quality becomes
a concern due to the fact that the graduates come from candidates with a diverse level
of abilities from a different level of accreditation of the institution.

In 2013, the government improved the certification process by implementing
Teacher Professionalism Training Program (Pendidikan Profesi Guru/PPG). There
are two kinds of PPG. The first PPG is designed for existing teachers (in-service
training) which typically last 6 months. The later program is for future teachers (pre-
service training), which typically requires one year of training. The participants are
the graduate of teacher education programand the graduates of non-teacher education
program (Chang et al., 2014). Model of pre-service PPG is illustrated in Fig. 32.1
(adapted from Gufron, 2010; Pangestika & Alfarisa, 2015).

This regulation has been controversy. This training could be seen as a shortcut for
non-teacher education graduates to become professional teachers. This regulation
impacts teacher education and graduates as the teaching opportunities are no longer
solely for teacher education graduates. In the early 2020, the Minister of Education
and Culture issued a policy called “Merdeka Belajar-Kampus Merdeka”, which is
translated into “Freedom toLearn-IndependentCampus” (Nizam, 2020). The essence
of this policy is to unlock students’ potential by giving them opportunity to follow
interest in learning and innovation. Accordingly, based on the regulation No. 3/2020,
this policy provides opportunities for university students to spend two semesters to
follow their interest to learn in the same or different program outside their university.
For student teachers who follow the passion to study for one year outside teacher
preparation context, it might have impact with their competency development as a
teacher. As Kosnik and Beck (2008) argued that there should be priorities to certain
critical aspects of teaching because so much material and lack of focus and “cohe-
sion” across the various components of teacher education leads to feelings of being
unprepared. The summary of events in the history of teacher education is illustrated
in Fig. 32.2.
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Model of Preservice PPG 

Fig. 32.1 Model of pre-service PPG

Historical Timeline of Teacher Education 

Fig. 32.2 Historical timeline of teacher education

Structure of Pre-service Teacher Education Program

Pre-service teacher education in Indonesia is a four-year undergraduate degree
program for teacher preparation which consist of coursework and fieldwork. As
part of the program, student teachers need to produce a mini thesis based on a practi-
tioner research as one of the requirements to graduate. Teacher education curriculum
is based on the Indonesian Qualification Framework as the nationwide framework
qualification, competence and the standardization of learning outcome based on Pres-
idential Decree No 8/2012 (Insani et al., 2017). The level of educational system and
expected learning outcome from a bachelor degree program is displayed in Fig. 32.3
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Indonesian Qualification Framework Learning Outcome

Fig. 32.3 Indonesian qualification framework learning outcome

(Moeliodihardjo et al., 2016; Susilo, 2015).
Nevertheless, the microelements of the documented curriculum, including the

content of the curriculum for courses are designed by each individual university
(Latif, 2017; Rohmah, 2017; Susilo, 2015; Wahyuningrum, 2017). It means that
every teacher education has a variety different courses, length and structure of the
program and the assessment procedure. The length and structure of fieldwork such as
observation and practicum teaching also depends on the policies of each institution
(Azkiyah&Mukminin, 2017). Research training is very limited in scope. It is mainly
research method courses for preparing students writing their mini final thesis rather
than giving then fundamental foundations to make a research for their professional
development in the teaching profession. Teacher education is supposed to become an
institution to prepare skills and knowledge of future teachers, but teacher educations
in Indonesia face several challenges and need to tackle some problems to achieve
the mission.

Concern for Pre-service Teacher Education in Indonesia

Student Teachers’ Motivation and Career Intention

Admission process in pre-service teacher education is relatively easy. As a
result, besides candidates’ diverse abilities, low-stake screening test may allow the
candidates who may not be motivated to become teachers to enter teacher educa-
tion since it is uncompetitive. Students might choose teacher education as a last
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resort to continue education to universities as a result of not being accepted in their
desired faculty. The finding of a recent study revealed that “no other choice” as
a popular choice for students motivation to join teacher education (Masbirorotni
et al., 2020). Student teachers who are motivated to become teachers may choose
the teaching profession due to altruistic, intrinsic, or extrinsic motives (Abotsi et al.,
2020; Giersch, 2021; Mukminin et al., 2017). However, some students who might
not be motivated to become teachers cannot be generalized into that group. A recent
study investigated student teachers motivation (integrative vs instrumental) found a
considerably high proportion of students, 145 out of 328 (44%), who did not have a
genuinemotive to enrol in a teacher education programme and commit to becoming a
teacher (Suralaga et al., 2020). The fact that some student teachers are not motivated
to become teachers should not be overlooked. Taking for granted that all student
teachers joining teacher education want to become teachers seem like turning a blind
eye to the phenomenon. A vast literature has emphasized the importance of taking
motivation and passion for teaching as consideration for teacher candidates (Flores&
Niklasson, 2014), nevertheless, motivation is still regarded as “themissing ingredient
in teacher education” (Lamb & Wyatt, 2019).

Students lack of motivation and interest might affect their career intention. Conse-
quently, a lesser portion of student teachers prioritizes teacher as their choice. This
phenomenon showed in a study conducted to measure student teachers’ motivation
with Factors Influencing Teaching (FIT) (Suryani, 2017, 2020; Suryani et al., 2016).
FIT has been usedwidely as a valid instrument in diverse settings, includingAustralia
((Watt & Richardson, 2007; Watt et al., 2012), Netherland (Fokkens-Bruinsma &
Canrinus, 2012), Germany (König & Rothland, 2012), Ghana (Abonyi et al., 2021)
and Nigeria (Akpochafo, 2020). Interestingly, the study finding also showed that
out of 657 student teachers who planned to become teachers, 636 of them (79.30%)
planned to have a second job, with 530 students (66.08%) planned to have a job at the
same time, indicating being a teacher is not a priority but only as the option. Addi-
tionally, the result showed that only a small group of 109 students (13.59%) intended
to focus on teaching without having a second job. Similarly, the study by Suralaga
et al., (2020) adds to this point as it also showed less than half of respondents, 145
(44.2%) out of 328 students who fully committed to becoming teachers.

Socio-economic, political, and financial concerns play an essential role in this
tendency, a dilemmatic situation. When a teacher is perceived as an “easy going” job
that could be juggled with other duties and interests, the effectiveness of teachers’
performance is questionable. But, asking teachers to focus on a single teaching job
when they have financial constraints seem unfair. Moreover, student teachers are
aware that teachers are oversupplied and being a certified teacher is not solely for
them as they need to compete with non-teacher education graduates. In this context,
a plan to have a second job for student teachers could be seen as a strategic plan
to survive besides the motivation factor. Having said that, measuring all student
teacher’s motivation using a scale without mapping the career intention might not
portray the accurate portrait of student teachers’ motivation to join the teaching
profession. Considering challenges in the Indonesia context, the sweeping general-
ization ignores the facts that in Indonesia, student teachers join teacher education
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might not necessarily mean they want to become teachers. Perception of the teaching
profession might not reflect the career intention. However, it is important to note that
motivation and intention are not static and likely to change as the learning experience
in teacher education could also influence their decision to become teachers.

Role of Teacher Education

PPG’s implementation raises a concern on pre-service teacher education as a teacher
preparation institution and teacher education graduates’ job market. Teachers are
oversupplied. The problem relies on teachers’ distribution, especially for the frontier,
outermost, and least developed regions program in Indonesia (Marmoah et al., 2021).
In anticipation of a possible oversupply of newly graduated teachers, the government
has set an annual quota of 40,000 teacher candidates to enrol in teacher education
(Chang et al., 2014). PPG allows every university graduate who is talented and
interested in becoming a teacher to join the training andbecomeprofessional teachers.
The purpose of this program to meet the supply demand is questioned considering
the oversupply of teacher education graduates, approximately only half of teacher
education graduates have opportunities to enter the teaching workforce (World Bank,
2010). This policy raises an issue on how the quality of teacher education graduates
perceived. Even though PPG program is believed to contain high-quality material,
problems may arise due to the short period of time for participants to engage and
interact with the material, particularly for students who are not from pre-service
teacher education, as they might have limited pedagogical knowledge and teaching
practice. Teachers are the pillars of the education systemand front liners for educating
the young generation. The notion of professionalismmay vary in concept or contexts
(Brante, 2011; Dodillet et al., 2019). Still, there is a great sense of unity concerning
the importance of teachers’ professionalism. A certain amount of time, process,
and practices must be appropriately allocated to achieve knowledge and skills as a
professional teacher to avoid quality conundrum in teacher education (Brooks, 2021).

Contemporary Issues: Multiple Perspectives

This empirical section is part of the study conducted in 2020 regarding teacher
education quality in Indonesia. The study’s objective is to explore how stakeholders
perceive teacher education quality in Indonesia regarding the influential aspects to
offer insights into teacher education improvement. In the study, each stakeholder cate-
gory was asked specific questions related to teacher education’s influential aspects.
Besides that, one overarching, open-ended question was asked to all types of stake-
holders regarding concern in education or teacher education. The purpose of this one
open-ended question at the end of the interview was to capture any issues that might
not be covered in the questions concerning the influential aspects. Furthermore, this
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open-ended question gives all stakeholders space and voices to raise concerns that
they think are essential without any leading questions or prompts. These findings’
inputmay give new insight and a better understanding of issues and contextual factors
that affect the quality of education or teacher education in Indonesia. The findings
from the open-ended question from all stakeholders are reported in this section.

Context of the Study

The study was conducted in the English Department of two different university
types in Indonesia, private and state. Both universities are located in urban areas and
categorized with an excellent level of accreditation. The same level of accreditation
is chosen to avoid the discrepancy in quality. In addition, these universities were
chosen as resources to learn more about the best practices that have proven effective
to improve teacher education quality. The example of the best practices will be a
valuable input for other teacher education in Indonesia concerning the extent of
similarities in terms of context.

Research Methodology

The research design used the interview to collect qualitative data from stakeholders.
Such an approach is necessary here to provide a deep insight into contemporary
issues from different perspectives. In the interview, the stakeholders were asked one
open-ended question regarding issues in education or teacher education. The study
set out to answer the following question: What is your concern about the quality of
education or teacher education in Indonesia?

Sample

Purposive sampling was used in selecting participants for the sample. The sample
consists of 26 stakeholders, including four types of stakeholders: student teachers,
Deans of Faculty of education, Heads of English Department and educators. The
numbers of students were the representation of third- and fourth-year students in
each university. The selection of these participants was vital because they repre-
sented different stakeholders who could provide insightful and valuable information
from different angles. The participants are identified using numbers to protect their
identities. The demographic of all participants is provided in Table 32.1.
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Table 32.1 Demographic of interview participants

Category Participant Total Gender Age range

Private State Male Female

Student teacher 8 6 14 2 12 20–24

Educator 4 4 8 2 6 35–50

Head of English Department 1 1 2 1 1 40–45

Dean of Faculty of Education 1 1 2 1 1 50–58

Total 14 12 26 6 20

Data Collection

The research data was collected in January and February 2020 through interviews.
The participant was given a consent form and details about the research information,
including their rights, anonymity, and data confidentiality. Each participant was inter-
viewed once. The interview lasted for about one to one and a half hours, including
the interview section, which focused on teacher education’s influential aspects and
the overarching question.

Data Analysis

After member checking, the data were analysed using an inductive approach and
reflexive thematical data analysis. Considering there are four types of stakeholders
with different roles, the data is categorized, compared and contrasted in the same type
of stakeholders. Because the open-ended question data is less structured, there is
notable overlapping themes expressed by each stakeholder type.

Findings

In this section, the findings from faculty members (Deans Faculty of Education,
Heads of English Department and educators) are presented first, followed by student
teachers’ findings. While the main focus is on comparing concerns among stake-
holders, it is interesting to consider the difference in the university context may have
affected their concern in accordance with their responses. This issue is an inductive
area of interest that have arisen through the data. Some findings presented here are
the selected key findings from various topics in each type of stakeholders and the
overlapping theme finding across different stakeholders.
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Table 32.2 Deans’ responses

Dean What are your concerns on the quality of education or teacher education in Indonesia?

1 Teachers who inspire and become an example, our hope, having characteristics to be able
to exist, survive anywhere, giving meaning, wherever they are, giving blessings

2 Soft skills and hard skills must be emphasized as the outcome or output provided by
students. There is a process that refers to be qualified teachers who have skills and
integrity

Deans’ Comments on the Quality of the Output

The responses show similar concern on the output quality from the Deans of the
Faculty of Education. Dean 1 explained that the expected output is qualified teachers
who are competent intellectually and technology savvy. She further added that
teachers are supposed to be equipped with social, personal and spiritual competen-
cies. These teachers are expected to teach, educate, inspire students. Similarly, Dean
2 categorized important competencies into hard skill and soft skills. He described
that the quality of education in one country is supported by teachers whose majority
have been trained in teacher education. So, when the quality of education is low, what
is typically blamed is teachers’ quality. In fact, teachers’ quality is highly affected
by the training they received in teacher education as the institution where they learn
the skills and knowledge to teach. In a nutshell, he pointed out that the logical conse-
quence of improving education is teacher education’s improvement, as the essence
of teacher quality improvement. A summary of the Deans’ responses is presented in
Table 32.2.

Heads of Department’s Comments on Teacher Education
and Online Learning

In the interview, HoDs responded differently to the question. HoD 1 concerned about
the role of teacher education which has been overlooked. He argued that everybody
could be successful because of the contribution of a teacher who is mainly prepared
for their teaching career in teacher education. Thus, he inferred that teacher educa-
tion has contributed to everybody’s success. Meanwhile, HoD 2 raised concerns on
overreliance on technology (The interview took place before the pandemic when
all learning platforms moved into online mode). She further criticized the overuse
of online learning for replacing face-to-face meeting. She argued that technology is
just a tool to teach as part of the learning process, but it is not supposed to replace
teachers. Teachers are still expected to explain, educate, facilitate discussion, interact
with students rather than just giving away the material, or provide time-consuming
games which have nothing to do with the learning outcome achievement. A summary
of the Heads of the English Department’s responses is shown in Table 32.3.
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Table 32.3 Heads of English Department’s responses

HOD What are your concerns on the quality of education or teacher education in Indonesia?

1 Sometimes the role of teacher education is overlooked. It is one of “the spearheads” of
education. All successful people are educated by teachers and teachers are trained mostly
from teacher education

2 Online learning is good, but tools cannot replace human education. Technology cannot
replace you as a teacher. It is different from other majors. In education, human education
is important

Educators’ Comments on PPG and Student Teachers

Responses reveal that educators perceived PPG as a controversial topic. Edu 1
suggested that this policy has made the gap in teacher education graduates’ quality
even further by “creating” a new teacher training platform rather than “fixing” the pre-
service teacher education problem. She further commented that this policy doubles
the quality concern into twofold: quality of pre-service teacher education and its grad-
uates and quality of PPGand its graduates. Edu 2 expressed herworries regarding pre-
service teacher education graduates’ prospect as they are considered “prospective but
not professional yet”. In PPG, student teachers will have to compete with non-teacher
education graduates who might have strong content knowledge as they are majoring
in a specific subject such as Science, Mathematics, or English. Moreover, Edu 3,
an educator in the PPG program, identified areas of concern regarding PPG gradu-
ates’ quality. He further revealed that the graduates’ competence of pre-service PPG,
which allows non-teacher education graduates to join, might be questioned as they
lack the foundation of pedagogical knowledge, teaching practices or teaching expe-
rience. The graduates’ competence of in-service PPG, which provided for teachers
who have been teaching, could also be questioned, particularly for those from rural
and remote areas. Typically, because they are not permanent teachers yet, they have
other jobs to meet their needs as part-timers’ income might not be adequate. As a
result, they have little time to improve their professional development. Besides that,
the geographical challenge might affect the limitation of school facilities, internet
access and technology. Many might not have laptops yet. As a result, their quality
is low, and it is very challenging for educators to train them. For those teachers, the
certification has been a hope to have a better income. Edu 4 felt this phenomenon
causes a dilemmatic position for him as an educator. If he has to fail them, it feels
inhumane as they have contributed to educating the young generation. They deserve
good welfare, but passing them and certifying them as “professional teachers” seems
unsuitable as the quality is low.

The interview findings show that educators raised several issues with student
teachers, especially concerning motivation. Edu 5 commented that one of the under-
lying problems is from the internal student teacher’s motivation. Many of them join
teacher education because they are not accepted at their desired faculty, not because
they want to become teachers. Edu 7 added to this point by giving an example of her
class. She found out that the portion of students who intend to become teachers after
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graduating is low. Similar to her colleagues, Edu 8 explained that motivation and
career intention might also affect student teachers’ teaching skills and knowledge.
She noticed that students who only consider teacher education as higher education
institutions to continue studying might not take the lessons in teacher preparation
seriously. As a result, their beginner teacher’s skills and knowledge are also not satis-
factory. Furthermore, Edu 6 explained that simply adopting other countries’ policy
and educational systemwithout fully aware of Indonesia’s challenges seems far from
feasible. She argued that recruiting the best and motivated students in the country to
become teachers without them knowing if they will be certified or having prospec-
tive jobs after graduation seems difficult and unattractive for them. The summary of
educators’ responses is presented in Table 32.4.

Table 32.4 Educators’ responses

Edu What are your concerns about the quality of education or teacher education in Indonesia?

1 I don’t understand what PPG is doing. Why don’t we just improve the quality of teacher
education? I’ve been sceptical about this policy issue because not all student teachers go to
PPG

2 Many teacher education graduates are not good at content knowledge and even teaching
skills. Their positions are threatened because of PPG. When graduates from the
Mathematics department join PPG, we are lost in terms of content knowledge. Then where
are our teacher graduates going?

3 I happen to teach at in-service PPG for certification. The quality of teachers who join the
training is very worrying, in my opinion. They never get training. They have been busy
struggling with their minimum welfare. Even to use a laptop, only a few can do, they are
even struggling to make PPT, how can they study in this poor condition?

4 With the PPG program, we can’t prepare them to become teachers but only prospective
teachers. Well, that leaves the students feeling confused. I think the government is not
ready with the PPG program. I have also taught PPG. Even if they pass, because of what
grades? I just let them pass

5 I think it’s a complex issue. First, in terms of those who want to be teachers, maybe they
do not want to be teachers. So, teacher or teacher education becomes the last option. If we
ask students why they join teacher education, the answer probably majority because they
are not accepted anywhere

6 We have a lot of rules to be a teacher. We must go through PPG. That’s what might make
the interest is decreased. We are still proud of adopting education from other countries, but
we have not thought about how our students’ character is like, education that works for us.
And that’s compounded by the ever-changing policies

7 In my class, less than 30% out of 75 students wanted to be teachers. That’s why I said I’m
not sure there are many potentials, just how we make sure they are interested. Because a
lot of them still haven’t decided yet. We just need to convince them that being a teacher is
a great idea

8 We still need to match what is needed in school with our curriculum. For example, one
thing we still lack, in my opinion, is from the side of our students’ skills in making a
lesson plan, it is not very good, and it is a very practical, much-needed ability as a teacher
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Student Teachers’ Comments on Teachers and Teacher
Preparation

In response to the question, several students commented on various aspects of
teachers. Stu 1 expressed her concern about how people underestimate teacher as
a profession. She asserted that the teaching job is not only full of responsibilities but
also complex and complicated. Stu 8 supported this idea by explaining Indonesian
teachers’ challenges who sometimes have to deal with a large number of classes
(30–40 students) consisting of students with diverse backgrounds. Stu 6 and 13 also
explained that Indonesian teachers face other challenges in terms of the curriculum,
which is often changed combined with administrative burden, school demands and
lowpayment. Likewise, Stu 3 showed sympathy concerning teachers’welfare, specif-
ically for those in rural and remote areas, as she saw herself in their condition. She
said that the financial constraint limits their capacity to become qualified teacher.
Being a civil servant is one possible solution for teachers to have a better and perma-
nent income. However, Stu 14 felt that the teacher recruitment process to become a
civil servant is problematic as it is only based on the period of teaching rather than
performance, so the quality of recruited teachers is questionable. Stu 7 also raised a
concern on the difficulties to control the quality of civil servants who are distributed
in thousands of islands in Indonesia.

The interview findings also show that student teachers raised concern about some
aspects of teacher preparation. A long-standing issue in teacher education about
the gap between theory and practice is one of them. Stu 1 said that she would feel
ambiguous if she only learned theory without practice. In line with her statement,
Stu 5 also pointed out the importance of practice in the real context. She expressed
her worries, confusion and burden if she had never been practised in a real context
as she might not understand what to do. Her response is similar to the concern
expressed by Stu 12, who argued that the longer exposure is, the better as students
might be able to anticipate the problems that may arise, such as the diversities of
student’s characters in Indonesia. However, exposure to the teaching field can “make
or break” student teachers’ intention to become teacher, as managing children in
the actual classroom might not always be easy. Additionally, Stu 10 suggested that
student teachers become strong and not feel down easily and accept it as the nature
of the teaching job. In this case, the teacher educator plays a vital role to guide them
through the learning process. Stu 2 also showed her expectation for educators to have
global knowledge and experience to make them aware of the global context’s current
issues.

Apart from the theory into practice, two students raised a concern about their
status as student teachers. Stu 9 questioned how people perceived education as a
less prestigious major. He mentioned that he experienced different reactions from
his families when he and his cousin majored in engineering, telling them about their
subjects.He expressed his upset feeling by emphasizing that even every engineer used
to be taught by a teacher. So, majoring in education should not be underestimated.
On a different note, Stu 4 showed her confusion on joining teacher education if,
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after graduation, she has to compete with non-teacher education graduates to be a
professional teacher in PPG. However, she said that she was not worried about her
chance to become teachers, but she raised her concerns with her friends who did not
take the teacher preparation subjects seriously as they might not be sure about their
career intention. The summary of student teachers’ responses is shown in Table 32.5.

The findings show that the faculty members’ responses went into more detail
and focused than student teachers when answering the same question. The faculty
member discussed more issues in teacher education, while student teachers’
responses had more various concerns related to teacher and their preparation in
teacher education.

Discussion

There is a notable divergence in the stakeholders’ opinions concerning education or
teacher education in Indonesia. Data finding from the Deans suggests that teacher
education’s output is expected to have the content knowledge and soft skills. This
finding also points to the role of teachers as an inspirator more than just delivering a
lesson. The Head of Department’s finding of the perceived role of teacher education
indicates the visibility of this social phenomenon. This finding is supported by Stu 9
when explaining how he was compared and treated differently as a student teacher
from teacher education.

The educators’ concern for student teachers’ input quality and motivation indi-
cates that this problem is significant. They are considered the underlying problems
which affect the quality of teacher education graduates. One possible explanation
is because of the admission process. High reputable universities may have better
student intake as the places are limited, and the students can be selected. Neverthe-
less, the institutions with more available spaces than the students who apply may
recruit students without a tight selection process. As an illustration, by 2020, out of
425 teacher education institutions, there are only less than 10% of teacher education
with high accreditation, and around 90% of them have varied accreditation levels
(National Accreditation Board, 2021). The vast number of teacher education with
varied quality causes a considerable discrepancy of quality in teacher education.
Low-stake screening test to enter teacher education lower the quality of input in
talents as candidates come from diverse abilities. Consequently, teacher educators
face more challenges in training their candidates to become qualified teachers as
students might struggle with basic content knowledge. For example, the English
teacher education department might recruit low proficiency students in English to
become English teachers. In the long run, student teachers’ lack of content knowl-
edge mastery might affect their pedagogical practice or classroom management as
they are not confident with their competence. The incompetent feeling could influ-
ence students’ career intention to join the teaching profession besides the lack of
motivation or teaching passion.
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Table 32.5 Student teachers’ responses

Stu What are your concerns on the quality of education or teacher education in Indonesia?

1 People sometimes underestimate the profession of a teacher because people think it is easy.
A teacher should not be underestimated because a teacher has a big responsibility

2 Educators should have more insightful knowledge. They do not only study in Indonesia, so
they have a richer experience. The feedback to the students will make them more curious to
learn and motivated

3 I have not seen the welfare of the teachers yet. Education has not been evenly distributed in
Indonesia. Teachers in the village are not the same as teachers in Jakarta. The government
should prioritize teacher preparation

4 PPG allows everybody to teach, then why does teacher education exist? I don’t worry. It’s
just a little bit strange. Many student teachers don’t realize that they will be educators who
teach humans. They are not serious to study

5 We need to be prepared for the real context so that we won’t be surprised. When there is no
preparation, we only know theories. When we go to the field, we question many things. I
feel burdened because I don’t understand

6 In general, teachers lack in the curriculum, as it is often changed. We have not understood
it yet. It is replaced again. I saw confusion in teaching, the demands of the curriculum, the
other deadlines and so forth

7 I think Indonesian education is good. The problem lies in control. Perhaps due to some
aspects such as large areas, thousands of islands, so the central government is a bit difficult
to control some remote parts of our country

8 It is a challenge for teachers to manage students with different characters. Teachers need to
be more creative and adjust and update the teaching. It is not fair for students if they are
taught in the old ways

9 Why is an education major always considered less prestigious? Behind people majoring in
engineering, there is a teacher’s contribution there. Why don’t they appreciate that?

10 Student teachers should not feel down so quickly. Many students initially want to be
teachers but, in the process, feeling down when facing the children. Teaching is not
difficult but also not that simple

11 Student teachers would be better having more practice than theory. Suppose we learn a
theory, but we will just practice it in the sixth semester. We feel ambiguous if the theory is
valid

12 Teacher education should emphasize more in practice. The longer and the more we get a
lot of exposure from the field, the different characters of students, the better I think

13 Low payment factor limits our intention to become a teacher. Sometimes teachers are busy
with administration. They just want to finish the syllabus without caring whether the
students understand or not, remember or not

14 I don’t know why civil servant registration for teacher has the same examination as others,
no microteaching, no PPG, just two-year teaching experience. We don’t know about the
quality, whether for two years they perform well or not



668 P. Novita

The quality of student intake and lack of motivation are long-standing, funda-
mental issues that have been compromised for a long time. If they were considered
minor symptoms of a disease in a body, they were ignored, and as time goes by, these
symptoms become chronic and acute and lead to a more severe illness and have a lot
of complications. In this case, low-quality of student intake and lack of motivation
in student teachers may lead to low quality of graduates and a low portion of student
teachers in the teaching profession. If it keeps going on like this, the teaching profes-
sion will be filled in with people who might not have a passion for teaching and this
phenomenon results in low quality of teachers. The other implication is a curriculum
issue in teacher education. Student teachersmight be providedwithmore subjects that
do not focus on teacher preparation to accommodate students’ needs and adjust the
low interest in the teaching profession. In the long run, this phenomenon could shift
teacher education as teacher preparation into merely a higher education institution
besides the decrease in teacher education graduates’ quality.

PPG is identified as a common concern between educators and student teachers
in the data. The findings show that PPG implementation raises a concern regarding
the input, process, output, and impact. The literature about the history of teacher
education in Indonesia has given evidence regarding crash program conducted in the
1970s and 1980s due to the increased oil revenue (Bjork, 2013; Djojonegoro, 1996;
Raihani & Sumintono, 2010). The history revealed that rushing effort to provide
teacher training in a short time resulted in poor quality of teachers as the consequence
of inadequate training in the crash program. If PPG is argued to supply the demand
of teachers who will be retired, Indonesia has the oversupply of teachers in urban
areas and teacher graduates from teacher education. A system might need to be
developed to manage the distribution. Moreover, not all PPG pre-service graduates
are allocated to teaching professions yet. Suppose the quality of pre-service teacher
education graduates who have been prepared to become teachers for four years
are questioned after 4 years of training. In that case, the quality of non-teacher
education graduates who have a year of preparation without fundamental knowledge
about teacher preparation, limited pedagogical knowledge, practice and teaching
experience could also be more questionable.

Implication

The findings of the study indicate an urgent need to improve the quality of teacher
education graduates. One possible solution is by making a mechanism in the admis-
sion process to filter the students who are talented and motivated. Besides that, the
findings also bring implication for PPG. It is suggested to embed the PPG program
in pre-service teacher education as a postgraduate level of teacher education. One
possible reason is that matriculation in PPG might not be adequate to replace four-
year teacher preparation. Additionally, student teachers who join PPG do not need to
encounter the similar material they have in pre-service teacher education. PPG will
focus more on practising teaching skills and innovative teaching methods. Students
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are also equipped with the awareness of local and global issues in education and
subject-specific knowledge. More importantly, PPG will emphasize the importance
of the mind set and values to become dedicated teachers who are professionals,
explorative and adaptive to the dynamic of the teaching profession and changing
world. Furthermore, research skills are also vital and need to be developed for candi-
dates to become critical, innovative and responsive to the problem they face in their
classroom teaching based on scientific evidence. Motivated and talented non-teacher
education graduates interested in becoming teachers are welcome to join. Besides
that, other issues regarding teachers’ motivation, dedication and distribution also
need to be addressed.

A system might need to be developed to distribute teachers and sustain a good
quality of education in rural and remote areas. The government effort to give schol-
arship for the bright students from those areas needs to be increased and supported,
especially for those who want to become teachers by giving a civil servant status
for them to come back to their hometown and contribute there. The distribution of
good quality teachers could also be possible from PPG graduates as civil servants
in those areas. So, the exposure to good quality teachers does not rely on a short
period of visiting teachers or NGO project or practicum teaching of student teachers.
Finally, the findings suggest quality control and evaluation for the effectiveness of
teacher education and teacher professionalism training program, which involve the
multiple stakeholders’ feedback towards the program as quality could be seen as a
stakeholders-related concept (Harvey & Green, 1993).

Conclusion

Teacher education in Indonesia has experienced a long and winding road to prepare
qualified teachers for the country. The challenges are rooted in the historical back-
ground of teacher education’s evolving system, perceived teacher status, combined
with socio-economic and geographical challenges, tangled with changing policies,
changing curriculum, and implementing one crash program to another with an inten-
tion to prepare professional teachers. Extensive literature in the broader and Indonesia
context have suggested the importance of choosing the bright students with a passion
for teaching to be recruited to become teachers from the beginning. High performing
countries have also given similar recommendation to improve the quality of teacher
education. The voice of this argument is echoed, loud and clear. In the light of this,
supportive educational system might need to be developed to apply this approach, as
changes could not be made with a wish. Different results might be unlikely to happen
when using the same approach or doing the same thing repeatedly. The Indonesian
government has made a lot of efforts to provide a good quality of education. Never-
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theless, feedback from stakeholders and regular evaluation of the program’s effec-
tiveness must be taken into account for constant improvement because the quality
needs to be pursued, not compromised.
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Part IV
Teacher Education Reforms



Chapter 33
Teacher Education Reform in Japan

Yuko Fujimura and Mistilina Sato

Abstract In Japan, the imbalance of generations in schools due to the retirement of
the baby boomer generation and the decrease in the number of teacher applicants are
serious issue. In response, teacher education reforms have been promoted rapidly.
One of the characteristics of the reform is the establishment of teaching standards and
the reformof teacher education programs based on them. In addition to undergraduate
education, teacher trainingprogramshavebeen implemented in various places such as
graduate schools and educational administration institutions. This chapter introduces
these new trends in Japanese teacher education reformbased on professional teaching
standards and teacher training.

Keywords Teacher education · Reform · Japan · Policy trends · Teaching
standards

Introduction: The Teaching Profession in Japan

Interest in teacher education is growing in Japan, given how teachers are consid-
ered a critical factor in the overall education system. Policymakers are particularly
interested in how to prepare teachers, hire new teachers, and implement continuous
professional learning for teachers. In Japan, a public school teacher is a civil servant.
The working conditions of civil servants enshrined in the law (such as wages, work-
place conditions, and management arrangements) apply to the teaching profession.
Japanese teachers are paid for 12 months, in contrast to the practice in other nations
that pay teacher salaries for only nine months of the year. Teachers are involved in
not only teaching but also in a wide range of tasks, such as school affairs, committee
activities, club activity guidance, and participation in professional development, even
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when schools are on vacation. As civil servants, public school teachers have an estab-
lished social status and guaranteed working conditions. These perks make teaching
an attractive profession; Japan does not have a serious shortage of teachers.

Japan’s teaching profession has the unique distinction of attracting more men
compared with other advanced countries. Regarding the sex ratio of school teachers,
Japan has considerably more male teachers compared with the international average
(OECD, 2019). The percentage of male teachers in primary school is 35%; in lower
middle school, 60%; and in high school, 80%. These rates are the highest among
OECD countries (OECD, 2019). Indeed, unlike in many other OECD countries,
teaching is not a female-dominated profession.

Nonetheless, the teaching profession in Japan is facing some challenges. One
is the working hours of teachers. According to a 2018 OECD survey (OECD,
2019), Japanese junior high school teachers have the longest average working hours
comparedwith their peers in 48OECDcountries and regions (OECD, 2019),working
56 hours per week on average compared with an overall average of 38.3 hours a
week for other jurisdictions. Similarly, Japanese primary school teachers work, on
average, 54.4 hours per week, also longer than the OECD average. As mentioned
earlier, Japanese teachers’ duties are broad and not limited to teaching. For example,
they spend time on guidance for extracurricular activities (sports and cultural), office
work, and professional development. Moreover, owing to a rising trend for families
to shift away from traditional intergenerational support within an extended family
household, the family lifestyle in Japan is changing.The increasing number of nuclear
families and families who do not live near a support network of relatives is creating a
need for support for them, and the school is increasingly taking on this responsibility.
Teachers are now providing educational support to their students’ parents (MEXT,
2005). Recently, the attractiveness of teaching has been decreasing as the media have
reported how difficult the teaching profession is, with longworking hours, increasing
demands for parent education, and the shifting social dynamics of students within
their families and society. Japan is on the cusp of a serious shortage of teachers,
prompting the government to consider new strategies to enhance the attractiveness
of the teaching profession.

The second key issue for Japanese teachers is the rapid changes in
the informatization and internationalization of society. Japan is undergoing
school curriculum changes, such as strengthening information and commu-
nication technology (ICT) education, English as a second language (ESL),
and science/technology/engineering/arts/mathematics (STEAM) education. School
curriculum needs are constantly undergoing changes, and teachers are expected to
also be flexible in responding to these changes. The Ministry of Education, Culture,
Sports, Science and Technology (MEXT) determines the Course of Study as a broad
standard for all schools, from kindergarten to upper secondary schools, to organize
their programs, and to ensure a minimum standard of education across the country.
TheCourse of Study has generally been revised once every 10 years. In short, teachers
need to update their knowledge and introduce new teaching approaches every ten
years (MEXT, n.d.).
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To produce high-quality teachers who can respond to the new era of education, the
MEXT must steadily implement integrated reforms in teacher preparation, employ-
ment, and ongoing professional learning to support teachers in continuing to learn
throughout their career. Given the high interest and expectations of society towards
school education, reforms in school and teacher education are required. Therefore,
in this chapter, we focus on the following questions: (1) What do policy reforms
for teacher education in Japan look like? (2) What are the challenges of reforming
teacher education in Japan? We describe the policy reforms that are currently taking
place, explaining the impetus behind these reforms, as well as some of the challenges
that Japan is facing in implementing these changes to the teacher education system.

Japanese Education System

In Japan, compulsory education is from7 to16years of age and is divided into primary
school (grades 1–6) and junior high school (grades 7–9). Additionally, high school,
which is not compulsory, has three years (grades 10–12). Educational administration
is a centrally controlled system, whereas educational administration is operated at
both the central (national) and local (prefectural/municipal) levels (National Insti-
tute for Education Policy Research, n.d.). The MEXT, which is one of the ministries
that comprise the executive branch of the central government, is responsible for
the national educational administration. The MEXT has two types of departments:
education departments and sports and cultural departments. Local educational admin-
istration is performed by the prefectural/municipal Board of Education. The primary
policy and governing roles sit within the MEXT at the central level and with the
Boards of Education at the local level. The MEXT is not the only entity involved
in educational administration; in some cases, the Prime Minister sets educational
administration policies as well.

Within the MEXT, the Central Council for Education carries out research and
deliberations on important matters related to the promotion of education in response
to requests from the MEXT. The Council provides opinions to the Minister of the
MEXT, and reports submitted by the Council serve as the foundation for the promo-
tion of educational policies and reforms. Generally, education-related legislation
is promoted based on these reports. Boards of Education have the primary role
of operating educational administration in local municipalities, social education,
sports, and culture and serve as important policy bodies through the local program
implementation of national policy and guidelines.

Education system is centralized, and the Course of Study mentioned above is
based on national curriculum standards. The Course of Study is the minimum stan-
dard for education and must be met at all schools, including private schools. In
March 2017, the Course of Study for elementary and lower secondary schools was
revised, and those for high schools and schools for special needs education were
revised in March 2018. One of the four main points proposed by the latest Course of
Study is the implementation of a new teaching approach that encourages “students’
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independent, interactive, and deep learning”. To achieve these bold learning goals,
teachers need to learn new teaching approaches. Specifically, teachers are expected
to (1) design learning activities that require students to use knowledge, skills, and
language; (2) use experiential learning and problem-solving-oriented learning activ-
ities; (3) incorporate the use of information technology through the use of computers
and communications networks; and (4) strengthen collaborative relationships with
pupils’ homes and the local community (MEXT, 2017).

Japanese Teacher Education System

The teacher preparation systemwas rebuilt afterWorldWar II based on the reflection
and criticism of the pre-war “closed” teacher training centred on a normal school
model. With Japan’s defeat in the war, the country drastically reformed its entire pre-
war education system. The current system was designed based on two principles:
an open system and teacher training at the university level. Teachers must obtain
a license to become a teacher at a national, public, or private school (Nasukawa &
Watanabe, 2014).

An open systemmeans that all qualified institutions can certify and provide various
kinds of teachers’ licenses, and all the institutions are treated as equal under the
Education Personnel Certification Law (1949). The purpose of this system is to
bring diverse human resources who have wide perspectives and deep specialized
knowledge in the teaching profession. Before the war, the training of primary school
teachers was conducted at normal schools, whichwere a form of secondary education
institution. Additionally, secondary school teachers were able to teach at school with
little formal understanding of teaching and learning practices if they graduated from
university. Today, both primary and secondary teachers are prepared through teacher
education at the university level and require a bachelor’s degree. Teacher training
can be provided by national, public, or private universities and can be delivered by
faculties of university. This policy expects that teachers acquire liberal arts educa-
tion and learn broad and deep perspectives on teaching and learning (Fujimura &
Horiuchi, 2018).

However, problemshave been identified in the current system. First, the supply and
demand of teachers do not align. Under the open system, graduates who complete the
coursework required by law are awarded a teaching license from a prefectural Board
of Education, regardless of their university or field of study. Approximately, 200,000
teaching licenses are issued each year, and each of these requires professional field
placements in schools. Only about 30,000 new teachers are employed among these
newly licensed teachers. While the open system of teacher education has increased
the teacher recruitment rate, it has also increased the burden on schools to carry
out teaching professional field practice required for teacher training (Fujimura &
Horiuchi, 2018).

Another issue that teacher education facesis that professional teaching practice
hours are minimal. This is related to the first issue described above, given the large
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number of university students in teacher education programs. Professional teaching
practice for kindergarten, elementary, and junior high school teacher licenses lasts
about four weeks, and for a high school teacher license, the duration is about two
weeks. Many school leaders report that novice teachers lack the practical skills
for teaching when they begin their first job as a teacher owing to the insufficient
professional practice in university teacher education programs (Fujimura & Sato,
2020).

To address these problems, the Central Council for Education proposed the
advancement of a teacher training system in 2006 (MEXT, 2006). In their report,
the main reform theme was the establishment of professional graduate schools for
teachers. Traditional graduate schools for education have focused on improving
research competencies; they have not provided programs that educate teaching
experts or school administrators.Newprofessional graduate schoolswere designed to
train and foster teaching experts. In 2009, the government proposed a six-year system
for teacher preparation that has already been implemented in various countries, and
graduate schools would become the centre of the teacher preparation system. When
the administration changed from the Democratic Party to the Liberal Democratic
Party in 2012, the shift to the six-year system for teacher preparation was cancelled.
The government said that the plan was put on the shelf because the extension of the
teacher preparation term from a four-year undergraduate degree to a six-year grad-
uate degree would have resulted in an increase in teacher salaries, as new teachers
would enter the profession with a graduate-level qualification, and it would have
also created a higher tuition fee burden for student teachers. However, in reality, the
scheme was cancelled for political reasons (Fujimura & Horiuchi, 2018). As will be
described later, under the initiative of the cabinet of the Liberal Democratic Party,
the roles of professional graduate schools have changed significantly. At the request
of the national government, all national universities and faculties of education have
developed professional graduate schools that will become the hub of the teacher
preparation system in each prefecture.

Recent National Policy Trends in Teacher Education
in Japan

In December 2015, the Central Council for Education released the report Improve-
ment of the Ability of a Teacher Taking School Education in the Future: Toward
Building Up a Teacher Development Community for Studying and Enhancing
Together (MEXT, 2015).This report describes future issues and prospects for teacher
preparation and informs the current reform in teacher education. The report aimed to
address three significant changes in the Japanese education system. The first change
includes the shift in focus of teaching and learning from teacher-directed pedagogies
to more student-oriented approaches characterized by active learning that fosters
children’s independent learning, introduction of ICT education, and enhancement of
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special needs education. These changes require teachers to relearn some fundamental
aspects of teaching and introduce new technologies into the classroom environment
(MEXT, 2015).

Second, Japan witnessed a rapid turnover in the teaching population owing to the
retirement of the baby boomer generation. With a large number of veteran teachers
retiring and a large number of new teachers beginning their careers, the balance
between experienced and inexperienced teachers in the schools has been disrupted.
This teacher turnover issue relates to the third issue of how ongoing professional
learning is supported. The use of the lesson study in schools to support ongoing
teacher growth and development is a well-known practice (National Association,
2011). Lesson study is a process of supporting the professional growth of teachers
through teacher-led study groups in schools. These learning communities create a
systemic approach for veteran teachers to support novice teachers based on authentic
professional practice in classrooms. Such systemic support in the schools for new
teachers has also contributed to the design of pre-service teacher education—with
shorter periods of time in professional practice learning opportunities. However,
owing to the retirement of veteran teachers, this systemic approach to teachers’
professional growth has collapsed, necessitating the creation of a new teacher’s
professional development model. The Central Council for Education based their
recommendations on forward thinking to address these key issues that have affected
teachers’ professional preparation and their ongoing professional learning in light of
the changing curriculum and pedagogical needs as well as the shifting demographics
of the workforce. The recommendations are as follows.

Local Council for Teacher Development

One of the major recommendations presented in the report by the Central Council for
Education is the establishment of local Councils at the prefectural level for teacher
development. These Councils consist of members from the prefectural Board of
Education and universities that provide teacher preparation programs. The Coun-
cils would take on the responsibility of discussing and proposing policies related to
teacher preparation and professional development. All local governments have devel-
oped a local Council for teacher development. These Councils have begun to create
teacher development indicators (similar to professional teaching standards) that will
guide program development towards a common vision for teaching practice. Local
governments are also guiding teacher preparation programs, professional develop-
ment programs, and teacher license renewal systems towards adopting practices that
are aligned with the new teaching standards.

The introduction of professional teaching standards is a new development in
the Japanese education system. The joint formulation of these teaching standards
between the local education boards and teacher preparation institutions was recom-
mended to encourage a more seamless system between pre-service education and the
ongoing professional learning of in-service teachers. Placing this responsibility in
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the hands of a local government entity was recommended to allow for unique local
issues to be addressed.

The previous system in Japan allowed teacher preparation, teacher recruitment
into teaching positions, and teacher professional development to be conducted indi-
vidually within different parts of the system, resulting in little continuity across these
distinct stages in a teaching career. International policy studies in teacher education
suggest that a stronger systemic approach to policies that support the teaching profes-
sion across these various stages can strengthen the education system and support
stronger student outcomes (Darling-Hammond et al., 2017). Using professional
teaching standards as a central organizing framework for what teachers should know
and be able to do is a common feature of teacher development systems worldwide
(Sato & Kemper, 2017). Commonly, the teaching standards set out the expectations
for the kinds of knowledge teachers need to understand, stances on the pedagogy
that are expected (e.g. for positive relationships with students, for equity-based prac-
tices to meet all students’ needs, and the kinds of learning interactions that support
student-centred learning), as well as the expectations for professional behaviour and
ongoing professional learning. These standards can be used by university teacher
preparation programs to develop curriculum and learning experiences that support
the development of these knowledge, practices, and professional conduct expecta-
tions. Pre-service teachers who understand these local expectations for teachers’
work should have a deeper understanding of what is expected of them when they are
hired by local Boards of Education. Professional learning that then follows from the
pre-service learning experience should continue to reinforce and deepen teachers’
knowledge and practice within the same teaching standards framework. In this way,
Japan has created a process to rebuild teachers’ professional development systems
with teaching standards at the core of professional expectations.

Efforts to establish a local Council for teacher development and to create a consis-
tent system for teacher professional development can be regarded as a policy for
promoting the professional development of teachers in collaboration with prefectural
Boards of Education and universities. However, this policy is arguably an expansion
of the influence of the national and educational administration on teacher educa-
tion and, in turn, a reduction in the influence of universities on teacher education.
For example, regarding the development of local teaching standards, the national
government (MEXT) presents guidelines for formulating teaching standards. The
guidelines indicate that the Boards of Education have a common understanding with
the university and formulate teaching standards that clarify the responsibilities of
teachers as highly specialized professionals and the qualities that teachers should
acquire. The standards can be formulated to align with teaching experience and be
designed to address appropriate local strengths, issues, and needs. Even with this
flexibility, however, the nationalized approach to shaping what is taught in universi-
ties can be viewed as the beginning of a hegemonic approach to university curricula
by national authorities (Education Policy Bureau, 2019).
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National Institute for School Teachers and Professional
Graduate Schools for Teachers

Following the report of the Central Council for Education, the administrative law
on the National Teacher Development Centre (NTDC) was replaced by the National
Institute for SchoolTeachers andStaffDevelopment (NIST), as the body that provides
a comprehensive professional development approach for school teachers and support
personnel. The NTDC was primarily responsible for providing professional devel-
opment programs to teachers who were nominated to attend these programs by local
Boards of Education. The NIST continues to be responsible for delivering quality
professional development programs (NIST, n.d.). It serves as a bridging organization
among teacher preparation, teacher hiring, and teacher professional development.
The NIST develops and shares more structured professional development oppor-
tunities, both directly and indirectly. The NIST develops and implements training
programs at the national level and provides advice to local Boards of Education
regarding their professional development programs. Additionally, the NIST provides
more accessible professional development programs for teachers. The creation of the
NIST demonstrates the strong involvement of the national educational administration
in teacher education (NIST, n.d.).

Another new reform that emerged from the Central Council is the development
of professional graduate schools for teachers. Professional graduate schools collab-
orate with undergraduate programs and the prefectural Boards of Education and are
expected to become institutional hubs for networks between universities, Boards
of Education, and schools. At the time of their establishment, professional grad-
uate schools were expected to have two functions: training of school managers and
leader teachers and training of new teachers with advanced specialized knowledge.
The current expectation is that professional graduate schools will fundamentally
strengthen teacher education and professional learning systems, including under-
graduate programs and professional development for in-service teachers. A shift in
teacher training to the master’s level had been discussed but was not realized in
practice (NIST, n.d.).

Enhancement Teacher Preparation Practical Learning

The Central Council report also proposed a one-year school internship program for
pre-service teachers. School internships are an initiative that would allow student
teachers to experience educational activities, school affairs, and club activities while
also providing supportive work at the school site for an entire school year. In pre-
service teacher training, the short duration of practical training has long been regarded
as an issue in terms of the practical knowledge about teaching that student teachers
are able to gain. The decreasing function of professional development in schools, as
discussed earlier, is creating a greater need to support new teachers in the school,
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and this is being translated to a teacher preparation problem. The new expectation is
that teacher preparation programs in universities should develop the “ready-to-work
ability” of new teachers.

Elementary and junior high school pre-service teachers generally need to acquire
67 credits in their teacher education program.School internship accounts for up to two
out of five credits in the student teaching portion of the teacher preparation program
for elementary and junior high school teachers and one out of three credits in the case
of high school teachers (Educational Personnel Certification Law Act.1-18.5.). The
university decides whether to require internships. In the school internship, students
participate in various school activities throughout the year and observe the work of
school teachers. The fundamental premise of these internship programs is that amore
continuous learning experience in schools over a longer period will foster a deeper
understanding of the school site and the development of practical skills for teaching.
These internships can also create meaningful opportunities for teacher education
students to understand the qualities required of future teachers and to make informed
choices about their careers in teaching. For the schools receiving interns, internships
by university students can help secure local human resources to support the various
school activities.

The national report also resulted in many Boards of Education creating Kyoshi-
juku for pre-service teachers. The creation of Kyoshi-juku was recommended to
build stronger partnerships between teacher preparation and local Boards of Educa-
tion. The intent of the programs is to provide a professional learning program
primarily for teacher candidateswho are finishing their university teacher preparation
program (Fujimura & Sato, 2020). In other words, Kyoshi-juku is not an alternative
teacher preparation route that replaces university preparation. Traditional teacher
preparation remains largely under the auspices of institutions of higher education
in programs accredited by the Japan Institution for Higher Education Evaluation
(JIHEE) (Fujimura & Sato, 2020). Kyoshi-juku therefore plays the role of comple-
menting traditional teacher preparation programs. These programs are offered by
the Boards of Education and provide their own curriculum for preparing teachers
specifically for the local context through a range of classroom observational expe-
riences within the local schools and specific information about working in the local
school contexts (Fujimura & Sato, 2020). Boards of Education offer these programs
to support local recruitment and the selection of teachers and to provide new teachers
with more localized teaching knowledge and experiences prior to being hired in local
schools (Fujimura & Sato, 2020).

Conclusion: Policy Reform in Teacher Education in Japan

Following the global trend, Japan has created professional standards in teaching and
redeveloped its teacher education system in line with these professional standards.
Stakeholders have recognized the need for continuous professional development for
teachers through systemic efforts. The current reforms are in response to the fact
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that the traditional Japanese professional development model can no longer be main-
tained. The Japanese approach of providing aminimum qualification through teacher
preparation and then fostering professional development at the school site from the
beginning of the teaching career relied on a professional development model centred
on schools. However, the changing demographics and changing school curricula
have called for the need to strengthen teacher preparation and promote professional
development in collaboration with universities. In addition, these teacher education
reforms are being implemented under a strong national initiative that is shifting the
role of universities. Universities are expected to be involved not only in teacher
preparation but also in teacher professional development.

These reforms take place within a political context that is strongly led by the
national government. Education reform in Japan is often interpreted as a polit-
ical issue. When the administration changed from the Democratic Party to the
Liberal Democratic Party in 2012, the implementation of the six-year system for
teacher preparation was cancelled. Under the Democratic Party, the six-year system
for teacher preparation and the establishment of professional graduate schools for
teachers were designed as the two wheels of teacher education reform, aimed at
advancing the teaching profession. However, the Liberal Democratic Party aban-
doned this policy while also significantly changing the role of professional graduate
schools, causing confusion in graduate school education.

Stakeholders have voiced dissatisfactions and criticisms about students not
acquiring sufficient practical teaching skills while completing teacher preparation
programs at universities and colleges. These criticisms have resulted in the inter-
vention of the national educational administration in teacher preparation. Teacher
preparation at universities has been designed based on the expectation that teacher
candidates should acquire broad perspectives through the study of educational theory
and social science foundational knowledge through university education. However,
the rhetoric on the perceived need for new teachers to begin their careers with imme-
diate capabilities is increasing. Practical skills are considered to be more important
than broad perspectives on educational issues and a deep understanding of learning.
Operationalizing such a viewmay lead to the training of teacherswith a narrow vision
about their roles and responsibilities. We are concerned that this series of teacher
education reforms could lead to universities prioritizing the development of prac-
tical skills over philosophical learning, which will lead to a vocationalization of the
universities. In such a phenomenon, universitieswouldmerely implement training for
teachers rather than adopt a liberal educational approach. The consequences include
a major difference in the qualities being valued by teachers entering the profession.
Policymakers ought to consider not only the competencies that teachers need at the
beginning of their career but also the mindset and understanding that will allow them
to grow as critical and caring professionals throughout their career.
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Chapter 34
Implications for Teacher Education
in a Time of Rapid Reform: Lessons
from Myanmar

Anna Dabrowski, Pauline Taylor-Guy, and Michelle Lasen

Abstract Over previous years,Myanmar hasmade significant efforts to improve the
quality and equity of its education system.Rapid educational reform is nowunderway
across the Union, in the form of revisions to schooling structures, curricula and
assessment processes, monitoring of school improvement mechanisms, and teacher
education programs, underpinned by the introduction of teacher standards. Yet the
success of standards-based reform in Myanmar is predicated on the mode of enact-
ment, and the ways in which policy is interpreted within the education profession.
Thus, in recognition of the role teachers play during major and important cycles of
teaching reform, this chapter highlights the potential of standards-based education
reforms in improving teacher quality in Myanmar, while also considering the key
challenges policy actors and educators now face. In a time of great uncertainty for
the country of Myanmar, this chapter also considers ways that comparable systems
can position themselves as partners in educational reform, supporting schools and
teachers as they begin to use and embed school improvement mechanisms in broader
practice.

Keywords Reform · Standard-based · Policy · Challenges · Assessment

Introduction

Education systems globally are embracing standards-based educational reform to
improve educational quality, equity, and outcomes. Yet standards-based reform, and
the application of teaching standards in policy and practices is not without challenge,
particularly in emergent education systems. In this chapter, we look at the role of
teacher standards in teacher education reforms and draw on our recent experience in
Myanmar to highlight both the opportunities and challenges in implementing teacher
standards as a strategy to improve teacher quality.
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Standards-Based Reform

The importance of raising the quality of teaching in global education reform agendas
is well-recognized. A consistent characteristic of high-performing education systems
that achieve top rankings in international learning assessments is that the teacher
workforce is highly qualified (Barber & Mourshed, 2007). Darling-Hammond’s
research in the USA (2001) found that teacher preparation and certification was the
most important predictor of student learning, especially for low performing students.
Typically, policy reforms to improve teacher quality focus on professional standards
for teachers, attracting strong candidates into teacher education programs, robust
pre-service teacher education programs and ongoing professional learning across
the career span.

Teacher standards originated in the USA (Davis, 1962), where the primary objec-
tive of teacher standards was first to “upgrade the status of teaching to a profession”
(Cochran-Smith&Zeichner, 2005, p. 74). Over the past seven decades, teaching stan-
dards have continued to evolve. National teacher professional standards have now
been implemented in many countries around the world, including Australia, New
Zealand, the Netherlands, UK, and USA (Call, 2018; Chung & Kim, 2010; Koster &
Dengerink, 2008). Teacher competency standards have long been considered a way
to improve learning and quality assurance in teaching (Tang et al., 2006) and are
grounded in the notion that improved teaching will create better conditions to enable
improvements in student learning (Danielson &McGreal, 2000; Darling-Hammond,
2001).They aim to describe the knowledge skills and attributes at different career
stages from pre-service teacher education to accomplished and lead teachers (OECD,
2005; Barrett et al., 2007; Tatto et al., 2008;WorldBank, 2012;Mpokosa et al., 2008).

As Darling-Hammond (1998) and Hargreaves (2009) have noted, teaching stan-
dards are not the only way to solve educational issues, a sentiment echoed by Hudson
(2009) and Tuinamuana (2011). However, they are now widely used as policy mech-
anisms that both assess and enhance teacher quality. Professional teacher standards
“seek to clarify the dimensions of effective teaching practice, detailing the competen-
cies of accomplished teachers, and applying rubrics specifically designed to measure
teacher quality” (Kleinhenz & Ingvarson, 2007; Koster & Dengerink, 2008; Mayer
et al., 2005; Santoro, 2012; as cited in Clinton et al, 2015, p. 9). Teacher standards can
be used prescriptively or in aspirational ways, that build capacity to augment teacher
quality (Sachs, 2003; Spillane et al, 2002). In countries in such as Australia and New
Zealand, teacher standards are intended to be used as a reflective mechanism rather
than for accountability purposes and draw on key principles of high-quality teaching
practice (AITSL, 2011; Education Council of New Zealand, 2017). They offer a
framework for teacher self-reflection, professional development, and peer dialogue,
supporting a process of self-assessment, transparency of practice, and professional
accountability (Doecke, 2001). Importantly, teacher standards are often perceived
as having the potential to raise the status of the teaching profession, assisting in the
attraction, development and retention of high-quality teachers, as well as providing a
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framework that recognizes and rewards professional growth (AITSL, 2011; Dinham
et al., 2008).

The implementation of teacher professional standards in developed country
contexts has not been without its critics. Indeed, some high-performing countries
such as Japan or Finland do not have teacher standards at all. Sachs (2005) proposes
that teacher standards fit into two categories; either regulatory or developmental.
Regulatory standards aim to standardize professional practice but risk defining or
reducing teacher practice to a set of competencies (Loughland & Ellis, 2016). Devel-
opmental standards actively seek to develop a teacher’s professional judgement at
the individual level, providing opportunity for a shared language and understanding
of professional practice to be discussed.

Here, Ingvarson references the National Council for Teaching of Mathematics
Professional Standards for the Teaching of Mathematics in order to propose several
key principles for the development of professional teaching standards, as outlined
below:

1. Profession defined teaching standards that provide direction and milestones for
professional development over the long term of a career of teaching;

2. An infrastructure for professional learning whose primary purpose is to enable
teachers to gain the knowledge and skill embodied in the teaching standards;

3. Staged career structures and pay systems that provide incentives and recognition
for attaining these teaching standards;

4. A credible system of professional certification based on valid assessments of
whether teachers have attained levels of performance defined by the standards.
(1998c, p. 1009).

In some contexts, such as the USA, UK, and Australia, we can see both regula-
tory and developmental intent (Darling-Hammond, 1999; Elmore, 2002; Ingvarson,
1998). In others, professional standards have been imposed by governments and are
used as a compliance mechanism, a regulatory framework, or form of bureaucratic
controls over teachers. It is against this backdrop that we examine the use of teaching
standards in the country of Myanmar.

Educational Reform in Myanmar

In common with many countries in Asia, Myanmar has made significant efforts
to improve the quality and equity of its education system over a short period of
time, through itsNational Education Strategic Plan 2016–2021(NESP) (2016a). The
plan lays out nine areas of reform or “transformational shifts” and attendant strategies
to achieve the NESP goal of “Improved teaching and learning, vocational education
and training, research and innovation leading to measurable improvements in student
achievement in all schools and educational institutions” (p. 27). Rapid educational
reform is now underway across the Union in the form of revisions to the existing
schooling structure, new curriculum and assessment policy, upgrading of pre-service
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teacher education for primary andmiddle school teachers, the introduction and devel-
opment of teacher and principal competency standards, and the implementation of
system and school level self-assessment and quality assurance processes.

In addition, Myanmar is currently working to improve the quality of education,
includingmaking revisions to existing teacher education programs, curricular frame-
works, gender and inclusion mechanisms (Ahmed et al, 2020), and teacher compe-
tency standards. Myanmar’s National Education Strategic Plan (NESP) 2016–2021
has also identified the need for a national school-based quality assurance system as
a key strategy for educational improvement, through a focus on access, quality, and
inclusion (Ministry of Education, 2016a, 2016b). The authors of this chapter have
had the opportunity since 2019, to work with the Ministry of Education in various
aspects of implementation of the NESP, including in developing pre-service teacher
education curriculum. These opportunities have afforded insights into the challenges
of implementing rapid educational reform.

Myanmar has over 9 million basic education students and 360,000 teachers in
more than 47,000 basic education schools. Prior to the reforms, pre-service teacher
education for primary and middle school teachers (a two-year diploma) has been
delivered through 25 Education Colleges (ECs) across Myanmar with around 12,000
graduates per year. The last cohort will graduate in the academic year 2020–2021.
Secondary teacher preparation programs are conducted by universities. A Compre-
hensive Education Sector Review (CESR) process was commenced in 2012 with a
vision to develop an education system that would help build a modern developed
nation through education. The CESR and additional reports1 several keys areas for
improvement in the previous EC curriculum including:

1. Outdated and overcrowded curriculum which has not been comprehensively
updated since 1998. The curriculum overemphasizes discipline knowledge at
the expense of pedagogical content knowledge.

2. A need for primary and middle school specialization tracks enabling student
teachers to become experts in teaching students in a specific age range.

3. Moving away from large-class didactic teaching approaches in favour of learner-
centred pedagogies.

4. Insufficient practicum. The historical EC curriculum did not use the available
time efficiently, for student teachers to practice teaching skills in the classroom.

In term of pre-service teacher education, initiatives have focussed on four
important aspects:

1. Developing a policy framework for pre-service teacher education and a national
Teacher Competency Standards Framework (TCSF);

2. improving ECs by restructuring and redesigning training programs of teacher
education and creating good professional networks;

3. Developing institutional/management and human resource capacities of ECs;
4. Mainstreaming inclusion and equity issues in teacher education.

1 https://www.dfat.gov.au/sites/default/files/myanmar-strengthening-pre-service-teacher-educat
ion-stem-project-review.pdf.

https://www.dfat.gov.au/sites/default/files/myanmar-strengthening-pre-service-teacher-education-stem-project-review.pdf
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In relation to the pre-service teacher education program, an Education College
Curriculum Framework for the four-year degree was developed, designed as a
spiral curriculum across the four years providing student teachers the opportunity to
build on familiar concepts, deepening their knowledge and understanding across the
program. The curriculum is divided into two cycles—the first cycle (Year 1 and Year
2) is common across the Primary and Middle School with specializations occurring
in the second cycle (Years 3 and 4). Years 3 and 4, student teachers have option to
specialize in either primary school or middle school teaching. The EC Curriculum
Framework is underpinned by the Myanmar Teacher Competency Standards Frame-
work (TCSF) which makes explicit what teachers are expected to know and be able
to do as a graduate teacher.

The first draft of the Myanmar draft Teacher Competency Standards Framework
(TCSF) was developed by a team of Myanmar experts, namely the TCSF working
group, in 2015–2016. In 2018, a review of international literature on the validation
of teacher competency standards was undertaken (My-EQIP, 2018), and late in 2018
the design of a validation study for the TCSF for beginning teachers was developed
(STEM & My-EQIP, 2018). As a result of expert input and review, revisions were
made to the TCSF, and a new version of the TCSF was produced (STEM & My-
EQIP, 2018; 2019).

Made up of 4 key domains, the TCSF offer an aspirational framework for teachers
to build their own capacity and professional learning in the areas of professional
knowledge and understanding, skills and practice, values and dispositions, and
professional learning anddevelopment (Kleinhenz&Ingvarson, 2007; Sergiovanni&
Starrat, 2002). The TCSF is explained in more detail below.

Domain A

This domain centres on the information that teachers should know and be able to
demonstrate. It encompasses the knowledge required for teaching different ages and
stages and level-appropriated subject content competency. Inherent in any focus on
subject competency is the necessity to understand how students learn and how they
can be effectively taught in the key learning areas. Underpinning all competency
standards in this domain is knowledge of educational policy and school curricula for
Myanmar, its aims and objectives and developments.

Domain B

This domain deals with what teachers are able to do. The teachers’ professional
knowledge and understanding is complemented by possession of a repertoire of
teaching strategies for different educational contexts to meet the needs of individual
students as appropriate to different subject areas and stages of schooling.
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Domain C

This domain refers to the ideas, values and beliefs that teachers hold about education,
teaching and learning. It is underpinned by the values expressed in the Myanmar
National Education Law and reflects the mutual understanding by teachers and the
community about theMyanmar teacher—Teach students to be disciplined, Teach and
explain to your best, Teach everything known, Appreciate students and Stand up for
students whenever needed, Teach to value the professional work of being a teacher.
According to Myanmar tradition, in return, the community will respect teachers.

Domain D

This domain deals with teachers’ continuing professional growth and develop-
ment. It incorporates teachers’ habits, motivation and actions related to their on-
going learning and professional improvement. It advocates the importance of all
teachers being aware of their role as leaders within the community and highlights the
need for active research to support teachers’ classroom performance and continuing
professional development (ACER, 2020) p. 2.

The TCSF was subsequently field tested and validated over a period of 18 months
to determine whether it was fit for purpose and useful for Myanmar’s education
system. Readers will have already discerned that these reforms were happening
contemporaneously as was the development of a new Basic Education Curriculum.
Indeed, theTCSFwas still in draft formwhen theYear 2 teacher education curriculum
was being drafted and Basic Education Curriculum was only developed for certain
Grade levels. The Ministry of Education and UNESCO have also made signifi-
cant efforts to communicate the development of different areas of education reform
by regularly consulting and engaging with stakeholders and agencies (Ministry of
Education, 2016a, 2016b).

The Validation of the TCSF

The TCSF was subsequently field tested and validated over a period of 18 months
to determine whether it was fit for purpose and useful for Myanmar’s education
system. Overall, the findings of the validation study indicate that TCSF is perceived
to be a useful mechanism to support the career trajectories of Myanmar’s educa-
tion profession (Dabrowski & Spink, 2020). Our research indicates that teachers and
student teachers understand the TCSF well, indicating that the education reforms
supported by the Ministry of Education are having a significant impact on aware-
ness of the TSCF within Myanmar. Teachers and student teachers across Myanmar
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reported good levels of satisfaction with the implementation of the TSCF, indi-
cating willingness to adapt to the changes driven by the National Education Sector
Plan (NESP). Teachers and student teachers also reported feeling valued, and this
is important, as a sense of autonomy over the changes to the profession can create
engagement and motivation, and build a community of practitioners. Furthermore,
data collected during the validation offer insights into the ways in which the TCSF
is understood and beginning to be aligned to teaching practice in Myanmar. Here,
teachers who participated in the validation of the TCSF exhibited much concern for
their profession and for students in Myanmar, and reported a strong desire to engage
in further professional development mechanisms to improve their teaching practice
and understanding of the TCSF.

The Challenges of Standards-Based Reform

There is little doubt that Myanmar’s NESP is extremely ambitious, focussing on
significant reforms in every educational sector within a five-year time frame. As
authors, we had the opportunity to work simultaneously on different aspects of
these educational reforms, specifically the validation of the TCSF, the baseline study
for the School Quality Assurance Standards Framework (SQASF) and in the pre-
service curriculum writing for Years 2 and, currently, Years 3 and 4 Primary and
Middle School specializations. Here we look at four key challenges of implementing
standards-based teacher education in a time of rapid reform.

Challenge 1: Alignment

In times of rapid and multifaceted educational reform, it is difficult to achieve strong
alignment between different initiatives. In the case of Myanmar, the TCSF was
still being validated well into the development of the pre-service teacher educa-
tion curriculum notwithstanding that a curriculum framework had been developed.
Teacher educators and practising teachers did not have the opportunity to develop
deep knowledge of the TCSF as the teacher education curriculum was being devel-
oped. Further, the Basic Education Curriculum was also still in development. The
ability to draw on the school curricula in the teacher education curriculum is impor-
tant in terms of building teachers’ knowledge and skills to plan lessons effectively.
It is testament to the goodwill and commitment of the Core Curriculum Teams and
the UNESCO managers that every effort was made to ensure good communication
between stakeholders even though these were being managed by a range of agencies.
Nevertheless, ensuring strong alignment between initiatives and strategies is a key
challenge even when reforms have longer time frames for implementation.
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Challenge 2: Transition

The NESP mandates for teacher education curriculum reform are broad and deep:
moving from content-based curriculum to a standards-based curriculum; from a two-
year program to a four-year program with specializations; from discrete disciplinary
and pedagogical subjects to an approach which integrated pedagogical content
knowledge; from didactic teacher-directed approaches to learner-centred pedago-
gies; from summative assessment to more formative approaches and; more oppor-
tunities for practicum. By any measure, these changes are enormous and the time
frame give little opportunity to build deep understanding of how a standards-based
curriculum can be conceptualized and enacted.

Central to a standards-based approach is that graduate or beginning teacher stan-
dards need to be demonstrated by the end of the program which provides multiple
opportunities for student teachers to develop their knowledge and skills over the four
years of the program and apply these in practicum experiences, collecting evidence
of their development through subject assessment, exemplars of planning and other
artefacts and feedback on their practicum experiences. In our international work,
we have found it useful to think of the developmental sequence of a pre-service
teacher education program as introducing-developing-consolidating-assuring stan-
dard across the four years. This framing assists in ensuring that the curriculum is not
unnecessarily overloaded, particularly in Years 1 and 2.We noticed that, although the
Myanmar pre-service teacher education program had essentially doubled in length,
there was still a tendency to overload the curriculum in Years 1 and 2 to try and
replicate the previous program content demands.

The new program involved both new subjects and the integration of Pedagog-
ical Content Knowledge in what had previously been discipline-content-specific
subjects. New subjects, for example, education studies, incorporated disciplines such
as educational psychology which had been a discrete subject in the former program.
Inevitably, discipline specialists were concerned about the amount of disciplinary
knowledge that student teachers might not receive in the new program. Even when
discipline subjects remained the same, the balance of discipline content knowledge
and pedagogical content knowledge was the source ofmuch discussion in curriculum
writing.

The old program relied heavily on summative assessment, whereas the new
program focussed more on formative assessment. Good formative assessment is
integrated into the teaching and learning activities and sequences throughout each
subject and provides opportunities for student teachers to reflect on their own learning
and that of their peers. Teacher educators were enthusiastic about this approach but
recognized they needed to develop their own skills in devising quality formative
assessment to support student teacher learning.

The new program had many more opportunities for practicum experiences both
in the Education Colleges and in practice/partner schools. At the time of writing the
Year 2 curriculum, the pragmatic details of how practicum experiences would be
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organized were not yet finalized and, in any case, were likely to be organized differ-
ently in different ECs. However, in a standards-based program, practicum experi-
ences are where student teachers can apply their developing skills and knowledge in
authentic contexts. High-quality practicum experiences are foundational to an effec-
tive teacher education program and arewhere Teacher Educators andmentor teachers
work collaboratively with student teachers to provide feedback and support.

All of these elements require teacher educators to engage in different thinking and
practice as they transition from the old program to the new curriculum. In addition,
some practical aspects of the new program had not yet been worked through or
decided. Teacher educators and Core Curriculum Teams were universally positive
about the new curriculumbut realized that the transition to the newprogrampresented
a set of challenges for their own learning as well as for the student teachers.

Challenge 3: Embedding Standards

Quality standards-based teacher education programs embed standards and priorities
at a whole-of-program level where opportunities for student teachers to demonstrate
their developing knowledge and skills against standards are embedded in subject
assessment as well as tasks and artefacts which student teachers can collect. Artefacts
such as lesson plans can provide evidence against multiple standards. Similarly,
cross cutting themes such as inclusion, peace education and gender equity need
to be mapped at a whole-of-program rather than individual subject level. There is
a tendency when introducing a standards-based program to look at standards or
priorities as checklists.

In Myanmar, as in other studies of standards-based reform in the Asia–Pacific
region (see Clinton et al, 2015; Enkhtsogt & Kim, 2018), it is important to note
that the embedding of standards is dependent on the teaching profession itself, and
support for teachers to embrace and adapt standards-based reform.Even teacherswith
higher levels of experience have reported facing significant pressure to enact multiple
major reforms simultaneously with little time to do so (Call, 2018; Ingvarson, 2010;
Masters, 2015). As a result, teachers often feel overwhelmed by the scale and scope
of national education change. Such focus on teaching and learning quality is also
likely to be foregrounded through the DBE requirements of the new School Quality
Improvement Plan (SQIP). Embedding standards into the daily practices of teachers
will ensure successful implementation, uptake, and continual use.

Challenge 4: Time

In periods of rapid educational reform, there is little time to work on developing deep
shared understanding of how standards can be used across the career span to drive
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continuous improvement in practice. Yet providing teachers and policymakers with
adequate time to implement and adapt to standards-based reform is critical.

As our research has found, many policymakers, researchers, educational leaders,
teacher educators, and teachers know about, and perceive, the TCSF to be of overall
importance to the future of Myanmar’s education system. The TCSF offers much
potential for professional growth, contributing to the further development of profes-
sionalism and ownership of the TCSF among teachers in Myanmar. The TCSF offer
a common approach to teaching, and a framework for reflection on practice as a
way by which to improve teaching quality. Yet the findings of the validation of the
TCSF are consistent with studies of teacher standards in other contexts (see Clinton
et al, 2015), and in particular, the tension between knowledge, interpretation, use,
and enactment.

While Myanmar’s teachers display knowledge of and confidence in discussing
the TCSF, the level, nature, and impact of implementation in classrooms remain
unclear. In time, it is likely that the TCSF will become more embedded within
the teaching profession in Myanmar, setting the scene for a major and important
cycle of teaching reform and professionalization. However, while the TCSF offers
a chance for improvement from early career to school leader level, there remains a
need to understand the ways that the TCSF can support a developmental progression
among Myanmar’s teachers. Embedding the TCSF in classroom practice will take
much more time and effort, and integration and alignment with existing policies
and practice will be needed to effect widespread change in professional culture and
ultimately student learning and outcomes.

Implementation and Enactment of Standards-Based Reform

In the context of standard-based education reform, enactment theory (see Deetz,
1982; Eisenberg, 2006; and Weick, 1988) offers a chance to understand the ways
that schools (as organizations), understand and form their unique interpretations of
teacher education through “enactment of interaction cycles” (Eisenberg, 2006) and
policy reform (Ball, 2015; Ball et al., 2011). These interactions lead to the continuity
and coordination of individuals and provide a rationale for the strategic and routine
behaviour of individual members within an organization. Thus, in the context of
standards-based reform, the interactions between staff and students, as guided by
the Ministry of Education, should in theory contribute to the embracing of teacher
standards within each Education Colleges, and schools.

Broadly speaking, the TCSF is about inducting teachers into new modes of prac-
tice, which is more likely to occur when they have ongoing opportunities to engage
and experiment with the TCSF. Thus, if the TCSF is embedded in purposeful policies
and practices in the realms of performance and development, professional learning,
and self-reflection, there is a greater likelihood of teachers embracing the TCSF. As
expectations for Myanmar’s teaching profession becomemore refined and aligned to
the TCSF, the TCSF offers a vision for future practice and policy in Myanmar. The
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TSCF offers the potential for a common national language and framework for self-
reflection and feedback on teaching practice particularly if the TCSF is embedded
in purposeful practices and policies, and supported through future implementation.

Yet at the same time, the enacted environment becomes a tangle of assertions in
which actions are also outcomes that establish future expectations for each school.
Educational change is impacted by a complex interplay of factors across schools
and systems, and in our work with Myanmar’s educators and education system, it
remains clear that although levels of knowledge and understanding of the factors that
improve student outcomes are increasing, enactment of high-quality teaching prac-
tice remains dependent on continued capacity building among educators, and invest-
ment in standards-based teacher education programs. While it is encouraging that
much professional development for Myanmar’s educators has focussed on the new
curriculum, aligning professional development to the needs of individual teachers
is still nascent. Indeed, no initiative is likely to be successful unless adequate time
and resources are provided and those resources are explicitly targeted to areas where
they are likely to have most impact. For Myanmar, continued funding for schools
and students will alleviate pressure on parents and local communities and support
the broader goals of Myanmar’s education reforms, particularly in regard to equity
and inclusion.

Our work in Myanmar has provided insights into the ways in which profes-
sional learning and development that engages teachers in locally situated and
context-specific engagements position teachers to take ownership of their practice.
Our research also demonstrates numerous examples of supportive leadership and
mentoring practices that are driving engagement and connectedness with teachers
and families during a period of educational reform. Supporting teachers in their
day-to-day practice to effect improvements in learning for all students will be key.

Conclusion

Our experience in working with the education reforms in Myanmar confirms policy
and practice challenges in similar contexts: alignment, capacity building, embedded-
ness and time. As the implementation of Myanmar’s educational reform initiatives
move forward, it is important to reflect on both the challenges and possibilities for
educational improvement within the Union, particularly considering the political
instability now facing Myanmar’s educators and people. Myanmar has made signif-
icant gains in its approach to system and school improvement. Teacher standards
provide a framework for quality teaching and learning, and are now being used as
a basis teacher education courses in Myanmar, and the spread in awareness of the
conditions that lead to high-quality teaching practice may itself prove to be an effec-
tive stimulus for practice improvement, even before all necessary systems are in
place. The government will likely play a key role in supporting future reform, the
ways in which such reforms are interpreted and put into practice in local contexts
requires cooperation and collaboration across all levels of the education profession.
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While this may be challenging if the voices of the profession are silenced in times
of political uncertainty, there are still many reasons for optimism and opportunity to
share lessons learned. Indeed, by providing support for continual education reform
moving forward, the implementation of high-quality teacher education programs can
become a shared responsibility between policymakers and practitioners alike.

References

Ahmed, S. K., Carslake, T., Dabrowski, A., & Lietz, P. (2020). Gender and ethnicity in Myanmar
education. In Baseline Study Report for the Convention on the Elimination of All Forms of
Discrimination against Women (CEDAW) Committee.

Ball, S. J., Maguire, M., Braun, A., & Hoskins, K. (2011). Policy actors: Doing policy work in
schools. Discourse: Studies in the cultural politics of education, 32(4), 625–639.

Ball, S. J. (2015). What is policy? 21 years later: Reflections on the possibilities of policy research.
Discourse: Studies in the Cultural Politics of Education, 36(3), 306–313.

Barber, M., & Mourshed, M. (2007). How the world’s best-performing school systems come out
on top. McKinsey & Company. http://mckinseyonsociety.com/how-the-worlds-best-performin
gschools-come-out-on-top/

Barrett, A., Sajid, A., Clegg, J., Hinostroza, J., Lowe, J., Nikel, J., Novelli, M., Oduro, G., Pillay,M.,
Tikly, L., & Yu, G. (2007). Initiatives to improve the quality of teaching and learning: a review of
recent literature. Background paper prepared for the Education for All Global Monitoring Report
2008 ‘Education for All by 2015: Will we make it?’

Call, K. (2018). Professional teaching standards: A comparative analysis of their history,
implementation and efficacy. Australian Journal of Teacher Education, 43(3), 6.

Chung, H., &Kim,H. (2010). Implementing professional standards in teacher preparation programs
in the United States: Preservice teachers’ understanding of teaching standards. KEDI Journal of
Educational Policy, 7(2), 365–377.

Clinton, J., Dinham, S., Savage, G., Aston, R., Dabrowski, A., Gullickson, A., & Arbour, G. (2015).
Evaluation of the implementation of the Australian Professional Standards for Teachers.

Cochran-Smith, M., & Zeichner, K. (Eds.). (2005). Studying teacher education: The report of the
AERA panel on research and teacher education. American Educational Research Association.

Dabrowski, A., & Spink, J. (2020). Validation of the Myanmar Teacher Competency Standards
Framework (TCSF) Final Report. Australian Council for Educational Research.

Danielson, C., & McGreal, T. L. (2000). Teacher evaluation to enhance professional practice.
Association for Supervision and Curriculum Development.

Darling-Hammond, L. (1998). Teachers and teaching: Testing policy hypotheses from a national
commission report. Educational Researcher, 27(1), 5–15.

Darling-Hammond, L. (1999). Reshaping teaching policy, preparation and practice: Influences on
the national board for teaching professional standards. AACTE Publications.

Darling-Hammond, L. (2001). Standard setting in teaching: Changes in licensing, certification, and
assessment. In V. Richardson (Ed.), Handbook of research on teaching. American Educational
Research Association.

Davis, D. (1962). Professional standards in teaching: Moving from ideas to action. Journal of
Teacher Education, 13(2), 191–202.

Deetz, S.A. (1982). Critical interpretive research in organizational communication.Western Journal
of Communication (includes Communication Reports), 46(2), 131–149.

Dinham, S., Ingvarson, L., &Kleinhenz, E. (2008). Investing in teacher quality: Doing what matters
most’, in Teaching talent: The best teachers for Australia’s classrooms. Business Council of
Australia.

http://mckinseyonsociety.com/how-the-worlds-best-performingschools-come-out-on-top/


34 Implications for Teacher Education in a Time of Rapid … 701

Doecke, B. (2001). Public and personal domains: Professional standards for teachers of English in
Australia. Educational Studies in Language and Literature, 1(2), 163–177.

Education Council of New Zealand. (2017). Graduating teacher standards. Retrieved from https://
educationcouncil.org.nz/content/graduating-teacher-standards

Eisenberg, E. M. (2006). Strategic ambiguities: Essays on communication, organization, and
identity. Sage Publications.

Elmore, R. F. (2002). Bridging the gap between standards and achievement: The imperative for
professional development in education. In Secondary lenses on learning participant book: Team
leadership for mathematics in middle and high schools, pp. 313–344.

Enkhtsogt, T. A., & Kim, Y. (2018). Major principles of ICT policy for improving ICT integration
in education for students with disabilities in Mongolia. Asia-Pacific Collaborative Education
Journal, 14(2), 21–32.

Fullan, M. (2010). All systems go: The change imperative for whole system reform. Corwin 2000
Press.

Goodall, H. L., Jr., & Eisenberg, E. M. (1997). The dispossessed. Case Studies in Organizational
Communication, 2, 371–380.

Hargreaves, L. (2009). The status and prestige of teachers and teaching. In International handbook
of research on teachers and teaching (pp. 217–229). Springer.

Honig, M. I. (2006). New directions in education policy implementation. Suny Press.
Hudson, P. (2009). How can preservice teachers be measured against advocated professional
teaching standards? Australian Journal of Teacher Education, 34(5), 65–73.

Ingvarson, L. (1998). Professional development as the pursuit of professional standards: The
standards-based professional development system. Teaching and Teacher Education, 14(1),
127–140.

Ingvarson, L. C. (2010). Recognising accomplished teachers in Australia: Where have we been?
Where are we heading? Australian Journal of Education, 54(1), 46–71.

Kleinhenz, E., & Ingvarson, L. (2007). Standards for teaching: Theoretical underpinnings and
applications. Australian Council for Education Research.

Loughland, T., & Ellis, N. (2016). A common language? The use of teaching standards in the assess-
ment of professional experience: Teacher education students’ perceptions. Australian Journal of
Teacher Education, 41(7). https://doi.org/10.14221/ajte.2016v41n7.4

Masters, G. (2015). Raising the professional status of teaching. Teacher Magazine. Retrieved
from https://www.teachermagazine.com.au/geoff-masters/article/raising-theprofessional-status-
of-teaching

Mayer, D., Mitchell, J., Macdonald, D., & Bell, R. (2005). Professional standards for teachers: A
case study of professional learning. Asia-Pacific Journal of Teacher Education, 33(2), 159–179.

Ministry of Education. (2016a). National education strategic plan 2016–21. Summary
Ministry of Education. (2016b). Operational guidelines for the school grant program, 2016–2017
School Year.

Mpokosa, C., Ndaruhutse, S., McBride, C., Nock, S., & Penson, J. (2008). Managing teachers.
The centrality of teacher management to quality education. Lessons from developing countries.
Retrieved from www.cfbt.com/evidenceforeducation

Organisation for Economic Cooperation and Development [OECD]. (2005). Teachers matter:
Attracting, developing and retaining effective teachers. OECD.

Sergiovanni, T. J., & Starrat, R. J. (2002). Supervision: A redefinition. McGraw-Hill.
Spillane, J. P., Reiser, B. J., & Reimer, T. (2002). Policy implementation and cognition: Reframing
and refocusing implementation research. Review of Educational Research, 72(3), 387–431.

STEM & My-EQIP. (2018). Teacher Competency Standards Framework (TCSF) Beginning
teachers. Draft Version 2.2, 27 December 2018. Nay Pyi Daw, Myanmar: Myanmar Education
Quality Improvement Program (My-EQIP) & UNESCO.

STEM & My-EQIP. (2019). Teacher Competency Standards Framework (TCSF) validation study.
Expert review survey and information sheet.NayPyiDaw,Myanmar:MyanmarEducationQuality
Improvement Program (My-EQIP) & UNESCO.

https://educationcouncil.org.nz/content/graduating-teacher-standards
https://doi.org/10.14221/ajte.2016v41n7.4
https://www.teachermagazine.com.au/geoff-masters/article/raising-theprofessional-status-of-teaching
http://www.cfbt.com/evidenceforeducation


702 A. Dabrowski et al.

Tang, S., Cheng, M., & So, W. (2006). Supporting student teachers’ professional learning with
standards-referenced assessment. Asia-Pacific Journal of Teacher Education, 43(2), 223–244.

Tatto, M. T., Ingvarson, L., Schwille, J., Peck, R., Senk, S.L., & Rowley, G. (2008). Teacher
Education and Development Study in Mathematics (TEDS-M): Policy, practice, and readiness to
teach primary and secondary mathematics. Conceptual framework. International Association for
the Evaluation of Educational Achievement. Teacher Education and Development International
Study Center, College of Education, Michigan State University.

Tuinamuana, K. (2011). Teacher professional standards, accountability, and ideology: Alternative
discourses. Australian Journal of Teacher Education, 36(12), 72–82.

Weick, K. E. (1988). Enacted sensemaking in crisis situations [1]. Journal of Management Studies,
25(4), 305–317.

World Bank. (2012). System Approach for Better Education Results (SABER): what matters most
in teacher policies? A framework for building a more effective teaching profession. World Bank.



Chapter 35
Embedding Action Research
in Philippine Teacher Education

Richard Jugar and Sylvester Cortes

Abstract Action research as a form of systematic inquiry has always been used as
a tool in improving contextualized educational practice. In the Philippines, the most
recent teacher education curriculum specifies action research as the type of educa-
tional research to be taught in the education research course as identified in the teacher
education program. This paper presents how action research is embedded in the
teacher education program along with some accounts of the experiences of students
who have recently completed the course on educational research. The students’ expe-
riences were analysed based on the definition of action research as provided by the
Department of Education. The four aspects include (1) action research as a system-
atic inquiry, (2) action research as a reflective inquiry, (c) action research as a tool
for improving education practice, and (4) the operating unit of pre-service teachers’
developed action research action research. A tri-pillar model on teaching action
research to pre-service teachers is forwarded based on both the agreed definition and
the students’ accounts with emphasis on the limitations of actual teaching experience
akin to pre-service teacher education.

Keywords Action research · Teacher education · Higher education
For the past years, the Philippines has adopted a number of significant educational
reforms that cut across all levels of both formal and non-formal education sector.
The Enhanced Basic Education Act of 2013 through Republic Act 10533 essentially
transformed Philippine basic education from K-10 to K-12. The addition of two
years in basic education through the establishment of two more years in senior high
school effectively places the Philippines within steps of other nations in Southeast
Asia in particular, and to the rest of the world in general. The enhanced Philippine
basic education enumerates a number of features that include (1) strengthening early
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childhood education through universal kindergarten; (2) making the curriculum rele-
vant through contextualization and enhancement; (3) ensuring integrated and seam-
less learning through spiral progression; (4) building proficiency through language
with mother-tongue-based multilingual education (MTBMLE); (5) gearing up for
the future through the implementation of two added academic years or senior high
school; and (6) nurturing the holistically developed Filipino through the development
of livelihood and college readiness with twenty-first-century skills (Department of
Education, 2012).

In higher education, the Philippines institutionalized the use of Outcomes-based
education (OBE). In 2012, the Commission on Higher Education (CHED) issued
CHED Memorandum Order (CMO) No. 46 on Policy-Standard to Enhance Quality
Assurance (QA) in Philippine Higher Education through an Outcomes-based and
Typology-based QA. The different higher education institutions were also typolo-
gized horizontally and vertically based on their qualifications and focus.Horizontally,
HEI’s are categorized as universities, colleges, or professional institutes, while verti-
cally, an HEI may be autonomous, deregulated, or regulated. With this typology, the
highest designation of an HEI is an autonomous university. Graduate education has
also been redefined and expanded to cover multiple arrangements and modalities
including new areas of focus and development (Commission on Higher Education,
2019). These reforms are consistent with, and in accordance with the ASEANRefer-
enceQualificationFramework (ARQF, 2014) and its contextualized counterpart—the
Philippine Qualification Framework (PQF, 2012). As expected, the massive educa-
tional reforms from basic to graduate level education directly impacted the teacher
education programs as well as the in-service professional development requirements
of professional teachers.

Teacher Education in the Philippines

The teacher education program in the Philippines is a four-year degree equivalent
to Level 6 of both PQF and ARQF. CMO 34s. 2004 on the Revised Policies and
Standards for Undergraduate Teacher Education Curriculum was the last reference
document prior to the adoptionofK to12 in 2013 (CHED,2004). Theprogrammaybe
roughly categorized into three based on the intended levels to which the graduate will
teach: secondary education, elementary education, and early childhood education.
Special education is also offered but is generally subsumed within the elementary
education. In terms of course distribution, the teacher education program has three
distinct sets of courses that include the general education courses, the professional
education courses, and the specialization courses. The curriculum is also designed to
include an experiential component in the form of field studies and student internship.
Prior to completion of the degree, teacher education students are expected to undergo
a practicum (teaching internship program) in the final year where the graduating
teacher education student acts as a teacher in a typical class under the supervision of
a mentor.
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In2017, twonewCMO’swere releaseddetailing thedifferent specializations in the
Philippine Teacher Education Program. CMO 74 focusses on the program Bachelor
of Elementary Education, while CMO 75 details that of the Bachelor for Secondary
Education program. The same documents also identified the different courses for
each program and their corresponding credits. These new programs are aligned with
the identified features of the PhilippineK to 12 curriculum as ameans of ensuring that
the future teacher education graduates are prepared to teach in an enhancedPhilippine
basic education setting. One of the highlights is the integration of action research
in the undergraduate curriculum. The recently deployed teacher education program
identified two courses of researchwith an explicit focus on action research as the type
(CHED, 2017a, b). In this paper, we draw from literature, our own experiences, as
well as the actual experiences of teacher educators and teacher education students to
argue that while the integration of action research in pre-service teacher education is
both promising and essential, it carries with it substantial challenges and limitations
that should be systematically addressed. In particular, this paper presents the current
state and context of teaching action research in pre-service teacher education and to
forward a model on how the teaching of action research may be improved. Towards
this aim, we intend to answer the following questions:

1. How is action research embedded in the current teacher education curriculum?
2. What are the pre-service teachers’ experiences in learning action research as

embedded in the current teacher education curriculum?
3. What model of teaching action research in pre-service teacher education may

be developed based on these experiences?

Action Research in Philippine Teacher Education

The definition, scope, and application of action research as documented in literature
has evolved over time. Cilliers (1999) summarized the different classifications from
the works of several authors as shown in Table 35.1.

In terms of approach, there are a number of models in literature that outline the
possible steps and processes associated with the conduct of action research such as
Lewin’sModel (1952), Townsend’s Approach (ATA, 2000), Kemmis andMcTaggart
Action Research Spiral/Cycle (2005), McNiff and Whitehead’s Action-Reflection
Cycle (2011), and Johnson’s Action Research Model (2008, cited in Mertler, 2017).
All of these models identify three basic aspects of what constitute action research:
systematic inquiry, reflective approach, and improvement of policy or practice.

In the context of Philippine teacher education, action research is defined as “a
process of systematic, reflective inquiry to improve educational practices or resolve
problems in anyoperatingunit (i.e. school, classroom, office)” (Department ofEduca-
tion, 2017 p. 2). This definition of action research is used since this is essentially
what is expected of practising or in-service teachers. The ability to conduct action
research is also one of the subject-specific competencies in teacher education identi-
fied by Tuning Asia—Southeast (Jugar & Tena, 2019). Moreover, the Southeast Asia
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Table 35.1 Classifications of Action Research from the Perspectives of Different Authors

Researchers 1 2 3

Grundy (1988) Technical Practical Emancipatory

McCutcheon and
Jurg (1990)

A positivist
perspective

An interpretive
perspective

A critical science
perspective

Kemmis and
McTaggart (1990)

Collective Self-reflective Enquiry

McKernan (1991) The
scientific–technical
view of
problem-solving

Practical–deliberative
action research

Critical-emancipatory
action research

Holter and
Schwartz-Barcott
(1993)

Technical
collaborative
approach

Mutual collaborative
approach

Enhancement approach

Teacher Competency Framework (SEA-TCF) also highlights this competency as it
expects teachers to “conduct action research to improve practice… and to publish
or share action research findings in local, national, and international journals and
conferences” (SEA-TCF, 2017 p. 16).

The number of credits or “units” allocated in teaching research for Philippine
teacher education range from 3 to 4. For most programs, a 3-unit credit is allotted
in the teaching of research that is equivalent to a one semester course with three-
hour weekly contact time. Only the Bachelor of Secondary Mathematics Education
program lists a 4-unit allotted credit. As the CMO does not explicitly indicate how
action research should be taught, different higher education institutions will have
a different interpretation and consequent implementation of the course. Moreover,
the CMO only stipulates the minimum requirements and HEI’s are relatively free
to go over and beyond what is listed. For instance, some HEI’s increase the course
allocation for action research to 2 courses instead of 1, effectively increasing the
credit allocation from 3 to 6.

The teaching of action research essentially covers two distinct parts, at least in the
Philippine context of teacher education. The first part is the knowledge component
of teaching where students are taught what is action research and the processes
associated with its conduct. The other part is the actual application or conduct of
an action research. Usually, the outcome of the course on action research is stated
in terms of students formulating an action research proposal, its implementation,
and dissemination of results. Currently, literature on action research in pre-service
teacher education in the Philippines is extremely scarce. Studies by Morales et al.
(2016), Cortes (2019) andCortes et al. (2021a, 2021b) focussed on in-service Filipino
teachers’ conceptions and needs on action research and they found out that the almost
all components of action research were rated with moderate difficulty ranging from
identifying issues and problems to be investigated to presentation and dissemination.
While it may be argued that the respondents of the said study are products of the
old teacher education curriculum, research in education has always been a part of
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the Philippine teacher education curriculum suggesting that research in general and
action research in particular has not been sufficiently addressed in pre-service teacher
education. In an attempt to collect first-hand data on what transpires within the
research courses of the pre-service teacher education, the next section details the
experiences of undergraduate teacher education students in learning action research
as embedded in their educational research course.

Pre-service Teachers’ Experiences in Learning Action
Research

The actual experiences of the pre-service teacher education students in their respec-
tive educational research courses were inquired upon and documented. The process
of inquiry adapts the approach of Willis and Granger (2020) that anchors the design
on theoretical phenomenology and individual cases as the unit of analysis. The
succeeding subsections present the five case summaries to provide insights into pre-
service teachers’ experiences in learning action research embedded in the current
teacher education curriculum.

Liza’s Case

Liza is in her third year of taking Bachelor of Secondary Education (BSEd) in a
state university, of which she majors in English language teaching. Currently, she
is part of a seven-member research group, including two mentors, an in-service
teacher from a public secondary high school teaching English, and their professor
handling the action research course. Their research project originated from an action
research proposed by their in-service teacher mentor, which explores the effective-
ness ofmodular learningondeveloping students’ self-regulation skills and conceptual
understanding of selected topics in English 10. This research topic was conceptual-
ized after face-to-face classes in basic education were not permitted by the Philippine
government brought by the spread of novel coronavirus in the country since March
2020. She mentioned that she appreciates the idea of working on an action research
project as a group, and that the topic they are working on is grounded on actual class-
room issues rather than formulating the research topic on their own. Liza described
this learning experience as both “authentic” and “active learning”. She explained,

I got to immerse myself in what teachers do to improve their teaching practices which is
through engaging in action research. I felt like I was able to really put the theory into practice.
Our mentors allowed us to work collaboratively in all facets of the project, meaning we were
assigned to work only on specific tasks. Thus, I get to improve my skills in different areas
of research ranging from formulating a topic to collecting and interpreting data then finally
to writing the manuscript.
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Despite these descriptions of her experiences, she had several criticisms regarding
the monopoly of pedagogy used by their professor during the periods when they
developed their action research proposal. She said they were only given modules
or course packages. There were no virtual lectures but only virtual consultations to
discuss about their problems or concernswhenwriting the proposal. Fortunately, their
in-service teacher mentor was already with them right from the start, so she instead
addressed their questions in lieu of the role of their research professor. Liza was also
concerned with the paradigmatic orientation of their mentors. She has recognized the
expertise and interest of their mentors in qualitative but not in quantitative research
designs. However, in their study, both were of equal importance as they used mixed-
methods research. They had to consult some other mentors who can help them in the
quantitative aspect of their study. She explained that even their modules contained
limited inputs in quantitative research designs. Finally, she had criticisms about the
contents and structures of the module. There is an imbalance of inputs in some
chapters. In this regard, she said,

If inputs were limited in some parts of the module, I had to research. I was just expecting
that everything should be discussed explicitly there because we did not have lectures. I am
just saddened that some of my classmates do not have at all times the luxury to be in the
internet café when the need arises.

From these criticisms, Liza gave several recommendations to improve the teaching
of the course. First, modular learning should be coupled with virtual lectures because
some misconceptions may arise in self-paced learning. Second, during virtual
lectures, the research professor should invite experts to talk about certain topics
of action research because one does not have a monopoly of knowledge. Third, a
textbook may be adapted rather than using professor-made modules which have not
undergone thorough validation. Fourth, an inclusion of statistics in the BSEd English
curriculum is desirable because our research does not limit to qualitative research
designs. This course should be a prerequisite.

Middleton’s Case

Middleton also studiesEnglish language teaching in a state university. She is currently
a third-year student and recently presented the results of their group action research
project to a panel of examinees. Their project aimed to develop the reading compre-
hension of Non-English major pre-service teachers using a centrally developed prac-
tice which they adapted. Contrary to Liza’s case, Middleton, together with her group,
implemented their research project in a tertiary class, and the professor of the class
who originally taught the course did not act as a mentor. In other words, only their
research professor acted as their sole research mentor. The English professor just
gave them two weeks to use his class to implement their action research project
online. The implementation took one week after the approval of their proposal, and
since they had the shortest implementation period, they were the first group to finish
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their research project in the entire class. Middleton expressed her pride in being the
earliest group to submit their project.

However, when she was asked about her overall experience in engaging with
action research, she described it as “very challenging” during this time. According
to her,

The constant craving for knowledge and assistance from experts in the field remain unsat-
isfied. The modules which were distributed to serve as guides for instructions were helpful
yet not satisfying the total needs of pre-service teachers. The contents were limited, and
you could really tell the difference of it being explained by the professor during face-to-face
classes.

She added that although modules are only one form of delivering instructions as
they adapt asynchronous classes, the professor’s interaction time and responses were
still limited. In this regard, she made extra efforts to understand concepts that were
not explicitly discussed in the module and during virtual lectures by reading research
articles from Google Scholars, Academia, and other reputable websites.

Despite these challenges, Middleton has several key learnings from engaging in
action research. For one, she realized that an action research topic should be selected
based on its timeliness, needs of the context, and the amount of time required for
it to be completed. Two, the review of related literature is equally important with
other parts of an action research. Through literature, we are informed of the gaps
and existing interventions of the problem being studied. She warned that one must
be able to judge the reliability of the sources and that we should develop a taste
for quality sources. Non-scholarly sources such as Wikipedia and articles archived
in predatory journals should not be used. Three, it is important that one can judge
the appropriate research designs, data gathering procedure, and data analysis for a
certain research objective or question.

From the challenges also, she gave some suggestions to improve the teaching of
the course. First, a face-to-face meeting with the research professor may be done
at least once every two weeks, provided safety protocols will be observed. Second,
there should be pre-recorded materials to be supplemented because not all concepts
introduced in themoduleswill be discussed during virtual lectures. Finally, a research
professor should have in-depth knowledge of data analysis software, referencing
and paraphrasing software, plagiarism software, and some other technological tools
relevant in doing research. She contended,

Action research does not operate all alone by writing. Technology is one of the forerunners
of a successful research project. We need software to search articles, reference, analyze data,
paraphrase, and determine plagiarism index.

Harry’s Case

Harry studiesBSEdmajor inMathematics in a private sectarian university.At present,
he is also a third-year student and belongs to a 17-student class. This class is divided
into four research groups, and each group has three other mentors aside from their
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professor handling the action research course. One mentor is a Mathematics teacher
from the basic education department of their university who also acted as their coop-
erating teacher in their Field Study (FS), a professional education course embedded
in the teacher education curriculum. The other two mentors are an English language
expert and a statistician. According to him, the action research project they were
working on investigated the effect of formative assessment feedback on eighth-grade
students’ ability to solvemathematical word problems. The project was implemented
in the class of their mentor, who teaches Mathematics in Junior High School. It is
now completed, and they are just waiting on their scheduled oral defense.

He described his overall learning experience in this research course as “authentic”,
“engaging”, and “empowering”. He shared some of the practices they had, which
explains his desirable experience in the course.

We are very involved in our action research project from the start until the end. The topic we
investigatedwas conceptualized during our observations in the online classes inMathematics
of grade eight students as part of our FS. We observed that the teacher consistently gave
formative assessments to her grade eight students, but the results were not maximized.
In other words, there was no feedback coming from the teacher regarding her students’
performance during formative assessments. We believe that such feedback would help build
the students’ success in solving word problems. By then, we proposed this topic to our
research professor and cooperating teacher. They were very much supportive in the project.

After the topic was conceptualized, Harry said that there were series of lectures
from their professor and invited guests to talk on certain parts of the action research
proposal. He mentioned that their research professors also required them to attend
webinars before writing their proposal, which professional organizations organized.
Among the webinars they attended were ethical issues in action research, using
different statistical software, and searching articles from different research databases
towhich their university has a subscription.Before the implementationof their project
or during the proposal writing period, Harry admitted,

It was quite challenging to interact with our mentors virtually due to internet connection
issues, but they are approachable and willing to extend extra effort, time, and resources.
Aside from lectures and webinars, we have separate sessions for mentoring and consultation.
I think that is the advantage of small class size.

During and after the implementation of the project, he described his experience as
“energy-draining”. Hewas assigned to teach the lessons in the class they investigated,
but he also perceived it to be “engaging” and “empowering”. He stressed, “I really
felt those times as a teacher looking for ways to improve my practice”. While he did
the teaching, his group mates were assigned to observe the class and collect data.
They all had specific tasks in every part of the action research for a collective goal.
Eventually, data were processed with their statistician and their research professor’s
help in preparation for writing their results.

Our professor was with us all the time. I was so happy because I worked with supportive
colleagues and mentors.

Harry recognized the critical roles of eachmember in the project at the end of their
project, and that action research should be collaborative. He opted not to give a list
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of suggestions except for his desire to be trained to write their paper in a publishable
format and publish it in a reputable journal before they finish their degree.

Alexander’s Case

Alexander is a third-year BSEd student who specializes in science education in a
private non-sectarian university. He belongs to a research group composed of three
members, excluding their research professor. Their action research project explored
the effect of collaborative learning activities in developing student’s motivation in
an online Science, Technology, and Society (STS) synchronous class. They imple-
mented this action research project in an STS class also taught by their research
professor.

From his experience, he viewed action research as a means of improving
educational outcomes. He said,

We had an FS subject of which we were required to observe classes. However, during this
time, we do not have off-campus observations, so wewere assigned to observe college online
classes. As I immersed myself in this experiential learning course, I realized that professors
encountered somany problems in the field, especially during this period. One of the problems
we observed is developing and sustaining student’s motivation in online classes. Hence, we
came up with such a research topic. Our goal was to help our research teacher improve his
teaching practices and the educational outcomes in STS.

At present, Alexander and his group completed the project and are about to present
it to the thesis committee. He admitted that his experience throughout the research
process was not easy, but it taught him to become self-regulated.

Our professor only provided us modules, and he connected to us through different online
platforms such as Google Meet, Zoom, FacebookMessenger, and whatever is available only
if the need arises. I have experienced studying all by myself because I was ashamed to drop
a message to my professor, although he is not strict. If ever I encountered challenges, I read
articles and asked help from my colleagues in the group.

In particular, the challenges which he encountered include: (a) terms in the
research method which he is unfamiliar; (b) research and review articles provided by
the teachers butwere not explained; (c) development and validation of the instrument,
which led them to adapt instead; (d) analysing quantitative and qualitative data; and,
(e) judging whether their action research follows ethical rigour. He expressed, “The
more I read, the more I am conscious of what we were doing in our project. Our
research professor was seldom with us when we implemented our project”.

In view of these challenges, he offered several recommendations to improve the
teaching of the course. First, the professors should build a good rapport with their
students because a personality like his restricts him from communicating with his
professor because he is afraid that he may not respond. Second, the professor should
usemultiple pedagogies to teach the course concepts effectively.He explained that the
teaching practice of his professor focusses on the use ofmodules alone. Third, regular
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virtual lectures and consultations should be done because students need facilitators
and mentors. They may have unlimited access to articles or materials they need,
but they need explanations of these. Fourth, research professors should teach by
experience. He said, “The experiences I am pertaining refer not to the research
conferences they joined but the actual research engagement they have”. According
to him, this is one reason why professors struggle to connect theory with practice.

Nova’s Case

Nova is a third-year student at a local college where she studies BSED major in
science. According to her, seven of them in a group conducted research on developing
students’ motivation and attitudes in science through project-based learning. Their
research professor acted as their sole mentor while mentoring two other groups. She
said, “It is difficult to share a mentor with other groups, but I understand. The science
education department does not have enough faculty to do the mentoring”. She added
that she was also struggling to manage a large number of members in a group being
assigned as the leader. “Some of the members were no longer functional”.

In this regard, she described her experience as “exhausting” and “stressful”. She
explained that it demands so much time, resources, energy, and effort. Right from
the start, it took them four attempts before their topic was approved.

The frustration we had was immense, but I know our professor had to reject the topics we
previously presented because she wanted us to work on a quality action research project.
When she gave her approval, our next dilemma was to write the proposal. There were
conflicts in the group because some members preferred specific parts that others had the
same preference too. Nobody wants to be assigned to write the review of related literature
and methodology sections. We had textbooks, modules, and some electronic materials, but
there were no thorough discussions because our school also adapted a modular learning
approach the same with other schools.

Nova added that when they finished their specific tasks, they had to align all parts
again. Hence, they were unable to present their action research proposal on their
assigned date.

On a positive note, the group members agreed to work collaboratively during
the implementation of the project. “It was really a lesson learned among every one
of us”, Nova said. Their project was implemented in one of the sections taught by
their research professor. She said that their professor was also hands-on during their
action research implementation. Also, their professor sought help from a language
expert, statistician and coordinated with a nearby university to submit their paper for
plagiarism check. Nova narrated her key takeaways during this part of their research,

I have learned that in conducting research, one must be patient and objective in collecting
and analyzing data. One should not commit fraud in fabricating or modifying the data.
These practices would lead to bias and false results. Also, we need to use statistical software
and some data management systems because we may not intentionally alter the data, but
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the manual analysis would likely result in an inaccurate calculation, thus, presenting incor-
rect findings. The presentation of these results should also follow the recommendation of
professional organizations such as the American Psychological Association (APA).

From Nova’s experiences, she recommends some practical strategies to improve
the teaching of the course. One, each group should have separate mentors, and the
number ofmembers in a group should be limited between three or four. She explained,
“Although action research should be collaborative, it is not ideal to have many
members”. Two, the research professor can suggest researchable topics in the event
that the proposed topics by the students do not meet her standard to save time. They
know best regarding the problems in the classrooms and school. Third, modular
learning should be blended with virtual lectures by the professor and invited experts.
The students need to interact with them. Fourth, the college should have subscriptions
to the necessary software for doing research. Fifth, the teacher handling the course
should not be an entry-level teacher. She said,

Teachers’ experience is a big factor that determines students’ success in a course. If neophyte
teachers are assigned to teach the course, they should be trained prior through giving them
the opportunity to attend professional development programs.

She is concerned that an emerging teacher teaches them in one of the content
courses of their program.

Deconstructing the Learning Experiences

The narratives of the five teacher education students on their experiences in learning
action research as embedded in their educational research course were deconstructed
based on the four aspects of action research as defined. These four aspects include: (1)
action research as a systematic inquiry, (2) action research as a reflective inquiry, (c)
action research as tool for improving education practice, and (4) the operating unit of
pre-service teachers’ developed action research. The overall approach is deductive,
with the four aspects serving as the predetermined foci of interests in the analysis
of the narratives (Nowell et al., 2017). The deductive approach was employed as it
addresses the need to summarize the key features of the data while keeping a well-
structured approach to ensure that the resulting interpretations adhere to the context
of pre-service Philippine teacher education.

Action Research as a Systematic Inquiry. Action research is categorically
a legitimate form of research that qualifies it as a form of systematic inquiry.
The engagement of pre-service in doing action research morphs teacher educa-
tion students as teachers doing research to improve practice, a process described
by Manfra (2019) as placing them at the centre of research-into-practice. This peda-
gogical approach led them to have active engagements and authentic experiences
in the action research process. Hence, they described their overall learning experi-
ences as engaging, active learning, authentic, and among others. Some may have
experienced it to be challenging, exhausting, and stressful, but these are found out
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to be common even among in-service teachers, as revealed by several studies (e.g.
Morales et al., 2016; Ulla et al., 2017). What matters is that these experiences prove
that their professors are not merely teaching them the course’s concepts, but more
importantly they are tasked to immerse themselves in performing the instructional
tasks or research processes and completing the action research projects.

In particular, the instructional tasks of the course essentially required them to
systematically and collaboratively formulate research topics and questions related
to their practice, develop practical actions or solutions for the problem, gather and
analyse multiple types of data, make use of the results to refine or improve prac-
tice, and write the research article. This process–product approach of teaching and
learning culminates with a completed action research project which is to be presented
by the pre-service teachers before the panel of examinees. Looking into the prac-
tices of professional development programs for in-service teachers, some studies
(e.g. Hathorn & Dillon, 2018; Paredes-Chi & Castillo-Burguete, 2018) revealed that
the programs ended with completed research as a participant’s output. In the same
manner, the course outcome of action research for undergraduate teacher education
of the teacher education institution where case study student-teachers belong is the
same. The completion of this research project indicates that they engaged throughout
the entire action research process, indicating that both action research products and
processes are given equal importance. There may be variations in their experiences,
but those are confined to what their respective professors have used in pedagogy,
assessment and evaluation, technology, mentoring approach, and others.

Action Research as a Reflective Inquiry. Pre-service teachers also recognized
that learning action research developed them to become reflective of their practices
or the ability to question their own assumptions regarding teaching and learning
(Strand, 2006). There are two instructional practices that could prove this experience
by the student-teachers.

For one, theywere encouraged to investigate a topic grounded on actual classroom
issues of which they were tasked to identify a range of classroom problems, reflect
on them, and come up with a practical solution. As Harry and Alexander disclosed,
the topics they investigated were grounded on their observations from an experiential
learning course. Harry said,

The action research we worked on did not just come out because we were curious about
it. We were really tasked by our professor to properly observe in the classes and identify
the pressing need until we decided to address the misuse of formative assessment. Even
the development of our action to the problem was not done at the click of our fingers. We
reviewed and reflected on the literature until we arrived at a consensus that we will use
feedback as our action or intervention.

By these practices, the professor is preparing them to become reflective and
autonomous professionals rather than mere teachers or practitioners who conduct
only classes as expected from their function in the latter part of their professional
paths.

Two, as theywere tasked to resolve only perceived classroomproblems, the course
introduced them to one type of action research known as “reactive”. Nonetheless,
even in-service teachers have a cognitive constraint to this type of this action research
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typology according to purpose as revealed by Cortes et al. (2021a, 2021b).This
research typology is characterized by providing a solution or correcting existing
problems and/or improving existing conditions (Craig, 2009). Alexander narrated,

Our professor always told us that the topic which we should investigate should be based on
existing problems, not those theoretical ones. I mean problems that do not exist now but may
exist in the future or would not even exist. Thus, as I notice, all the action research in our
class focused on resolving existing problems. For instance, we observed that students in an
online STS class lacked motivation, so we decided to act on it by giving them collaborative
learning activities.

However, while there is nothing wrong with using one type of action research, the
professor missed that action research could also be proactive. It is the counterpart
of the reactive action research process which is used to identify first the potential
problems which researcher conducts a systematic inquiry to improve conditions. It
is less popular compared to the former action research type and this popularity of
the former creates cognitive constraints among in-service and pre-service teachers.
Nonetheless, whether reactive or proactive, both share the same characteristics (e.g.
continuous inquiry, professional reflection, and continuous improvement), but the
steps or processes are rearranged (Craig, 2009).

Action Research as a Tool for Improving Educational Practice. One of the
purposes of action research is to improve educational practice as established in the
literature (e.g.Leitch&Day, 2000;Rönnerman, 2003;Younget al., 2010;Department
of Education, 2017 p. 2). In this regard, pre-service teachers enrolled in Philippine
Teacher Education Programs are tasked to design and implement action research
studies congruent only to this feature and goal of the research method. As revealed
by the research projects of case study pre-service teachers, their studies are confined
within the areas of improving instruction, curriculum, pedagogy, and assessment.

There are some narratives which prove that research professors ensure that that
action research studies conducted by their student-teachers are aimed at improving
educational practice, e.g.

When our professor said that we should be working on quality action research projects, she
meant that our research is aimed at resolving a problem grounded in the realities of the
classroom.

We worked on developing student’s motivation in a synchronous STS class because our
professor kept on reiterating that action research aims to improve practice and educational
outcomes. We saw the lack of motivation of students as an opportunity to improve teacher’s
practice by way of introducing collaborative learning activities.

Operating Unit of Pre-service Action Research. All action research projects
for all case study pre-service teachers operate at the classroom level, although its
scope may expand until national or even international scale. One explanation of
why their studies share the same scope is their lack of exposure to problems in
management levels, policy, curriculum implementation, and other areas of education.
Their observations and experiences dictate the scope and nature of the research topic
they will intend to study, and these are largely confined in the classroom setting since
they have yet to teach in actual schools.
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Model of Teaching Action Research in Pre-service Teacher
Education

The teaching of action research in pre-service teacher education as experienced in
the context of Philippine teacher education program highlights the unique context
of pre-service teacher education students compared to their in-service counterparts.
While practising or in-service teachers have both the teaching experience and the
actual school setting to draw inspirations from, pre-service teachers have only two
distinct sources: personal experiences as a student and perceived classroom realities
as an external observer.

Using the identified aspects derived from the definition of action research by the
Department of Education in 2017, each of the aspects are described in the context and
experiences of a typical pre-service teacher education student along with the possible
scaffolds to ensure that teaching of action research considers both limitations and
opportunities unique to the pre-service teacher education setting. The proposed of
model of teaching action research in pre-service teacher education identifies three
distinct pillars as follows:

1. Teaching action research as a systematic inquiry anchored on the experiential
learning courses component of the curriculum

2. Teaching action research as a reflective inquiry through explicit inclusion of
specific sub-problems targeting researchers reflections on the experience of
conducting action research

3. Teaching action research as a means of improving instructional practice
focussing on the classroom as the operating unit.

The three pillars as identified contextualizes the definition of action research in the
realities of pre-service teacher education. Since the course on educational research is
usually taken during the third year of undergraduate teacher education, the students
have not had any actual classroom teaching experience as of yet because the practice
teaching component is usually reserved in the second semester of the final year of
the program (Commission on Higher Education, 2017a, 2017b). As an alternative,
pre-service teachers will only have the classroom observations as embedded in the
field study courses of their professional education subjects. In the field study courses,
students are asked to observe actual classes taught by in-service teachers. Depending
on the professional education coursewhere thefield study course is tethered, the focus
of the observation varies and may include assessment, teaching strategies, classroom
management, etc. The process of observing what transpires in the classroom can
provide an acceptable entry point in identifying potential research problems for the
students’ action research (Barendsen & Henze, 2019; Frank, 1999).

The formulation of a sound research problem and the development of the research
proposal towards the implementation of a specific intervention and the dissemination
of the results addresses the aspect action research as a systematic inquiry (Kemmis &
McTaggart, 2005). In the process, the second pillar of the model advocates that a
specific research question focussing on the reflective aspect of the research process
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should be explicitly included in the formulated action research itself. The inclusion
of a reflective-based research questions such as those focussing on the pre-service
students’ insights and thought processes leading to the formulation of the problemand
the consequent experience of conducting the actual action research itself will ensure
addressing the aspect of action research as a reflective inquiry (Loughran, 2010). This
also ensures that the pre-service students are directly reminded that action research
is a reflection-driven form of inquiry that originates from the teacher’s deliberate
act to reflect on the current state of things with the goal of improving educational
outcomes through the implementation of a specific sets of actions or interventions.

Lastly, pre-service teachers are expected to be classroom teachers upon comple-
tion of their degree. Recognizing the limitation of their identifiable basis for devel-
oping action research problems as stemming from their own experiences or as a
product of their classroom observations in their field study courses, it is important
that teaching of action research also aligns the operating unit: the classroom. The
choice of a classroom as the unit to which improvement in educational practices
will be anchored is reasonable as it allows the pre-service teachers to explore an
environment that is both readily available and easily relatable. Using a specific office
in particular or the school in general as the operating unit in the development of
action research may prove counterproductive for pre-service teachers as the students
essentially lack the experience to fully grasp the context (Blaik Hourani, 2013).

The tri-pillar model of teaching action research for pre-service teacher education
as described does not necessarily negate the possibility that students can and may
conduct action research in any and all aspects of educational practices and settings.
However, this model stems from the unique experiences and realities of pre-service
teacher education students. This may be considered as an initial approach of teaching
action research that may be subsequently expanded for in-service teacher education
professional development on action research.
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Chapter 36
Pre-service Curriculum and Perception
of Prospective Student Teachers Towards
Inclusive Education

Pennee Kantavong Narot and Piyawan Srisuruk

Abstract Inclusive education is a change in a basic education system and requires
understanding and participation from all stakeholders, such as school administrators,
teachers, and parents. Past studies have indicated that teachers play an essential role
in making education more inclusive. This chapter explored how a teacher education
curriculum in Thailand regards inclusive education and how student teachers, who
experienced two different learning programmes, perceived inclusive education. The
study examined how two groups of prospective teachers and staff perceived pre-
service teacher training for IE. A qualitative research instrument via semi-structured
interviews was employed for data collection in order to review the pedagogical
approaches used and the instructors’ views of IE. The questionnaire survey was
based on a Sentiments, Attitudes, and Concerns for Inclusive Education Rating Scale
(SACIE-R) developed by Forlin et al. International Journal of Inclusive Education
14:723–739 (2010) was used.

Keywords Pre-service · Inclusive education · Attitudes · Structured interviews ·
Curriculum

Introduction

After the World Conference on Education for All in Jomtien, Thailand, in 1990
(United Nations Educational, Scientific and Cultural Organization (UNESCO),
1990), the development of the Salamanca Statement in 1994 (UNESCO, 1994) and
the assembly of the World Education Forum at Dakar in 2000 heightened aware-
ness of governments’ need to focus on inclusive education (IE) chances for children
with special and/or diverse learning needs. The result can be found in educational
reform which in Thailand commenced with the 1999 National Education Act. The

P. K. Narot (B) · P. Srisuruk
Khon Kaen University, Khon Kaen, Thailand
e-mail: pennee@kku.ac.th

P. Srisuruk
e-mail: piysri1@kku.ac.th

© The Author(s), under exclusive license to Springer Nature Singapore Pte Ltd. 2022
M. S. Khine and Y. Liu (eds.), Handbook of Research on Teacher Education,
https://doi.org/10.1007/978-981-16-9785-2_36

721

http://crossmark.crossref.org/dialog/?doi=10.1007/978-981-16-9785-2_36&domain=pdf
mailto:pennee@kku.ac.th
mailto:piysri1@kku.ac.th
https://doi.org/10.1007/978-981-16-9785-2_36


722 P. K. Narot and P. Srisuruk

Act provided that the educational institute is responsible for organizing appropriate
education for SEN children, based on their abilities. However, reports fromMinistry
of Public Health have suggested that there is still not sufficient provision of educa-
tional support for these students, when it concerns the issue of educating them in an
inclusive classroom (Narot & Sivabhaedya, 2010).

IE is a process where an education system and regular schools, school administra-
tors, and teachers address the education needs of all children without discrimination
(Kaplan & Lewis, 2013). The barriers for achieving an IE system are related to
attitudes, practices, resources, policies, admirative processes, and the environment
(Forlin, 2012; Sharma et al., 2013).

Pre-service Teachers Training

The importance of appropriate training and better preparation for new practicing
teachers in the management of SEN students has been widely suggested (Florian &
Rouse, 2009; Sharma et al., 2008). Forlin (2010) pointed out that preparing teachers
for inclusion is a crucial factor especially when addressing attitudes and promoting
a greater commitment to inclusion. Sharma et al. (2013) found that school teachers
do not have sufficient knowledge and skills to deal with inclusive classroom. When
teacherswere notwell-equipped to create an inclusion environment for SEN students,
it may cause them to develop negative attitudes towards inclusion. It is necessary
that in-service teacher educational institutes have to consider revising and improving
teacher preparation programmes in order to equip the prospective teachers to manage
their works in inclusive settings, and the in-service education programmes must
provide substantial knowledge covering the range of disabilities and skills to work
collaborativelywith other professions.Moreover, courses on pedagogical approaches
must be practical and include various techniques and strategies for working with
students with diverse needs. Additionally, teacher education should provide field-
based studies for students to familiarize themselves with pedagogical practices and
environments. Past studies indicated that field studies or practices would lead to
positive attitudes among teachers (Boyle et al., 2013).

Teachers’ Attitudes and Inclusion

Understanding about SEN students seems to be an essential trait for teachers to have
positive mindsets towards inclusion. Attitude is said to have a direct relationship
between intention and behaviour concerning a situation (Ajzen & Fishbein, 1972).
The previous research reported that general education teachers who did not under-
stand disabilities were not likely to accept children with special needs. Furthermore
it was pointed out that more interaction with disabilities persons can lead to positive
attitudes towards them. The main concept is that teachers with negative attitudes lead
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to less learning opportunities, low achievement, and discouragement (Florian et al.,
2010; Forlin, 2010) So, the importance of teachers positive attitudes towards people
with disabilities early in their professional years can lead to higher expectations,
increased learning opportunities, and increased learning achievement of the learners
(Forlin et al., 1999, p. 209). As for the prospective teachers, a high level of knowledge
is a necessary component to develop their positive attitudes towards IE (Chambers &
Forlin, 2010).Moreover, opportunities to interact with peoplewith disabilities during
the period of training have proved to encourage and enhance a more positive position
towards inclusion (Forlin, 2010). Literature on teacher learning has pointed out that
student teachers enter the programme based on their belief about managing learning
and teaching situations. The lessons learned from how prospective teachers view
their study programmes were that they learned from field experiences in the study
projects required in the courses more than from theoretical aspects (Allen, 2009;
Roness, 2011). This situation seemed to agree with Darling-Hammond (2010) who
found that students teachers were disappointed in and discontented with the teacher
education they had encountered, because they felt that what was taught in teacher
education was inappropriate. Furthermore, they opined that they preferred infor-
mation for immediate use and they valued practical experiences. A lot of previous
research reported that teachers stated that they did not receive adequate training and
preparation tomanage IE (Ainscow&Sandill, 2010; Forlin, 2010;Kantavong, 2018).
So, the pre-service teachers’ education should consider all these crucial aspects. From
every perspective of the preparation of teachers’ education, positive attitudes towards
inclusion are the strongest predictors of the success of inclusion. When the teachers
have good attitudes towards inclusion, they tend to use different approaches to support
students with diverse needs (Forlin, 2010). Forlin and Chambers (2011) also found
that the level of confidence and knowledge of legal system among teachers were
positively and significantly correlated with attitudes towards SEN students.

At this point we conclude that knowledge and experiences would lead to senti-
ments, attitudes, and caring towards IE. The increase of the good feelings, attitudes,
and concerns of prospective teachers is considered to be a crucial element for the
successful implementation of IE (Sharma et al., 2008). It is supported by the research
of Senol and Can Yasar (2020) who pointed out that concern is the stage where the
person expressed a sense of insufficiency. The concern may be from the sense that
they did not have enough knowledge and experiences about SEN students. The lack
of knowledge causes low perception of self-efficacy which may lead to concern and
anxiety. The preparation of prospective teachers should aim to reduce concern by
providing a high level of knowledge and experiences.

Approaches for Pre-service Teachers Training

The strategies for the training of prospective teachers are still to be considered. The
main concerns were that even in countries where inclusion has been practiced for
more than two decades, preparing teacher for inclusion still has been slow to meet
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the new demands of an IE. For example, the European Agency for Development
of Special Needs Education (2007) cited in Florian and Rouse (2009) reported that
the schools across Europe faced problems of managing programmes for diversity
groups which are the biggest challenges and barriers for inclusion. The causes of
the problems and barriers are derived from inadequate programmes for the teachers’
preparation in the areas of special education needs and working in inclusive schools.
The key concept for developing the approach to teacher training is to provide teachers
with awareness and understanding of educational and social problem issues that can
affect children’s learning achievement. The next issue is to develop strategies that
teachers can use to support andwork with children with diversity needs. So, inclusive
practice should be based on the concept that teachers understand how to include and
not exclude the learners who experience difficulties (Florian & Rouse, 2009). In
the area of preparing teachers for IE, Florian and Link later (2010) investigated the
project on new pre-service education course that starts from the question of how to
bring what the learners already know to make the best use when they experience
difficulty, not relying solely on whether teachers have the necessary knowledge and
skills to work in inclusive classrooms. Their standpoint is that it is not an essential
point to make a judgement that teachers do not have the required knowledge and skill
to teach learners, because it may be that the learners who have learning difficulty
needs may not require different learning approaches from most of the other learners.
Also, when teachers are challenged in their classrooms with students with learning
difficulties, colleagues with who have specialized expertise in learning difficulties
may be able to lend their support. Florian and Linklater employed a “learningwithout
limits” approach for student teachers in Aberdeen. Under the package called further
professional studies (FPS). The student teachers are required to take courses of further
professional study which require 50 h; 25 h are tutors directed, and 25 h are students
directed. The specific area in the FPS: further professional study courses related
to the school curriculum, such as a course modern language, ICT for learning and
teaching, and a course like ‘Thinking skill’… The student teachers are required to
work in groups and present their work at student teacher-led conferences at the end
of the programmes. This study confirmed that learning achievement is a result of
collaboration work within communities under the concept of co-agency, everybody,
and trust. These principles emphasize that through the approach of allowing teacher
to plan the instructional decisions, teachers can lead to the act that enhance children’s
capacity to learn. The findings conclude that the concepts of co-agency, everybody,
and trust provided opportunities for teachers to recognize their capacity to teach all
learners. They learned to create an environment for learning to enhance achievement
for all, so that new teachers can become inclusive practitioners. In order to prepare
prospective teachers for inclusion, Wang and Fitch (2010) reported on the study
of teacher education for IE which is called Initial Teacher Education. The concept
incorporated courses and field work into the programme, the strong point of which
is the placement of multiple collaboration by coaches who are experts in the field
so that the pre-service teachers can experience best practices in action. The value of
the programme is the multiple opportunities for pre-service teachers to work with
instructors in classes, seminars, and field placement which contribute to the seminar
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sessions. The prospective teachers gain not only knowledge relating to IE, but also
become co-teaching partners and develop collaboration skills, professional learning,
and school leadership skills. Forlin et al. (1999) conducted interesting research on
pre-service teachers regarding their attitudes towards people with disabilities in three
universities in Queensland. The three universities provided various opportunities
for pre-service teachers to interact with people with disabilities. The interactions
included: compulsory visits to special education schools or centres, incursions by
peoplewith disabilities, undertakingmore professional experiences in special schools
andmeeting guest lecturerswhoworkwith special needs students. Itwas reported that
the prospective teachers who had at least weekly contact with people with disabilities
felt more comfortable with people with disabilities than those pre-service teachers
who declined the activities.

From the above-mentioned points, preparing pre-service teachers towork in inclu-
sive schools requires concerned higher educational institutes to make an effort to
ensure the curriculum covers both content and pedagogy and some other skills by
providing hands-on experiences for the student teachers, in order to work effec-
tively with diversity students (Ainscow & Sandill, 2010; Florian & Linklater, 2010;
Florian et al., 2010; Wang & Fitch, 2010). So, in view of the findings from the
previous research which reported that, although some teachers receive training and
knowledge on the broad principles of inclusive instructional approach, they do not
receive specific comprehensive content concerning SEN, such as relating to autism
and dyslexia (Mintz &Wyse, 2015), and the concept may need to be reconsidered. In
the same vain, Sharma (2012) discussed an approach to prepare teachers by imple-
menting inclusive practices for all children in main stream education. He mentioned
that one major rationale for the preparation of student teachers for inclusive class-
rooms is that there was inadequate training and experiences to meet the needs of
students with disabilities who attended inclusive classrooms. Also, there is a lack of
well-equipped teachers, and many countries have raised the insufficient of suitably
trained teachers as a major challenge. It is apparent that all developing countries
should give priority to teacher education for inclusion (Sharma et al., 2013). The
literature has provided many ideas, concepts, and principles for pre-service teacher
training which are worth consideration for future development. At the same time, the
training systemandpolicies of individual countriesmaybe issuesworth investigating.

Pre-service Teacher Training in Thailand

After the education reform in Thailand was implemented, under the 1999 National
Education Act, the public education system is required to provide an equal opportu-
nity for every citizen to receive not less than 12 years basic education. Chapter 2 of the
Act also emphasizes that the system has to provide education for the underprivileged
and the mentally and physically disabled in an appropriate form according to indi-
vidual needs (Office of the National Education Commission: ONEC, 1999). Since
then, the Thai Government enacted and enforced the policy to support education and
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services for children with disabilities (Vorapanya & Dunlap, 2014). The movement
towards IE for SEN students became clearly applicable under the provisions of the
Persons with Disabilities Education Act, 2008. The law grants the right and oppor-
tunity for persons with special educational needs to education from early years to
higher education. As a result, the schools become inclusive schools which means
that every school has to accept all children into their classes without discrimination.
Thus, the whole educational system has had to reorganize itself to accommodate the
policy (Bualar, 2016; Vorapanya & Dunlap, 2014).

Many sections of the educational system have to be prepared to accommodate this
policy. Along with the national educational reform, the pre-service teachers’ training
programmes have been changed from a four to a five-year programmes. Prospective
teachers attend four years doing course work and one year in school for practicum.
With the goal of achieving Education For All, the inclusive and special education
courses were added to the curriculum. Although legally all Thai children are entitled
to be included in the school system, many studies showed that the situation of IE in
Thailand has progressed slowly due to various factors, namely insufficient resources,
not enough educators in the field, no clear direction for programme implementa-
tion, weak networking among involved organizations, and negative attitudes towards
special education (Carter, 2006; Changpinit et al., 2007;Vorapanya & Dunlap, 2014;
Bualar, 2016). Bualar pointed out that the attitudes of teachers in Thailand towards IE
are influenced from both experiences in society and the background in their training.

When considering the situation of pre-service training concerning IE, Kantavong
et al. (2012) conducted a curricular review of IE in Thailand and found that every
institute offers either one or two courses in special and IE. The course descriptions
include knowledge and skills for prospective teachers to identity and manage the
barriers when they are facing the learning environment within a school setting. After
the 1999 National Education Act, Thailand moved to enhance the goal of Education
For All by emphasizing IE. Past studies had reported that concerning rights-based
education or opportunities for and/or limitations on special needs education students
attending regular schools was not clearly specified or focused in teachers’ training
education programmes. The issues of human rights, gender, and the inclusion of the
underprivileged and marginalized groups were also not provided for as an individual
course. Educators and instructors who were interested or knowledgeable in areas
like human rights, gender, and marginal groups would raise these issues in their
classes. So, it was reported that some instructors were indirectly mentioned such
issues on the other courses. However, the data revealed that every pre-service teacher
training institute provided a special education or IE course. This may be because
the administrators and educators believe that experiences from the course would
help students to develop positive attitudes, values, and respect towards persons with
special needs. However, some lecturers mentioned that, since the issues of human
rights, gender and marginalized groups were not specified in the curriculum, the
instructors then viewed that it was not necessary to include these contents in the
course.
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Context of the Case

Based on the quality controlmeasures, every higher educational institute has to revise
their curriculum every five years. The Faculty of Education, KhonKaen University,
falls under this quality assurance for higher educational institutes as it provides pre-
service teachers’ training in Northeastern Thailand. To comply with the National
Education Act, 1999, the curriculum has been adjusted from four year to five year
programmes and emphasizes the importance of Education For All. The inclusive
education course was offered as a separate course for the last ten years. Then, at the
most recent revision of the curriculum, the inclusive education course was removed,
and the revised version of the curriculum now offers two new courses: Psychology
for Teachers, and Learning Management and Classroom Management. The subject
of IE is offered as a small topic in the “Psychology” course.

The content and instructional programmes for pre-service teachers’ education
can be presented as follows: The inclusive education course covered: the meaning,
significance, types, laws, organization and management of inclusive schools and
classrooms, problems related to the inclusion, identification and design for Individu-
alized Education Programmes and assessment, principles of learning, reinforcement,
shaping, prompting, modelling in inclusive classrooms, intervention strategies, and
group strategies.

The class activities were designed based on project-based learning. Student
teachers were assigned to visit schools and were chosen to conduct case studies
with SEN students with different disabilities. Then, the experiences were presented
to the class in sharing experiences and knowledge sessions. The instructors included
a team of educators with the following experiences: one in curriculum and instruc-
tion and six instructors in inclusive and special education with expertise in different
individual disabilities.

The content of the two new courses which replaced the inclusive education course
can be described in detail as follows: (1) the Psychology for Teachers course covers:
Principle, concept, theory, and rationale on how humans learn, pedagogy on the
learning process regarding the sociocultural context; turning educational psychology
into practical work; application of educational psychology based on its principle;
improvement and development of learning and management by research; learning
management and assistance regarding psychology for teachers; and learning envi-
ronment and skills for learning; and (2) the Learning Management and Classroom
Management course covers: Principle, concept of learning management, classroom
management, relationship of learning management for student-centred learning, and
learning management focusing on teaching in an internship classroom, theories, and
models of learning and management focusing on students’ thinking skills in the
twenty-first century, environment learning management for classroom learning with
emphasis on the relationship between the students’ learning process and commu-
nication in the classroom, classroom development for a learning centre in school,
development of lesson plans based on the Plan-Do-Check-Act Cycle, and learning
integrated inclusion. For these two courses, the classroom activities still share similar
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approaches, such as requiring student teachers to work in a group project to visit
schools and observe the classroom settings, and report their experiences from class-
room observation to the student teacher-led class sessions. However, the instructors
for the two new courses consist of two instructors in curriculum and instruction who
are new members for the team and six instructors with experience in inclusive and
special education who are the same team that conducted the old inclusive education
course.

Thus, this study aims to answer the question: Are there any differences between
the two cohorts of students teachers who attended the two different curricula in their
views towards IEwhen using ameasurement scale based on the sentiments, attitudes,
and concerns for IE?

Research Methods

This study was a survey research. The sample comprised of 48 prospective teachers,
aged 23–25 years old, from the Faculty of Education, Khon Kaen University, Thai-
land. Simple random samplingwas employed for data collection. The research instru-
ments were: (1) a questionnaire based on Forlin et al. (2011). Forlin et al. (2011)
developed the SACIE-R scale to assess a teacher’s general and specific attitudes
towards IE. The original measurements consisted of 15 items; however, only 12
items were adopted for this investigation. Since this study intended to emphasize the
outcomes of the curriculum with focus on attitude, three items were not included
following feedback from a trial with non-respondents and educators in the field of
IE. The three items were: “I dread the thought that I could eventually end up with a
disability”, “Iwould feel terrible if I had a disability”, and “I am afraid to look directly
at a person with a disability”. The three items were viewed as being too obvious in
terms of the respondents’ desire to rate them to please the researcher because, in
Thai culture and belief, the concept of disabilities is regarded as being the result of a
bad deed by an individual; as Vorapanya and Dunlap (2014) cautioned, the situation
of special education in Thailand should be considered through cultural perspectives.
The feeling of horror to look at disabilities may not match the way society teaches
people to think; society always teaches us to be sympathetic and kind to disabled
people. It is a basic kindness to help others with disabilities and gives rise to a sense
that, if we help such people, we will not one day become disabled ourselves.

The participants were asked to respond to a 4-point Likert scale in which 1 =
strongly disagree and 4 = strongly agree. The scale consists of three sub-scales;
sentiments, attitudes, and concerns. The score consisted of 1 = strongly disagree (x̄
= 1–1.75), 2= disagree (x̄ = 1.76–2.45), 3= agree (x̄ = 2.46–3.15), and 4= strongly
agree (x̄ = 3.16–4.00). After the data collection, the items were regrouped in order
to view the level of attitudes more clearly: the first seven items indicated a negative
view of IE, and the last five showed a positive view towards IE. An acceptable
reliability was 0.619 (Cronbach’s alpha). The open-ended questionnaire was used
for additional interviews with students, and structured interviews were conducted
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with the ten instructors. The respondents included 48 students who undertook the
old inclusive education course programme and 24 students from the other two new
programme courses. Among these, there were 16 male students (33.3%) and 32
female students (66.7%). The ten instructors who were members of the teaching
team served as key informants for interviews.

Data Analysis

The SPSS version 23 was used to analyse the data to find the differences between the
two groups of students; the group that attended the old inclusive education course and
the group that attended the new Psychology and Classroom Management courses.
All attitude questions were analysed with a value assigned on the scale reflecting a
positive attitude towards inclusion. Based on Forlin et al. (2014), the factors that were
considered to connect to a negative view required reverse coding before analysing,
such as the item relating to concerns: “I am concerned that myworkloadwill increase
if I have students with disabilities in my class”. The data from the open-ended and
structured interviews were grouped and analysed using content analysis. The results
were reported in a descriptive manner.

Results

The data were obtained from the prospective teachers who experienced two different
learning programmes for working in regular schools. These schools by law have to
accept all students, so the classrooms become inclusive settings. The objectives of
the courses were that after attending the course or courses offered, students should
be equipped for managing inclusive classrooms and working with SEN students with
a positive attitude towards inclusion.

The respondents were asked to rate the questionnaire and answer the short inter-
viewquestions.Thefindings revealed that therewereno statistically significant differ-
ences between the two groups (the inclusive education course and the Psychology
course and ClassroomManagement course) who attended the different programmes.
The data are shown in Table 36.1.

Independent Samples Test

Program n Mean S.D t-value

Psychology 24 32.16 2.88 0.105

Inclusive Ed 24 32.29 5.08

*P-value = 0.917
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Table 36.1 Means and standard deviation scores on sentiments, attitudes, and concerns of the two
groups of respondents

No. Issues Inclusive course Psychology course

x̄ SD x̄ SD

1 Concerned that students with disabilities
will not be accepted by the rest of the
classroom

3.44 0.616 3.13 0.640

2 Concerned that it will be difficult to give
appropriate attention to SEN and other
students in an inclusive classroom

3.00 1.029 2.93 0.458

3 Feel comfortable to make contacts with
people with disabilities brief and I finish
them as quickly as possible

1.78 0.878 2.00 0.756

4 Concerned that my workload will
increase if I have students with
disabilities in inclusive classroom

2.44 0.856 2.07 0.704

5 Concerned that I will be stressed if I have
students with disabilities in my classroom

2.67 0.686 2.07 0.704

6 It is difficult to overcome my initial
shock when meeting people with severe
physical disabilities

2.28 1.179 2.13 0.834

7 Concerned that it will not be easy to
teach students with disabilities when I do
not have enough knowledge and skills in
such aspect

3.22 0.732 2.53 0.516

8 Students who have difficulty to
communicate their thoughts verbally
should be in regular classroom

3.00 0.686 3.40 0.507

9 Students who are inattentive and
disruptive should be in regular classroom

2.72 0.752 2.67 0.724

10 Students who require assisting
communicative technologies (e.g.
Braille/sign language) should be in
regular classroom

2.44 0.705 2.67 0.724

11 Students who are underachievement and
frequently fail exams should be in regular
classroom

3.00 0.767 2.67 0.816

12 Students who need an individualized
instructional programme should be in
regular classroom

2.56 0.784 2.73 1.033

Mean total 2.71 0.805 2.58 0.701
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Table 36.1 showed that the prospective teachers from the two programmes
have similar attitudes towards IE. The finding from t-test showed no significance
differences between the two groups of respondents.

After reversing the scores, item 3: “I tend to make contacts with people with
disabilities brief and I finish them as quickly as possible”, and item 6: “I find it
difficult to overcome my initial shock when meeting people with severe physical
disabilities”, fall to levels of disagreement for both groups of respondents, x̄ = 1.78,
S.D. = 0.878 and x̄ = 2.93, S.D. = 0.458, respectively. Forlin et al. considered that
these two items reflected sentiments as they indicated that the respondents do not
feel alien to people with disabilities. So, we considered these rating mean scores as
positive attitudes. As for items relating to concerns and attitudes, such as item 1:
“I am concerned that students with disabilities will not be accepted by the rest of
the class”, item 8: “Students who have difficulty expressing their thoughts verbally
should be in regular classes”, and item 7: “I am concerned that I do not have the
knowledge and skills required to teach students with disabilities”, the mean scores
of the two groups of respondents were at agreement levels: x̄ = 3.44, S.D. = 0.66,
and x̄ = 3.13, S.D. = 0.64; x̄ = 3.00, S.D. = 0.686 and x̄ = 3.40, S.D. = 0.640; and
x̄ = 3.22, S.D. = 0.732 and x̄ = 2.53, S.D. = 0.56, respectively. Also item 2: “I am
concerned that it will be difficult to give appropriate attention to all students in an
inclusive classroom” (x̄ = 3.00, S.D. = 1.309, and x̄ = 2.93, S.D. = 0.458 for both
groups) falls into concerns and sentiments which still indicates a positive attitude
among the respondents.

The perceptions were verified by the interview sessions which revealed that the
prospective teachers expressed their concerns based on their point of view of their
personal ability. They understand the barriers in learning for SEN students, but they
feel somewhat uncertain about their ability to manage the classroom. They further
explained that in a real situation, if they have support from senior educators or experts
in the field they would be happy and able to manage an inclusive classroom. It can be
concluded that the prospective teachers from both programmes showed an average
positive attitude towards IE.

In terms of knowledge and preparing prospective teachers to work in inclusive
settings, the interviews of the ten instructors revealed that they all designed their
courses based on project-based learning. The concept of project-based learning is
believed to help student teachers to develop problem-solving skills, critical thinking,
creative thinking, teamwork, leadership, communication, and collaboration skills.
The course is based on a student teacher-centred approach. The instructors work as
facilitators and consulting agents. The student teachers are assigned to develop their
term project by forming a team and then implementing the project or research for
new knowledge by visiting and observing the classrooms for data collection. The
student teachers presented their group work and summarized their reports by the end
of the semester. The core knowledge that the instructors provided for the students
teachers are models for the case study.

The eight instructors who worked in inclusive schools and the Research and
Development Center of Autistic Inclusive Education, Khon Kaen University, can
be both instructors and experts in the field for the student teachers. Their major



732 P. K. Narot and P. Srisuruk

concern is that when the inclusive education course was offered, the student teachers
could study in-depth about how to work with different disabilities. With the two new
courses, there is more other content to cover, although the project-based learning
seems tofill this gap.As twoof the instructors said: “The project-basedwork provided
opportunities for student teachers to learn from a real setting and gain hands-on
experiences. Student teachers may become uncertain about the problems they are
working on, but the close-supervision approach and the exchange of knowledge with
the school teachers provide the student teachers with a sense of understanding and
the knowledge to work in an inclusive classroom really well”.

Conclusion and Discussion

The findings of this study have many interesting implications for the development
of a teacher’s education. First, although the separate course of inclusive education is
unavailable for prospective teachers, the approaches from the new courses, including
the instructors teams, have not changed. This provides opportunities for student
teachers to experience similar concepts to those who undertook the inclusive educa-
tion course. This may be the main reason for there being no significant differences
between the two groups with different learning courses. Secondly, the strong instruc-
tional design for the courses may be the major contribution to the positive attitude
of the prospective teachers. The two groups attended different programmes, but the
instructional approaches are still community-based (project-based). When we look
at the work of Florian and Rouse (2009), she proposed that content and pedagogy are
the key factors for working effectively with SEN students. In this present study, the
content and pedagogy are not themain emphasis of the course. The instruction design
based on a student teacher-centred approach through project-based learning seemed
to be the strength of the programme. This approach seems to be in line with the
study of Forlin et al. (1999) where prospective teachers were provided with opportu-
nities to have direct contact with special education school centres and learned from
experts who work with special needs people. In this case not only have the prospec-
tive teachers direct interaction with students with disabilities, but their instructors (8
of them) are experts who work in inclusive schools and an autism research centre.
However, in later years there are two issues suggested by the previous research;
when teachers are challenged with SEN students, the colleagues who have expertise
in the field may be able to lend their support (Florian & Linklater, 2010). Florian
and Linklater also further explained that learning achievement is a result of the rela-
tionship within communities under the concept of co-agency, everybody, and trust.
This concept would provide prospective teachers with the ability to realize their
potential to teach learners with diverse needs. This point is confirmed by the infor-
mation from the interviews with prospective teachers who said that they feel concern
for their ability to manage an inclusive classroom but that if colleagues who are
experts in the field can lend their support, then they would feel that they can manage
an inclusive classroom. The prospective teachers may have developed this concept



36 Pre-service Curriculum and Perception of Prospective Student … 733

from their hands-on experience of working in school through their project-based
learning. In the process of such learning activities, the students have opportunities to
develop a relationship with the school teachers and work collaboratively with them.
The project-based learning also supports the study of Wang and Fitch (2010) who
reported the training approach by having pre-service teachers work with schools for
professional development as well as gaining in inclusive education.

So, it may concluded that the positive attitude of prospective teachers is a good
sign of an effective curriculum and instruction for the groups in this study. It may be
pointed out that with the two new courses, Psychology for Teachers and Learning
Management and ClassroomManagement, the outcome for the prospective teachers
does not move away from the goals of preparing teachers for IE. This may be due to
the instructional approaches and the strong expertise in the field of the instructors.
Future research may try to investigate: (1) the effectiveness of other approaches to
prepare prospective teachers for IE, and (2) the approaches to reduce the concerns
of the perspective teachers may be by providing a strong input in knowledge for the
prospective teachers so that they will have more confidence in their teaching and
it will raise their sentiments and attitudes towards inclusion. It was suggested that
knowledge is a key for reducing the concerns among prospective teachers (Forlin &
Chambers, 2011; Sharma, 2012).
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Chapter 37
Tradition, Challenges, and Innovation
in Japanese Teacher Education

Takayo Ogisu and Yuto Kitamura

Abstract This chapter aims to snapshot the current status of Japanese teacher educa-
tion, by highlighting both how teacher education as a system has historically evolved
and how teacher education programs have tried to renovate themselves to meet the
changing needs of the local communities. Japanese teacher education is known as one
of the most successful systems in producing a high quality teaching force, but there
is strong criticism that it fails to accommodate rapid social, economic, and political
changes. This paper, therefore, first reviews the evolution of the teacher education
system over time, then identifies three major issues—teacher burnout, increasing
diversity in the classroom, and the use of ICT in teaching and teacher education—as
ongoing challenges. It then introduces a school reform model, a teacher education
program, and a local education board that try to address the above challenges in
innovative ways. It concludes with what lessons we can infer from these innovative
programs for future teacher education policies in Japan and abroad.

Keywords Tradition · Challenges · Innovation · Japan · Teacher education

Introduction

Japanese teacher education has been known as one of the most successful systems in
theworld in terms of producing a high quality teaching force for somedecades, thanks
mostly to Japanese students’ high scores on international tests such as the Interna-
tional Association for the Evaluation of Educational Achievement’s (IEA) Trends
in International Mathematics and Science Study (TIMSS) and the Organization for
Economic Cooperation and Development’s (OECD) Programme for International
Student Assessment (PISA). A 1999 PISA video study particularly highlighted high
quality teaching practices among Japanese teachers, and traditional school-based
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professional development practices—known as jugyo-kenkyu or lesson study—were
nominated as a secret of the professionalism of Japanese teachers (Stigler & Hiebert,
1999).

In stark contrast to this image, there is strong internal criticism that Japanese
teacher education fails to accommodate rapid social and economic changes and thus
the whole education system fails to produce globally competitive human resources.
Such criticism—mostly from business circles—has led to a series of teacher educa-
tion reforms based on neoliberal ideology since the mid-1980s. At the same time,
however, school teachers themselves also have shown discontent with their working
conditions. As evidenced in the OECD Teaching and Learning International Survey
(TALIS), Japanese school teachers chronically work longer hours than their peers
around theworld, spending a significant amount of time on non-teaching duties while
sacrificing time for lesson preparation and professional learning. COVID-19 even
added disinfection—another non-teaching duty—to teachers. Such depressing situa-
tions are tweeted every day with the hashtag “teacher is dying” (#sensei shinukamo).
Teacher education programs are under significant pressure to produce teachers
who are ready to deal with these realities. These pressures—from both above and
below—pose critical questions to the post-WWII Japanese teacher education system.

This chapter aims to snapshot the current status of Japanese teacher education.We
first situate the current teacher education system in a historical context, then identify
three major issues—teacher burnout, increasing diversity in the classroom, and the
use of ICT in teaching and teacher education—as most urgent ongoing challenges.
We also highlight innovative teacher education practices that try to address these
challenges.

Teacher Education in Japan: A Historical Overview

In order to better understand the current issues and challenges of Japanese teacher
education, we must situate them in a historical context, in which World War II
was a watershed. In the pre-war teacher education system, teacher preparation was
conducted in normal schools which focussed on nurturing gentleness, affection, and
dignity in prospective teachers, and less emphasis was put on academic excellence.

With guidance from the general headquarters of the Supreme Commander for the
Allied Powers (GHQ) after WWII, normal schools were replaced with university-
based teacher preparation programs established following liberal arts colleges in
the U.S. (Mouri, 2020). Preparing teachers who are well-informed and have a deep
understanding of their areas of study became a mandate for university-based teacher
preparation programs. Japanese teacher preparationwas conducted at university level
until 2008, when professional graduate schools of teacher educationwere introduced.
Fifty-four such professional graduate schools had been established by2021 to prepare
new teachers who can immediately be effective as well as to provide middle-level
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school leaders with professional development opportunities. Even with these profes-
sional graduate schools, however, university-based bachelor’s level teacher prepa-
ration is still prevalent, and the share of master’s degree holders among primary
teachers is still as low as 4.9% as of 2019 (MEXT, 2019a).

University-based teacher preparation was accompanied by the introduction
of two related systems. One is the open system, in which all universi-
ties/colleges/departments that meet the accreditation criteria are entitled to offer
teacher preparation programs. Under the open system, even universities that do not
have schools of education can conduct teacher preparation unless they offer required
courses laid down in the national guidelines. The faculty of math at X university, for
example, can offer teacher preparation programs for future secondary math teachers.
As such, one can obtain a secondary teacher’s certificate from a teacher prepara-
tion program at a non-education school or department, except for kindergarten and
elementary school teachers, who are prepared exclusively in schools of education.
The open system has been regarded as a key to the protection of academic freedom in
teacher preparation as well as to open the door for candidates with diverse academic
expertise to join the teaching profession (Machida, 2019).

In around 2000, however, criticism against teacher preparation programs hit its
peak. Opponents claimed that university-based teacher preparation is too academic
and fails to prepare those who are ready to teach students. As a result, the principle of
university-based teacher preparation was relaxed. In 2004, the Tokyo Metropolitan
Board of Education, for example, started to offer a unique program called kyoshi
juku, or a supplemental program for prospective teachers, followed by nearly 40
such programs nationwide. These programs provide prospective teachers, mainly
senior year university students, with practical teaching experience for about a year,
and the participants in these programs are preferred in the recruitment process. At the
same time, the Ministry of Education, Culture, Sports, and Technology (MEXT) has
tightened regulations on university-based teacher preparation programs (Sakuma,
2010).1 Following the recommendations of the Central Education Council, MEXT
proposed the Teacher TrainingCore Curriculum in 2017, which clarifies the funda-
mental principles of the teacher preparation curriculum with stronger emphasis on
practical teaching skills and less on academic knowledge. It also defines minimum
qualifications for teacher educators. Maekawa (2019) provides criticism that the core
curriculum strengthens MEXT’s influence on the content as well as the personnel
matters of teacher preparation and thus it suppresses academic freedom. The core
curriculum makes the programs more compatible with the Courses of Study,2 and to
reduce the flexibility with which each program can develop unique courses. Given
the fact thatMEXT applied the core curriculum for reappraisal of teacher preparation

1 In fact, this reformwas introduced in the name of deregulation. Sakuma (2010) reviews the impacts
of higher education reform on teacher preparation programs since 1990 and claims that university-
based teacher preparation programs became mere suppliers of teachers according to requests from
the national and local governments.
2 Courses of Study is defined by MEXT as “broad standards for all schools, from kindergarten
through upper secondary schools, to organize their programs in order to ensure a fixed standard of
education throughout the country” (MEXT, 2017/18).
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programs in 2018, it is fair to say that the open system—one of the principles that
underpins post-war Japanese teacher education system—is wavering.

The other system that characterizes post-war teacher education in Japan is the
licensure system, which requires all teaching personnel to hold the respective
teacher’s license that can be obtained only by completing a preparation program.Only
teacher’s license holders are eligible to sit for teacher recruitment exams conducted
by local governments. A teacher’s license, therefore, neither guarantees a candidate a
post at a school nor assures a candidate’s quality. It just certifies that the candidate has
successfully fulfilled all teacher preparation requirements, and the actual screening is
conducted at the recruitment stage. This licensure system has enabled the Japanese
teaching profession to attract a large pool of candidates—although many license
holders do not pursue a teaching career—and maintain a relatively high competition
rate at recruitment exams. It was estimated that about 213,221 new teacher’s licenses
were issued in 2018, with only 32,986 (15.4%) of the respective license holders
actually recruited as teachers (MEXT, 2019a).

The licensure system also underwent a series of reforms. As part of a decentral-
ization and deregulation effort under the Liberal Democratic Party (LDP), in 2004,
local governments came to be able to hire non-license holders with special expertise
and experience to work as teachers, with the system being further deregulated in
2014. As a result, local governments started to recruit management specialists from
the business sector as school leaders. This reform was aimed at bringing neolib-
eral ideas into the teaching profession. Moreover, with the revisions to the School
Teachers License Act in 2009, following a report titled “About Teacher Training
and the Teacher’s License System in the Future” issued by the Central Council of
Education, practicing teachers began to be required to renew their teacher’s license
every 10 years by completing 30 h of coursework. Reflecting the declining academic
performance of Japanese pupils, this system was introduced in recognition of the
necessity for periodic renewal of teachers’ knowledge and skills in the fast-changing
knowledge-based society (Kitamuraet al., 2018).3 However, this systemhas been crit-
icized as it puts additional pressure on teachers, who already suffer heavy workloads,
and on top of that, it does not meet school teachers’ learning needs.

Another important characteristic of Japanese teacher education can be found
in its professional development. Professional development of teachers has histor-
ically been organized in three layers: the official system, in-school training, and
informal communities. As the official system, local education boards are responsible
for offering induction programs and professional development courses as stipulated
in the School Teachers License Act. Learning opportunities are also organized at
schools in the form of both on-the-job training (OJT) and in-school training (known
as konai kenshu in Japanese). As is always the case, novice teachers are those most
in need of professional development opportunities. In the current system, novice
teachers need to participate in induction courses for 25 days or more and complete

3 A license renewal systemwas first proposed in the 1990s to detect unfit teachers, in response to the
growing concern among the public about the inappropriate behavior—such as corporal punishment
and sexual harassment—of some teachers (Kitamura et al., 2018).
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Fig. 37.1 Teaching force has experienced significant demographic changes over the past 20 years.
Source Developed by the authors based on Statistics on School teachers, MEXT 1998 and 2019a

OJT for at least 10 h a week and 300 h a year by observing other teachers’ lessons
and receiving feedback from their mentors. In addition, Japanese school teachers
have sought professional learning opportunities outside of this system.

What is unique to Japanese teacher education is its informal forms of profes-
sional development opportunities. In post-war Japan, school teachers voluntarily
formed countless study groups across the nation and facilitated informal professional
learning opportunities. Lesson study, asmentioned earlier, also evolved through these
voluntary communities (National Association for the Study of Educational Methods,
2009). Informal opportunities enable teachers to reflect on their teaching practices
with their colleagues, provide physical and mental support to novices, and engage in
research to improve their teaching. These bottom-up and autonomous professional
development practices, togetherwith official and in-school professional development
systems, have played a key role in preparing a common language among teachers
and enhancing their professionalism. This professional culture, however, has rapidly
declined due to multifaceted reasons, such as changes in the demography of the
teaching force as a consequence of the retirement of a large number of baby boomer
teachers, which has caused a significant generation gap in the teaching profession
(Fig. 37.1), as well as the increasing busyness of school teachers who are already
obsessed with official system requirements (Yamada & Hasegawa, 2010).4

The post-war Japanese teacher education system can be characterized, therefore,
as a system that respects the autonomy of teacher educators about their preparation
as well as the autonomy of teachers themselves regarding their professional learning.
University-based teacher preparation, open system, and licensureism are the three

4 There exist several lines of research on the professional culture among Japanese schoolteachers.
Many school ethnographies were produced during the 1990s, together with a series of life history
studies of schoolteachers. This body of research reveals hidden codes of conduct shared among
teachers, including the fact that Japanese teachers hold self-sacrifice to be an important source of
their professional identities (see, for example, Hisatomi, 1995). In the 2000s onward, comparative
studies have emerged. A line of this kind of research aims to unveil the uniqueness of Japanese
schoolteachers in comparison with foreign countries, whereas another line of research tries to
capture how the professional culture has changed, particularly after the rise of neoliberal reforms
in education (Yamada & Hasegawa, 2010).
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principles that underpin the post-war teacher preparation system in Japan (Machida,
2019), and it is these principles that enable many universities to take part in teacher
preparation and prepare a large number of candidates with diverse backgrounds,
amongwhomonly those of the highest quality are actually selected to enter the profes-
sion. Teachers prepared within such a system are supported mostly in informal—
or autonomous—communities, where teachers’ collective professionalism has been
cultivated.

Influenced by the economic decline and social changes caused by globalization,
the LDP has led a series of neoliberal reforms since the early 2000s, which in fact
has minimized the professional autonomy of teacher educators and school teachers,
and thus increased government control over the teaching profession. It has been
an attempt to professionalize teachers from the top by raising quality standards of
university-based teacher preparation programs and professional learning, but what
it has actually brought to the teaching profession is deprofessionalization, in which
teaching has come to be regarded as a job that anyone can do, such as bymanagement
personnel from the business sector, regardless of whether one has professional skills
or not (Sato, 2011). It has also dismantled the professional culture that teachers
themselves have traditionally cultivated. The deprofessionalization of the teaching
profession is located at the core of various challenges that Japanese school teachers
and teacher educators currently face, to which we now turn to discuss in the sections
that follow.

Challenges to Japanese Teacher Education

A series of neoliberal reforms has brought major challenges to Japanese teacher
education and the teaching profession as a whole. One way they have impacted
teaching is through the increasing number of teachers on fixed-term contracts and
part-time teachers in schools due to the cut in national expenditure on teacher salaries
since 2005. Before this reform, the national and local governments were responsible
for teacher salaries on a 1:1 basis; it then became 1:2, which significantly increased
the financial burden on local governments. According to the MEXT’s surveys, there
were only about 17,500 elementary teachers (5.3%) whose employment was based
either on temporary contracts or on a part-time basis in 1989 (MEXT, 1989), while
this number surged to 54,945 (17.5%) in 2019, well above 12% of the OECD average
(MEXT, 2019a). It is also evident that younger (30 years or younger) teachers tend
to be hired based on these contracts (MEXT, 2019a).

Teacher Busyness

Such rapid demographic changes in the teaching profession as well as unstable
teacher supply have put teachers and schools under heavy pressure. As the OECD
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Teaching and Learning International Survey (TALIS) 2013 revealed, Japanese
secondary school teachers reported that theyworked 53.9 h per week, with the largest
share of their duties being non-teaching tasks (OECD, 2014). The situation worsened
in the 2018 survey, which reported that Japanese teachers’ weekly working hours had
increased to 56.0 h, compared to 38.8 h on average across the OECD (OECD, 2019).
As a consequence, the number of teachers who take temporary leaves of absence
due to illness had reached 8578 (including 5400 teachers with mental illness such as
depression) in 2009, an increase of more than 10 times in 10 years (Yufu, 2010). The
issues of teacher busyness, stress, and burnout have attracted public attention since
around the early 1990s, and school teachers themselves have produced various first-
hand accounts on their busyness and loneliness through various channels, including
newspapers (e.g. Asahi Shimbun carried the serial Teachers Now to report on the
severe working conditions of school teachers in 2010). These negative images have
lowered the attractiveness of the teaching profession, which resulted in a rapid drop
in the competition rate in recruitment exams to an average of 2.7 in 2020, compared
to 12.5 in 2000. A chronic teacher shortage is inevitable if such a situation continues,
which may put the in-service teachers under even heavier pressure.

Although there is only a limited number of empirical studies available regarding
how busy Japanese school teachers are in comparison with other professions,
Kanbayashi (2015), who compared the actual workloads of school teachers in the
1950s and 1960s to those of the 2000s and 2010s, points out that although total
workloads have increased only slightly, today’s teachers spend more hours dealing
with larger numbers of students in need for diverse reasons, as well as to intervene in
various aspects of students’ lives, such as various school events and extracurricular
activities, in response to the expectations of society. Regarding teacher stress and
burnout, there exists a body of psychological research that identifies various factors
that lower job satisfaction and trigger mental illness (Matsuoka, 2015; Nakadaet al.,
2016; Yorimitsuet al., 2014). However, Yufu (2010) claims that psychological studies
may not provide ultimate solutions to this issue. The fundamental problem lays, she
argues, in the lackof recognitionof teaching as educational labour and school teachers
as educational labourers, and the malfunction of teacher unions. In the absence of
a resisting body, the government has not paid enough attention to teachers’ labour
rights and has exploited them. Teachers’ belief of self-sacrifice as a source of profes-
sionalism has also made them buy into such an exploitative structure (Yufu, 2010).
It is this structure that must be transformed to improve the situation.

Increasing Diversity in Classroom

The rise of neoliberalismhas also had an impact on Japanese school teachers in amore
indirect manner—through enlarged economic disparities in society. According to a
survey conducted by theMinistry of Health, Labour, andWelfare of Japan (2012), the
child poverty rate hit 16.3% (one in six childrenwere living under the relative poverty
line), compared to 10.9% in 1985. The rise of neoliberalism particularly negatively
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affected vulnerable children, such as those from single parent households, those with
ethnically, racially, and linguistically diverse backgrounds, and/or those with special
needs. Furthermore, a nationwide learning assessment survey, started in 2007, reveals
huge learning disparities. Drawing on the concept of parentocracy, the educational
sociologist Kariya Takehiko and his group (Kariya, 2012; Kariya & Rappleye, 2020)
reveal that the relationship between parental educational attainments as well as their
socio-economic status (SES) and children’s learning achievements has becomemuch
closer over the past two decades.

A series of empowering schools studies, conducted by Shimizu Kokichi’s group
in socially and economically disadvantaged schools, identifies the characteristics of
schools that successfully negate the negative influence of social class on students’
learning achievements (e.g. Shimizu, 2015). Similarly, drawing on panel data from
a survey conducted with students and their parents, research done by Ochanomizu
University characterizes empowering schools with the ability to (1) communicate
well with guardians in terms of students’ learning; (2) build strong collegiality
within school under the principal’s leadership; (3) establish long-term prospects for
students’ learning, in which cooperation between elementary and junior high schools
has particular significance; (4) focus on developing students’ linguistic abilities to
foster learning, such as through building dialogic relationships in the classroom;
(5) utilize learning assessment results to inform teaching and learning; (6) stick
to the principle of ensuring every student’s right to learn; and (7) provide supple-
mental learning support when necessary (Ochanomizu University, 2018, pp. 130–
131). These findings imply that empowering schools function not just in educating
children but also assisting them in the social welfare sphere.

Rigorous research is limited, however, regarding the extent to which such
economic/academic disparities among students impact the work of teachers. It can be
assumed that teachers in schools in economically disadvantaged communities need
to spend more time on non-teaching tasks to empower children and their guardians.
They are also under greater pressure to ensure a minimum learning outcome for
every student. In contrast to such images, Jimmura (2014) explores how disadvan-
taged school contexts affect the professional growth of novice teachers and points out
that novice teacherswho haveworked in schoolswith a high ratio of studentswith low
SES are, on average, more likely to show deeper empathy towards students and have
more experience collaborating with colleagues. These traits—empathy and colle-
giality—are necessary for the professional growth of novice teachers, and therefore,
schools in economically disadvantaged communities, according to Jimmura (2014),
may have positive impacts on professional learning for teachers. How to nurture
these traits in pre-service teachers is, however, not well researched yet.

The impacts on teachers and teacher education of other sources of diversity, such
as special needs and ethnic and linguistic diversity, have also beenwidely researched.
Regarding students with special needs, the MEXT reported that there were around
420,000 students with special needs in 2017, constituting 4.2% of students at primary
and lower secondary levels (MEXT, 2019b, p. 5). The share of students with special
needs has nearly doubled in 10 years, with only 72,000 of whom studying at special
education schools. This means the majority of them study at regular schools, either
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in partially or fully inclusive settings (MEXT, 2020b). However, as Forlin et al.
(2015) point out, Japanese teacher education is still based on the dual system of
regular and special education rather than on inclusive education. In fact, inclu-
sive education is introduced in regular teacher preparation just as a concept.5 For
those who wish to obtain a special education license, for example, they must first
obtain a regular teacher’s license and then complete courses on special education
theory, curricula, and teaching methods for students with respective disabilities
(blind/reduced vision, deaf/hard of hearing, intellectual disabilities, physical disabil-
ities, and/or weak constitution) and finally complete a two-week practicum at respec-
tive special education schools. Pre-service teachers, as a result, do not feel ready to
teach students with diverse needs and disabilities (Forlinet al., 2015). Although this
is more so for pre-service teachers in regular courses, student teachers in special
education courses also feel that they are not ready to teach inclusive classrooms.

Similarly, the number of students with ethnically and linguistically diverse back-
grounds has also showna rapid increase, althoughmany teacher preparation programs
fail to prepare their students to face such a reality. There exists a body of ethno-
graphic research that explores the experience of immigrant children in Japanese
schools (Nukaga, 2003, 2008; Tokunaga, 2011; Tokunaga et al., 2018), and this
line of research sheds a critical light on the Japanese education system, which has
long been based (incorrectly) on the monolithic population, culture, and language in
Japanese society. Shimizu and his group also researched how transnational families
strategically move globally by seeking better educational opportunities for their chil-
dren (Shimizu et al., 2013). They reveal that the public education system in Japan
does a poor job of accommodating the needs and aspirations of students with diverse
cultural backgrounds.As a result, according to aMEXTsurvey, nearly 20,000 school-
age foreign residents (about 16%) were not attending school, and there were around
50,000 students who need support for Japanese language learning as of 2019 (MEXT,
2020a). The internationalization of teacher preparation programs and professional
development courses have attempted tomeet these needs, but such efforts have not yet
been formally institutionalized (Tanaka, 2014). Mismatches between what prospec-
tive teachers learn in preparation programs and the various kinds of diversity waiting
for them in the classroom pose critical questions to the current teacher preparation
system.

Delayed Digital Transformation

TheCOVID-19 pandemic has not just unveiled the above challenges, but also brought
new challenges to Japanese teacher education. One of the new challenges is the

5 The MEXT’s Teacher Training Core Curriculum in 2016 requests content that covers children
with special needs to be incorporated in all teacher preparation programs. Prospective teachers are,
according to the core curriculum, supposed to understand the needs of children with developmental
and mild mental disabilities and the methods of supporting their learning. This content, in essence,
suggests that children with other types of disabilities would not be included in regular classes.
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impact of the expansion of ICT use in teaching. The MEXT has been discussing
digital transformation (DX) in education since around 2018, resulting in a five-year
plan proposed in December 2019, shortly before the COVID-19 pandemic hit Japan.
The plan aims to achieveGlobal and InnovationGateway for All (GIGA) schools that
offer equitable education that meets individual learning needs by equipping schools
with stable access to the Internet and providing a digital device to every student.

The government ordered all schools to temporarily close for threemonths, starting
at the end of February 2020, which was a big spur for the GIGA schools plan. As
a result of special budgetary arrangements of as much as 230 billion yen (about
2.1 billion USD), every student was going to be provided with a digital device at
the beginning of April 2021. Such rapid changes in the classroom, however, have
inevitably caused teachers and prospective teachers to fall behind, particularly when
most prospective teachers in their senior year were not able to do practicum at schools
due to the pandemic.

The objective of theGIGA schools plan is twofold. First, it aims to renew the goals
of teaching and learning to meet the changing needs of society. This plan envisions
that learning in the 2020s should be designed based on the individual learning needs,
pace, characteristics, and achievement of each student, and study logs, automatically
generated and accumulated by artificial intelligence (AI), play a key role in realizing
such learning (Primary and Secondary Education Subcommittee under the Central
Education Council, 2020). Individualized learning, according to theMEXT, is a basis
for deepening and advancing students’ learning through active and dialogic styles of
learning. Second, by utilizing technology, the GIGA schools plan intends to redress
teachers’ long working hours. It is expected that the use of AI will reduce teachers’
workloads, particularly the time spent on marking and administrative paperwork.

School teachers, as well as pre-service teachers, need to interpret what individual-
ized learning means for their work and how they incorporate individualized learning
into collaborative anddialogic learning, in addition to learninghow tousenewdevices
and software. Boards of education, in fact, offer a variety of training on new devices
and software hand in handwith service providers,while support to help teachersmake
sense of the GIGA schools plan itself is limited. Moreover, concerns are expressed
regarding the disparities in school teachers’ level of familiarity with digital devices
(for example, Fukumoto, 2020). Digitalization also needs to be addressed in teacher
preparation programs, but it is yet to be institutionalized as of March 2021. Rapid
policy changes like this often bring confusion andmay leave some in- and pre-service
teachers who are not so familiar with ICT left behind.

Innovations in Teacher Preparation and Professional
Development

As we have seen so far, all of the three challenges of Japanese teacher education—
teacher burnout, increasing diversity, and ICT usage in teaching—touch on the issue
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of equity. Although neoliberal reforms are sweeping the whole education system,
there are in fact many innovative practices in teacher education to help teachers
overcome disparities. In this section, we are going to introduce three innovative
practices to show how Japanese teachers and teacher educators are trying to achieve
equitable education.

Reforming Schools into Learning Communities

The first innovation emerged based on a bottom-up initiative by school teachers. In
response to the rise of accountability discourses in education, some teachers started
to resist the neoliberal reforms by identifying themselves as learning professionals
rather than teaching specialists. By recognizing themselves as learners, these teachers
attempted to reform schools into a community inwhich everyone—teachers, students
and their guardians, and local residents—learns and grows together. With theoretical
backup by Sato Manabu, a leading education researcher in Japan, this movement
came to be known as School as Learning Community (SLC) or Manabi no Kyodotai
in Japanese.6 Hamanago Elementary School, established in 1998 in Chigasaki City,
Kanagawa Prefecture, was the first SLC pilot school, and it triggered an explosive
spread of the SLC movement across Japan(Kitamura et al., 2018). By 2012, some
1500 elementary schools, 2000 junior high schools, and 200 senior high schools in
Japan had adopted the SLC model for their school reform (Sato, 2006, 2012), and
the SLC model has gained strong momentum particularly among teachers working
in schools in low SES communities.

The SLCmodel puts teachers’ professional learning at the centre of school reform.
With “leaving no teacher alone” as a slogan, the school administration focusses on
ensuring every teacher’s right to learn, regardless of years of experience. Profes-
sional learning is primarily facilitated through lesson study cycles. In lesson study,
multiple teachers work together in planning a lesson, examining teaching materials,
implementing and observing a lesson, and reflecting on the lesson, through which the
teachers help each other to learn to become reflective practitioners and establish trust
and collegiality among them. Teachers at SLC schools also have their own research
themes on which they conduct action research in their teaching. It is believed in this
model that we cannot ensure every student’s right to learn without fulfilling every
teacher’s professional learning needs.

The SLC model is particularly innovative as a solution to teacher busyness and
burnout in two major ways. First, SLC schools minimize non-teaching tasks, such
as by reducing the frequency and length of teacher meetings and by outsourcing
some of the non-teaching tasks. These measures allow teachers focus on their own
professional learning, which would make teaching more rewarding. Second, colle-
giality fostered through lesson study would increase teachers’ job satisfaction, as

6 See Kitamura et al. (2018) for a detailed discussion on the vision, philosophy, and activity system
of the SLC model.
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many existing studies point out (Matsuoka, 2015; Shah, 2012; Woods & Weasmer,
2004). Although it is still necessary to reduce teachers’ workloads more fundamen-
tally, SLC model is a bottom-up innovation to combat the issue of teacher busyness
by framing teachers and their work differently.

Addressing Diversity in Teacher Preparation

Aichi University of Education (AUE), one of the national universities that specializes
in teacher education, offers a unique program to prepare teachers who have a deep
understanding of the needs of culturally and linguistically diverse children. Aichi
prefecture is located in the Chubu region, which has many multinational manufac-
turing companies like Toyota that attract the largest number of immigrant workers
of any region in Japan. As of 2016, there were 7277 students who learned Japanese
as a foreign language in Aichi, which constituted 21.2% of the national total. Aside
from its large number of students with immigrant backgrounds, Aichi prefecture is
unique in the linguistic diversity—Portuguese, Filipino, Chinese, Spanish, Korean,
Vietnamese, and many more—among these students. Prospective teachers in Aichi
are inevitably going to teach in diverse classrooms. To prepare their students for this
reality,AUE launched theDepartment of Teaching Japanese as a ForeignLanguage in
1987, as one of the first of such departments in primary teacher preparation programs
in Japan.

In addition to teacher preparation,AUEhas been very active in supporting students
learning Japanese as a foreign language. Since 2003,AUEhas beenproducing supple-
mental learning materials in multiple languages and distributing them to those in
need. This project expanded into a project called the Resource Room, in which a
variety of multilingual materials are produced, collected, and archived to be used by
school teachers and guardians (Aichi University of Education, 2020). AUE faculty
members conduct a series of research studies on Teaching Japanese for Speakers of
Other Language (TJSOL) as well as on methods of educating prospective teachers
about diversity. AUE students also volunteer in local schools to support students in
need either by team teaching in regular classroomsor inTJSOLclasses. TheResource
Room also organizes Japanese classes for students and their guardians with inter-
national backgrounds. By engaging in these activities and gaining first-hand experi-
ence with diverse students, prospective teachers can deepen their understanding of
the needs of these students and about effective interventions to support them and
ultimately prepare themselves for teaching diverse students.
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Facilitating Innovative Teaching Practices

Local boards of education also play a key role in supporting teacher learning. The
case of Kamakura City Board of Education is our third example of innovative prac-
tice. Kamakura, known for its history of hosting a military government in the late
twelfth century, is a coastal city in the southern part of Kanagawa prefecture. With
its rich historic, cultural, and natural sights, Kamakura is a lively city with inter-
national tourists and relatively young and high-income residents. Public schools in
Kamakura, therefore, enjoy stability in terms of students’ academic performance,
which is higher than the national average. Such stability, according to the superin-
tendent, has nurtured conservativeness among teachers and perpetuated the status
quo. In such an atmosphere, school teachers in Kamakura may not have been fully
aware of the necessity to accommodate in their teaching the rapid social changes
outside of the school walls, and new practices rarely emerged from the teachers’
side. To break this atmosphere and facilitate innovation in teaching, Kamakura City
Board of Education established in 2020 a new funding scheme that school teachers
can use to collaboratewith various supporters such as universities, private companies,
non-profit organizations, and EdTech companies to bring real-life themes—sustain-
able development, programming, entrepreneurship, and so on—into teaching, so that
learning can be more relevant to students’ lives.

Promotion of ICT usage in teaching is one of the Kamakura project’s major
components. Teachers in Kamakura are under pressure to meet the goals set by the
GIGA schools plan, as discussed in Sect. 3.3, andKamakura City Board of Education
aims to promote the use of ICT in teaching—from the usage of ICT as teaching tools
to teaching about ICT—by collaborating with external supporters.7 For example, in
response to the fact that many teachers find difficulties in teaching programming—
newly introduced subject under 2020 Courses of Study—by themselves, Kamakura
Board of Education funds a project that invites professional engineers in a local
EdTech company to organize programming workshops at schools. At the same time,
these external supporters offer training courses for teachers on how best teachers can
use coding for their daily teaching and teach coding and programming by themselves.
Kamakura Board of Education also plans to make GIGA School supporters station
in selected schools, so that teachers can get on spot professional advice regarding
the ICT usage and lesson planning.

The uniqueness of the Kamakura project lies in its funding mechanism to facili-
tate bottom-up innovations. The funding for this project is raised using government
crowdfunding, and it is therefore independent from the national and prefectural
governments’ control. Schools can propose projects based on their unique needs,
and the city board of education, which has close relationships with every school
in the city and is in a good position to respond quickly to the needs of schools,

7 Kamakura City Board of Education also offers its original in-school trainings on GIGA schools.
Each school can either choose training from the list of themes prepared by the Board of Education
or request training on specific themes/topics.
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matches the needs with available capacities held by various supporters. Such bottom-
up solutions are particularly important when there is a huge gap between the realities
in schools and the ambitious goals—like GIGA schools plan—set by the central
ministry. Collaborating with various stakeholders in the local community is also
expected not just to improve the relevance of learning but to help teachers think
about teaching and learning differently and encourage innovations in their teaching
practices. Although it is too early to be evaluative, this program has the potential
to trigger school teachers’ professional growth in line with the social situation and
ultimately provide autonomous professional learning opportunities to them.

Conclusion

In this article, we have aimed to offer readers a snapshot of the current state of
Japanese teacher education. To achieve this goal, we first reviewed how post-war
teacher education has been transformed by a series of neoliberal reforms after the
2000s. All of the three principles that characterize post-war teacher education—
university-based teacher preparation, the open system, and licensurism—have been
attacked in the midst of the decline in Japanese students’ scores in international
achievement tests, and the government has strengthened its control over teachers and
teacher education anddeprofessionalized the teachingprofession.With deprofession-
alization at the core, Japanese school teachers as well as teacher education are now
facing variety of challenges caused by social disparities. Those include, as discussed
in section three, teacher burnout and shortages, a growing number of students with
diverse needs, and the use of ICT necessitated by COVID-19. While teacher educa-
tion—both teacher preparation and professional development—is expected to play a
role in guiding pre- and in-service teachers to overcome these challenges, it is quite
difficult.

However, aswehave seen in the previous section, several innovations are emerging
at various levels. SLC, for example, is an innovation from within schools and by
teachers that aims to place professionalism in the hand of teachers. The teacher
preparation program at AUE has been proactive in supporting linguistically diverse
students and the teachers who teach these students as well as helping prospective
teachers develop knowledge and skills for teaching in classrooms with diversity. The
project by Kamakura City Board of Education facilitates bottom-up innovations in
teaching through a responsive funding scheme to motivate teachers’ professional
growth. These innovations are still small in scale and not yet shared widely, but we
see in them a light of hope.

Several implications can be inferred from these innovative practices. First,
supporting teachers’ professional learning needs to be emphasized equally alongwith
students’ learning. The recent neoliberal reforms tend to focus too much on students’
learning outcomes and dismiss learning opportunities on the part of teachers. Facil-
itating teacher learning by securing funding or by reducing administrative tasks is
necessary to ensure the teachers’ right to learn. Second, as the AUE and Kamakura
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cases exemplify, teacher education needs to be open to the local communities inwhich
schools exist. Teachers need to be exposed to the diversity as well as resources in the
community, so that their teaching would be more relevant to the real-life experiences
of their students.
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Chapter 38
Teacher Education at Crossroads
in India: Dire Need of a New Direction

Jyoti Raina

Abstract In India, professional preparation of teachers is recognized as central to
qualitative improvement of school education and the history of teacher education is
more than a century old. Yet teacher education development has followed an uneven
trajectory in early years of post-independent India and even in recent times. There has
been stagnation in the content, processes, and pedagogy of initial teacher education.
It is therefore not surprising that teacher education attracted censure in all the policy
texts in independent India in the last five decades. It has continued to remain an
insular field within the university establishment as also within broader social science
academic discourse. The first part of the chapter provides an overview of the history
of teacher education development in India. It also takes a look at the teacher education
programmes, curriculum and practices while examining the inertia that plagues its
content, processes and pedagogies. The next section presents salient features of the
new perspective to teacher education that shaped an academic discourse on teacher
education policy in early twenty-first century. The chapter concludes by attempting
to highlight how the currently prevailing economistic discursive framework shapes
current genre of policy while falling short of offering teacher education the much
needed direction forward.

Keywords Initial teacher education (ITE) · Teacher education institute (TEI) ·
Teacher education programme (TEP) · Critical teacher education

Teacher Education at Crossroads in India: Dire Need
of a New Direction

Teacher education development in India began in the wider setting of modern Indian
education under colonial rule. Its history dates back to more than a century and a
half. The first major educational policy-text in colonial times, the Indian Educa-
tion Commission (1881–1884), recognized the professional preparation of teachers
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as central to qualitative improvement of school education (RoIEC, 1882: 129).
Though the term teacher education did not appear in the report’s 739 page text
but concerns about training and preparation of teachers for various levels of school
education were unambiguously expressed. This was the early period of educational
development in colonial India. It marked the beginning of teacher education in
India. Historical evidence suggests that pre-colonial India did not have the struc-
tures of a formal system of education though a limited elementary school network
consisting of ashrams, pathshalas, and madrasas was open to certain sections of
society (Prasad, 2020: 182–183). The commission recommended short duration
initial teacher training programmes for graduates to prepare teachers for quantitative
expansion of a thenmeagre school education system. The then administrator Viceroy
Lord Curzon promulgated the Government of India Resolution on Education Policy
in 1904 subsequent towhich the first five teacher training collegeswere established in
select cities of undivided India before Indian independence. He also suggested some
general guidelines for the development of these colleges. These included admit-
ting graduates or at least intermediates as student-trainees, forging theory–practice
linkage by attaching each training colleges to a school and awarding a university
degree or diploma at the completion of the teacher training programme. The training
was aimed at the secondary level of school education in an undifferentiated mode.

State policy-making for inclusive educational development began only after
India’s independence. It followed the policy wisdom of equity in education, a value
enshrined in the Indian constitution, as reflected in the words,

The Preamble to the constitution reflects an aspiration of democratic citizenship for a
socialist, egalitarian and just society, envisioning education to be the moral force to build
a new inclusive society. Article 45 directing the state to provide for free and compulsory
education to all children till 14 years of age aims to actualise this constitutional morality.
The Preamble set out the policy development framework according to which education was
a process to build citizenship for a democratic, socialist, egalitarian and just society—with
guarantee of equality as well as equality of opportunity (Raina, 2020b:6).

The country’s first national policy on education: National Policy on Education
(NPE), 1968 (GoI, 1992) articulated an aligned road map in which,

Elementary education in India was envisioned as a leveler to combat the prevailing systemic
inequities, a state-funded school system would be open to all children irrespective of their
social background, making quality education universally accessible while mitigating glaring
systemic inequalities (Ibid: 2020. 7).

The NPE, 1968 was based on the report of the Education Commission (1964–
1966), also known as the Kothari Commission, the constitution of which was a
major milestone in Indian educational development. Its report continues to remain a
landmark policy text even in contemporary times. It is titled “Education and National
Development”, and it comprehensively detailed the structures, aspects, and levels of
education in India, calling for a radical reconstruction. It dedicated a full chapter
to teacher education with a call to “vitalize teacher education and through it, the
process of learning and teaching in our millions of classrooms” (GoI, 1966: 68). It
decidedly admitted the urgent need for a comprehensive programme of improvement
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in teacher education for universalizing elementary education. The report lamented
that teacher education was isolated from both university academic life as well as
school education emphasizing the urgent need to vitalise it by bringing it into the
mainstream of academic life of the universities on one hand and of school life on the
other (GoI, 1966). Its twin noteworthy recommendations towards these objectives:
locating teacher education in a university setting as well as integrating it, as much as
possible, with school education, have continued to remain enduring concerns that beg
attention even in contemporary times. The first recommendation called for removing
the isolation of teacher training from academia by bringing it into the mainstream
university life. The commission also recommended that provisions bemade for study
of education as a discipline of study in higher education institutions and universities.
There has been a recognition of the instrumentality of education for social, political,
and economic change which puts a spotlight on education as a deeply study-worthy
discipline. Within the broader social science discourses, there is increasingly paying
attention to the study of education within their respective disciplinary frameworks.
The commission pointed out that such an approach to the studyof education discipline
had not yet evolved in our country. It wrote,

In India, the general trend has been to identify education with pedagogy. It has been taught
mostly in training institutes and is studied only by those who decide to enter the teaching
profession, after such a decision has been made. In the educationally advanced countries,
however, education has developed considerably as a social science and a separate academic
discipline. (GoI, 1966:68).

The second recommendation was to locate teacher education comprehensively
in the wider framework of school education in the country. This would also be
useful in viewing teacher education as a continuous process of which the pre-service
and the in-service components would be inseparable. The report suggested that a
demonstration school should be attached to every teacher training institution. Also
just as laboratory work is a compulsory part of study of the science disciplines, a
minimum teaching practice should be essential to a teacher education curriculum,
bringing teacher education closer to school education practice. The report advocated
that this isolation could be broken through comprehensive internship programmes
during initial teacher education. Such thorough-going internshipswill enable student-
teachers to observe and take up not just classroom teaching but participate in all the
aspects related to the professional work of a teacher. It states

Such comprehensive and fruitful internship will be possible only when there is a systematic
collaboration and cooperation between the schools and the training institutions and when
student-teaching is regarded as the joint responsibility of the producers(i.e. the training
institutions) and the users (i.e. the schools and the State Departments) (GoI, 1966:69).

Qualitative reform in teacher education has even suggested the need for shifting its
site mainly to the school. Teacher education policy has even suggested a completely
internship-based model in which a short theoretical study is accompanied by a 3–
5 year of teaching in a school under the close supervision of mentor teachers (GoI,
1990).The assumptions here are twofold.One that school teachers need tobe involved
in preparation of student-teachers for recognizing teaching as a professional activity.
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Second this kind of school-based teacher education facilitates the student-teachers in
learning to teach through observation, activity, and discovery. The student-teachers
gain a deeper understanding of curricular, learning, pedagogical, and classroom
management issues during such an engagement.

Teacher Education Programmes (TEPs)

In the post-independence years, preliminary differentiation emerged in initial teacher
education (ITE) programmes for equipping student teachers to teach at pre-primary,
primary, secondary, and post-secondary stages of school education. TEPs, however,
remained a unitary undifferentiated field consisting of two main programmes: D.Ed.
(Diploma in Education) as the professional qualification to teach at the primary level
and B.Ed. (Bachelor of Education) for the secondary and post-secondary level. There
were two main modes of pursuing these programmes. First the regular programmes
conducted in teacher training institutes affiliated with universities/District Institutes
of Education and Training (DIET’s) located in the various districts of the various
states of the country, administered by the state governments. Second the distance
education mode in select universities with limited face to face contact teaching but
mainly through guided postal tutorials. The assessment was mainly in the paper–
pencil mode but again through postal non-face-to-face responses.

In their curricular design, the ITE programmes did not vary much drawing domi-
nantly from behaviourism in education viewing preparation of teachers as a techni-
cality in the name of “teacher training”. This was not merely a semantic limitation
because even terming the programmes as “teacher education” left less than adequate
scope for criticality, enquiry, reflection, self-development, self-study, praxis, and
understanding the processes of classroom teaching–learning. The ITE curriculum in
most of the programmes of D.Ed. and B.Ed. across the country’s institutional land-
scape comprised of theoretical coursework in philosophy of education, educational
psychology, classical learning theory, “methodology” of teaching, lesson planning in
select school subjects, and study of prevailing problems of education; the practicum
component consisted mainly of practice teaching in designated schools. Though the
practicum courses also included dramatics, craft, art, music, and productive work,
these were scarcely integrated with the student-teachers practice. The practicum part
of the curriculum tended to consist of planning, delivering, and evaluating amandated
number of lesson plans as if subject-specific pedagogies were mere techniques.
These werementored in a supervisory framework that had pre-defined behaviouristic
criteria of externally observable skills like classroom management, questioning, and
presentation of disciplinary content.Microteaching, for example, began to be consid-
ered as a valuable technical skill. The knowledge about teaching in the context of the
institutional arrangements for preparation of teachers was shaped by the psychology
of learning especially its cognitive aspects that have been studied by learning theo-
rists. This came to be regarded as the foundation of teacher education. The practice of
teacher education was mainly drawn from the discursive framework of mainstream
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educational psychology. This in turn was based on scientific, behaviouristic, and
psychometric intellectual undercurrents. These became to be viewed as significant
“because it is seen to provide a practical frame for the teacher” (Batra, 2014:11).

The integration of theory with practice which is essential to meaning-making
in an ITE programme (Lampert, 2010) remained an undeveloped feature, and the
curriculum did not provide explicit opportunities for strengthening the theory–prac-
tice linkage. The curricular framework aimed at preparing student teachers to fit into
the existing school system obfuscating the engagement with the crucial issue: What
is wrong with prevailing school structures, systems, and practices? Their inadequate
engagement within the teacher education curriculum with Indian educational litera-
ture that has “held the aim of education to be nothing short of the highest aim of life
itself” (Raina, 2020a:7). The Indian tradition has presented a deep critique of school
education for its indifference to deeper aims of life (Krishnamurti, 1953), to child
nature (Tagore, 1917), and to social inequalities (Gandhi, 1953). Also inspired by
the new sociology of education,

To critical educators, the goal of education is to invite students to think about various disci-
plinary domains, their society and learning how to learn so that education becomes the place
where the individual and society are co-constructed. This co-construction is based on a social
pedagogy, a mutually created dialogue developed by teachers posing problems to students
that may be derived from their own personal and social lives and the disciplinary academic
domains (Raina, 2020a:7).

These were some of the elements that have been rather missing from mainstream
teacher education curriculum, process, and pedagogies.

The second national policy of the country National Policy of Education, NPE
(1986–1992), called for overhauling the teacher education systemwhile highlighting
the role of the teacher as inseparable from the process of education. As a first step
towards this overhaul the subsequent to NPE, 1986, the GoI launched a centrally
sponsored scheme of teacher education titled Restructuring and Reorganisation of
Teacher Education in 1987. This leads to the establishment of DIET’s (offering a
two-year diploma recognized by the state governments for teaching at the primary
level) all over the country; the number of which by 2009 stood at 571 (MHRD,
2009). The initiative was aimed at establishing a robust institutional infrastruc-
ture of TEPs for primary school teachers. Colleges of Teacher Education and Insti-
tutes of Advanced Studies in Education were also established all over the country’s
institutional landscape.

The Need for a Statutory Gaze

Even though the professional preparation of teachers was recognized as central to
qualitative improvement of school education, as mentioned at the beginning of the
chapter yet teacher education development has followed an uneven trajectory in
post-independent India. There is no gainsaying that the post-independence years
brought quantitative expansion of facilities as well as some qualitative enrichment
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in the content, process, and organization of teacher education. Yet this fell short of
a comprehensive nation-wide professionalization of teacher education. It is there-
fore not surprising that teacher education attracted censure in all the policy texts and
commission reports in post-independence India in the last five decades and continues
to do so. The Education Commission (1964–1966) even regarded the lack of devel-
opment of teacher education sector as among the causes of poor state of education in
the country. The report of the National Commission on Teachers also known as Chat-
topadhyaya committee report (1983–1985) remarked “If school teachers are expected
to bring about a revolution in their approach to teaching….that same revolution must
precede and find a place in the Colleges of Education” (GoI, 1985: 48).

One of the significant recommendations of NPE, 1986 was the proposal for the
establishment of a statutory body to coordinate, monitor, and develop teacher educa-
tion throughout the country. This need for a statutory gaze was a response to the
perceived inadequacies in the planning, quality, policy, curriculum, organizational
structures, and modalities of teacher education. There was also a need for differ-
entiation in programmes for pre-primary, primary, secondary, and post-secondary
level as also the modalities of non-formal, distance, and correspondence education.
The National Council for Teacher Education (NCTE) came into existence on 17
August 1995 after the enactment of NCTE Act, 1993 by Indian Parliament. Its key
functions included planning, coordination, development, and regulation as well as
laying down the norms, standards, and guidelines for TEPs. Keeping in view the
large size of India and the need for a variety of TEPs, the NCTE has recognized a
wide basket of 15 programmes vide a GoI gazette notification on 28 November 2014.
TheNCTE2014 regulations drawn from consultationswith stakeholders’ throughout
the country. The basket includes ITE programmes: two-year D.El.Ed. (Diploma in
Elementary Education), conducted by DIET’s, Bachelor of education programme
leading to B.Ed. degree in affiliation with a university and a four-year university
located B.El.Ed. (Bachelor of Elementary Education) programme also offered as a
university degree. TEPs in physical education, arts education, at the master’s level
and through a part time mode are also recognized.

The functioning of NCTE has attracted complaints of commercialization, corrup-
tion, and failure to arrest the proliferation of sub-standard teacher education insti-
tutes (TEIs). Teacher education policy has pointed out stagnation in the content and
processes of ITE in India (NCERT, 2005:8)which continued to remain an insular field
within the university establishment as also within broader social science academic
discourse. There is a lack of differentiation in teacher education practice as in spite
of NCTE recognizing a wide array of specialized TEPs as most TEIs offer the B.Ed.
and D.El.Ed. programmes only for secondary school and elementary level, respec-
tively. Even though teacher education development took place yet inadequacies in
planning, regulation, organization, and policy continue to be widely perceived and
recognized. The fact of the matter is,

The decade between 2004 and 2014 saw a five-fold increase in the number of programmes
recognized by these regional committees. About 90 percent of these institutes are privately
owned and a mind-boggling majority of them are standalone institutes, running single
programmes with as few as 50 students…..These institutes function in isolation from the rest
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of the higher education system, and there is no system to assess and accredit them. Conse-
quently, there is no systematic sieve to ensure the entry of only motivated and meritorious
individuals into the teacher education space (Kant & Iype, 2020).

The whopping regional disparities in the number of TEIs in different regions of
the country reflect abysmally poor planning, coordination, and monitoring. Consider
this,

Almost one-third of the TEI’s are concentrated in Uttar Pradesh. In fact, Ghazipur, a district
in UP with a population of around one lakh, has a whopping 300 TEIs. Approximately half
of the total TEIs are in the northern region with Rajasthan having the second largest number
of institutes (Ibid).

Teacher education curriculum, policy, andpractice in contemporary India continue
to be in dire need of a qualitative overhaul. It is against this background that the
new international perspective was useful in further framing an emerging curriculum
discourse.

New Perspective on Teacher Education

The term “new perspective of professional development” (Villegas-Reimers,
2003:11) has appeared in international teacher education literature in the past few
decades. It draws greater attention to an emphasis on teaching as a professional
activity. The perspective has strengthened as many societies all over the world expe-
rience change in their school education systems. The spotlight during educational
change has highlighted its key element: the role of teachers especially continuous
teacher professional development. It is useful to examine the core elements of this
emergent liberal, forward-looking “new” perspective to teacher professional devel-
opment that increasingly informs policymaking world over. This section examines
five of the major elements of the “new” perspective.

The first key element of the new perspective is that teacher education is viewed
as a contextual process. This view follows the logic of the locale-specific nature
of school education. In real schools teaching and learning, both occur in specific
contexts. Teacher education therefore cannot have a universal rationale and needs
to be located in a particular context within the wider framework of school educa-
tion. There is a robust body of research-based evidence that the teacher professional
development programmes that are school-based are much more effective in compar-
ison with conventional professional development activities that are not based on
actual school classroom teaching–learning experiences (Abdal-Haqq, 1996; Ancess
et al., 2007; McLaughlin and Zarrow, 2001;). Research has also pointed towards
the maximal efficacy of on-the-job learning through activities like action research
in-service teacher education (Wood & McQuarrie, 1999).

Secondly, such a context-specific approach to teacher professional development
aligns with constructivism in education. Educational theory increasingly advocates
constructivism as the basis of learning, pedagogy, and curriculum, where knowers
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make sense of the world by building cognitive structures of their own based upon
their lived experiences. This contrasts with a behaviourism-oriented transmission
model of school education in which children are viewed as malleable puppets in the
hands of an environment that presents them with information to be learned. Such a
view further aligns with notions of professional activity of teaching as action where
teachers are not passive but don the hat of active learners (McLaughlin and Zarrow,
2001).

The third key feature is an emphasis on teacher education as a continuous long-
term process. The long duration is essential to teacher growth much the same way as
organic growth from the seed to the flower. Longer TEPs allow for opportunities to
relate new learning to previous base knowledge (Cohen, 1990). Conventional prac-
tices provide a “filter” (ibid), but a long-term teacher education process that builds
on teaching practice is far more effective for teachers. The information processing
learning theorists have argued that this is how learning occurs as organizing new infor-
mationwith reference to the existing knowledge consolidates newknowledge into the
long-termmemory.Thismakes in-service teacher education an equally important part
of continuous teacher professional development. The author’s own experience as a
teacher educator in a long duration, four year, TEP has witnessed many opportunities
for not only student-teachers creating linkages across curricular components from
one year to another but also the development of a sense of commitment to teaching
as a professional activity because of the long-term time nature of the TEP. Educa-
tional policy in India has historically recognized this continuity regarding teacher
education as a process with pre-service and in-service components as inseparable
(GoI, 1966, 1992).

The fourth element of the new perspective is that it not only essentializes the
notion of school-based teacher education but further views the teacher as a reflec-
tive practitioner in the school system, a professional who does not merely under-
take action based solely on his previous knowledge but continues to engage with
reflective teaching (Dewey, 1933). Reflective teaching is essentially a process of
examination of personal experience. In doing so, the teacher outreaches tradition,
habit, and institutional definitions. The logic of reflective teaching is indeed based on
common sense but has a resonance “beyond this underpinning” (Pollard, 1997: 24)
too. It is far more rigorous involving “carefully gathered evidence replaces subjec-
tive impressions, openmindedness replaces prior expectations, insights from reading
or constructive and structured critique from colleagues challenge what may have
previously been taken for granted” (Ibid:24). It can be said,

‘Common sense’ may well endorse the valve of the basic, reflective idea but, ironically,
one outcome of reflection is often to produce critique and movement beyond the limitations
of common-sense thinking. That, in a sense, is the whole point, the reason why it is a
necessary part of professional activity. The aim of reflective practice is thus to support a shift
from routine actions rooted in common-sense thinking to reflective action stemming from
professional thinking (Ibid: 24).

In a reviewof theNational Policy of Education 1986, itwas recommended that ITE
be based on an “internship model” in which the principal site of training is the school
since actual field experiences in a realistic situation over an extended period of time
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provide for the practice which is the basis of development of skills of teaching (GoI,
1990). This feature of new perspective aligns with systemic concern for the need
to enhance the professional identity of school teachers particularly because of their
double role for being both the objects and subjects of change (Cochran-Smith&Lytle,
2001). These elements of teacher education: it is contextual logic, continuous long-
term approach, school-based reflective teaching focus make it possible to connect
teacher education to school reform processes and programmes on one hand and
development of the teacher agency necessary for it on the other (Raina, 2016, 2018).
Teacher empowerment has a direct bearing on student well-being (McLaughlin and
Zarrow, 2001). It is also linked to school and curriculum reform both of which are
concurrent processes (Schifter et al., 1999).

Finally, it needs to be noted that teacher education is not a homogenous process
that remains the same in different setting or has a singular aspect even in one
setting. It does not have one form or model. It has a variegated nature which is
different in diverse settings and can vary in the same setting too (Scribner, 1999).
The trend in teacher education for including community-based experiences at varied
places (Jones & Hughes, 2016) can be read as a response to this significant charac-
teristic of new perspective on teacher education. It may “look and be very different
in diverse settings” (Villegas-Reimers, 2003:15), so

There is not one form or model of professional development better than all others and which
can be implemented in any institution, area or context. Schools and educators must evaluate
their needs, cultural beliefs and practices in order to decide which professional development
model would be most beneficial to their particular situation (Ibid:15).

Figure 38.1 summarizes these core elements of this “new” education perspective.

Fig. 38.1 Five elements of
new teacher education contextual 

process

continuous 
process

variegated
teacher as 
reflective 
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Process-Based ITE Curriculum: Orienting Assumptions

The emergent perspective framed the development of academic led teacher educa-
tion discourses in India (NCERT, 2005; NCTE, 2009). The development of National
CurriculumFramework (NCF), (NCERT, 2005)was accompanied by a position paper
on Teacher Education for Curriculum Renewal (NCERT, 2005). There was renewed
emphasis on professionalizing elementary school teaching through a rigorous profes-
sional, degree programme located at the site of a university teaching. A significant
step forwardwas the release of aNational CurriculumFramework for Teacher Educa-
tion (NCFTE) (2009). The framework’s “thinking on teacher education” (NCTE,
2009:19) is liberal, humanistic, inclusive, integrative, and eclectic. It recognizes
the dialogical exploration, reflective practice, and diversity of learning spaces and
curriculum sites (Ibid: 19), characteristics that are in affirmative resonance with the
new perspective, as broad principles upon which to design teacher education.

The NCFTE, 2009 recommended a radical, process-based ITE curriculum. This
was regarded essential to the development of teacher agency as also teacher educa-
tion for diversity, social justice, and inclusion. A radical ITE curriculum design
aims at broad-based development of knowledge, understanding, skills, attitudes,
professional ethics, critical thinking, and teacher identity among student teachers.
The premises of such a process-based ITE are twofold. First the understanding of
children’s psychology including the processes of learning, thinking, and cognition
transcends beyond mainstream educational psychology framework into the broader
social, cultural, and political context of contemporary Indian society in which chil-
dren grow up and go to school. This is necessary to actualise the thrust on diversity
as also useful in developing among student teachers a multicultural and multilingual
perspective. Second, the inclusion of disciplinary knowledge aims to develop not
only academic linkages with other undergraduate courses in the discipline necessary
for appreciating the epistemological basis of different disciplinary domains of knowl-
edge but also development of pedagogical content knowledge. This may require re-
visiting school curriculum in Mathematics, Language, Natural Science, and School
Science through the lens of this understanding. Such a curriculum empowers student
teachers to engage young children in activity-based learning that is participatory,
learner-centred and locale specific as also develop “professional skills in pedagogy,
observation, documentation, analysis and interpretation, drama, craft, story-telling
and reflective inquiry” (NCTE, 2009:24). The inclusion of field-based units of study
in theory courses provides opportunity for development of empirical knowledge,
student teacher-driven action research, and praxis. Teacher education for social
justice, diversity and inclusion also drew from critical teacher education (Hill, 1997;
Hill & Boxley, 2007: 54) aiming at developing a vision of an egalitarian society
that values human life and is particularly dedicated to the empowerment of the
marginalised children through school education..

It is in alignment with these orienting assumptions that a radical ITE programme
the Bachelor of Elementary Education (B.El.Ed.) was introduced in 1994 at the
University ofDelhi. TheTEP is nowoffered in eightwomen’s undergraduate colleges
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Fig. 38.2 ITE: core curricular layout

in New Delhi metropolis, India, has been regarded as an exemplar (NCERT, 2005;
NCTE, 2009), and follows such a radical process-based critical teacher education
curriculum framework with inclusionary practices emphasizing academic empower-
ment through interdisciplinary engagement, personal growth, and reflective practice
during fieldwork (Raina, 2018). The NCTE has witnessed deliberations on develop-
ment of curriculum frameworks in the recent decade for its wide basket of recognized
TEPs.

The prevailing core curricular layout of ITE, somewhat common to two of the
mainstream TEPs: the two-year diploma as well as the four-year degree programme,
consists of the following broad rubrics of theory and practicum coursework
(Fig. 38.2).

Essentializing Economistic Moorings

Education has been undergoing restructuring in India, as in other parts of the world,
following the Washington Consensus of 1989. The consensus though primarily an
economic policy prescription has far-reaching consequences for social infrastructure
elements like education. The liberalization of the Indian economy since 1991 has
unleashed the neoliberalization of education with devastating consequences for all
levels elementary education, higher education, and teacher education. In educational
policy and practice, a new discursive framework is now entrenched which is causing
cumulative dismantling of public education systems. The nature of the current policy
development process in this economistic framework is qualitatively different from
that characterizing the previous two national policies of 1968 and 1986. This now
essentialized framework “is sorely suited to a policy convergence in school education
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between the state and the market” (Raina, 2021: 31). There is a naturalization of the
role of the global markets in educational policymaking in the absence of a social
imagination (Rizvi, 2017). The National Education Policy (NEP), 2020 (henceforth
NEP 2020) released in July 2020 during the pandemic is framed in this currently
prevailing neoliberal policy parlance.

Its companion texts Draft National Education Policy DNEP 2019, National Policy
on Education [NPE] DNEP 2016 and policy-texts released by state think tank NITI
Aayog in 2017 and later confirm these policy trends (Raina, 2019). They herald a
break from previous policy history of striving for educational equality through public
education. For instance, a significant executive pronouncement during the four-year
policy development process preceding the unveiling of NEP 2020 was the “Three
Year Action Agenda” (NITI Aayog, 2017) that sought to align policy-processes with
neo-liberal economics as:

India’s choice to build a socialist pattern of production during several post-independence
decades has resulted in the government entering many activities that do not serve any public
purpose and are best performed by the private sector (NITI Aayog, 2017:113).

The current genre of policies hardly invoke the role of the state in providing
equality of opportunity in and through access to education. They rather accept the
status quo of a multi-layered education system particularly at the school level with
hierarchies of access as a given and speak of role of state within this inegalitarian
structure. A highly differentiated schooling system is currently institutionalized in
Indian society for children belonging to different sections of society. Each of these
differential arrangements mirrors the hierarchical socio-economic divisions of our
stratified society (Raina, 2020a:3). In re-envisioning the education system while the
NEP 2020 recognises that the world today is not what it used to be is “undergoing
rapid changes in the knowledge landscape”; “quickly changing employment land-
scape and global ecosystem”; and there is a need to “address themany growing devel-
opmental imperatives of our country” (GoI, 2020: 4) but ignores something funda-
mental: rising educational inequality. It is framed around thin neo-managerial notions
of measurement of outcomes. Its underlying vision is of a globalizing knowledge-
based economy and society, one where “knowledge is conceptualised as uncritical,
lifelong learning of skills for productivity for a national–global citizenry within a
globalising polity” (Raina, 2021:30). Such a vision is a spanner in the wheel from
the lens of teacher education “new” perspective.

Teacher Education in NEP 2020

Teacher education is currently located across this discursive economistic framework
of school education and higher education. In theNEP 2020, out of the 66 page policy-
text; the 13 pages of part on higher education only twopages are dedicated exclusively
to ‘teacher education’. It has obviously not received the attention it merits. Perhaps
the further fleshing was left for themore specialized agency: NCTE to do. The NCTE
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has recently unveiled its proposals to develop a newNational Curriculum Framework
for Teacher Education, 2021.

NEP 2020 recognizes the role of higher education in “promoting human as well
as societal wellbeing and in developing India as envisioned in its Constitution—
a democratic, just, socially conscious, cultured, and humane nation” moving to
become “a knowledge economy and society” and complains of “a severely frag-
mented higher educational ecosystem”. Like its predecessor policy texts, it continues
to speak of restructuring teacher education. For teacher education, it recommends
that “As teacher education requires multidisciplinary inputs, and education in high-
quality content as well as pedagogy, all teacher education programmes must be
conducted within composite multidisciplinary institutions. To this end, all multi-
disciplinary universities and colleges will aim to establish, education departments
which, besides carrying out cutting-edge research in various aspects of education,
will also run B.Ed. programmes, in collaboration with other departments such as
psychology, philosophy, sociology, neuroscience” (GoI, 2020: 43). It speaks of ‘The
4-year integratedB.Ed. offered by suchmultidisciplinaryHEIswill, by 2030, become
the minimal degree qualification for school teachers’.

Yet key concerns of teacher education: its isolation (as well as insularity) from
intellectual discourses, status quoist tendencies, fossilized curriculum, and frag-
mented pedagogical practices were lamented about but provided mere lip service
by both education policies in India: NPE, 1968 and NPE 1986 have remained
practically unaddressed. Teacher education literature has documented the alien-
ation of TEIs from intellectual spaces in higher education arena within universities
(Batra, 2005). For example, TEIs preparing teachers for the elementary level offering
Diploma in Education (D.Ed) courses are neither linked to universities not degree-
level programmes. TEIs tend to function as closed spaces for limited, technical “train-
ing” of teachers in restrictive conforming orientations. This is in tandem with the
view of educational studies as a field of training rather than academic enquiry. Even
education literature has highlighted the flawed view of education as a field subject
and not a basic discipline domain (Peters, 1963). NEP 2020 “envisions a complete
overhaul of the higher education system” recommends “key changes” while “moving
towards a higher educational system consisting of large, multidisciplinary universi-
ties and colleges” “moving towards a more multidisciplinary undergraduate”. The
recommendation that TEPs be opened only in multidisciplinary academic settings in
intellectually stimulating environments is not new. It has been regarded as essential
in the education of student teachers (Raina, 2018; Srinivasan, 2015).

Teacher education is in dire need of a robust direction and an epochal shifts in
light of rich professional discourses about teaching” (Biesta, 2015). If the proposed
policy is designed to provide a new vision for school education and higher education,
it needs to recognize the unique episteme potential of teacher education in bringing
the two fields together. NEP 2020 falls short of a road map of how teacher education
could be vitalized to turn into a tool of social transformation. The linking the role
of the teacher to social transformation is a core educational aim, which previous
policies have highlighted. In doing so, it must function within the framework of the



768 J. Raina

Constitution which provides for a Fundamental Right to Education and a thrust on
public education as a leveller for inequalities.

Teacher education in India has followed an uneven trajectory. It is not a misnomer
to say that, located in the essentialized economistic school education framework, it
is at crossroads at the current juncture. It is at the present moment that critical teacher
education in liberal arts, “new” perspective was needed more than ever before. Such
an approach has deep epistemic potential for recovery of critical thinking, social
transformation, and creation of an inclusive society through equitable schooling
even in contemporary times.
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Chapter 39
Preparing Teachers for a Changing
World: Developments and Challenges
in Brunei Darussalam

Keith Wood, Siti Norhedayah Abdul Latif, and Hardimah Said

Abstract Brunei has emergent findings and promising results aplenty to share from
developments in the education system during the first decades of the twenty-first
century. In 2007, Brunei approved a new national curriculum, Sistem Pendidikan
Negara Abad ke-21(SPN21), with the aim of developing twenty-first century skills
among students. In 2009, the teacher education provider, SHBIE, switched from
undergraduate (B.Ed.) to postgraduate (MTeach) teacher education. In 2010, Brunei
hosted the first international conference of the World Association of Lesson Studies
(WALS) outside Hong Kong. Over the past decade, initial and in-service profes-
sional development have involved an action research model. In 2013, a four-year
SHBIE/Ministry of Education (MOE) research-practice partnership focussed on
twenty-first century teaching and learning was initiated with the support of a major
grant from the Brunei Research Council with the intention to cultivate teachers’
engagement with SPN21. This teacher development project working with consul-
tant SRI International engaged teachers in collaboration to develop approaches
to teaching that could support implementation of the new national curriculum.
The professional development experience was met with enthusiasm from teachers,
although a majority noted that the cultural script of teaching endorsed by the MOE
limited opportunities for twenty-first century teaching and learning. In 2018, the
MOE introduced a plan seeking to define the required teacher competences to deliver
intended results.

Keywords Twenty-first century teaching and learning ·MTeach · Lesson and
learning study · Practitioner research · Collaboration · Cultural script of teaching

Introduction

Brunei Darussalam is a small South-East Asian country, comprising 5700 square
kilometers of Borneo Island, tucked in between Sabah and Sarawak, Malaysia. It is

K. Wood · S. N. Abdul Latif (B) · H. Said
University of Brunei Darussalam, Bandar Seri Begawan, Brunei Darussalam
e-mail: norhedayah.latif@ubd.edu.bn

© The Author(s), under exclusive license to Springer Nature Singapore Pte Ltd. 2022
M. S. Khine and Y. Liu (eds.), Handbook of Research on Teacher Education,
https://doi.org/10.1007/978-981-16-9785-2_39

771

http://crossmark.crossref.org/dialog/?doi=10.1007/978-981-16-9785-2_39&domain=pdf
mailto:norhedayah.latif@ubd.edu.bn
https://doi.org/10.1007/978-981-16-9785-2_39


772 K. Wood et al.

home to just under 500 thousand people (Brunei Darussalam Statistical Yearbook,
2019), the majority of whom areMalay (66%), with Chinese (10%) and others (24%)
completing the population, of whom most speak at least two languages, Malay and
English. According to MOE data (Brunei Darussalam Education Statistics & Indica-
tors Handbook, 2018 and 2019), more than half a million children attend 227 primary
and secondary schools and are taught by 8922 teachers, providing opportunities for
every child in Brunei who is above the age of six to fifteen years of age to receive
compulsory education for at least nine years (Ministry of Education, 2013). The
literacy rate in Brunei surpasses 96%.

Education has remained a key foundational value in Brunei, with the focus of
education initiatives and reforms placing great emphasis on upholding local values.
After independence from the Britain in 1984, the Brunei Government implemented
the Bilingual Education policy, the national philosophy Melayu Islam Beraja (MIB),
or Malay Islamic Monarchy, in education, and ensured that knowledge provision
contains the elements of Islam. The Bilingual system implemented in 1985 included
a common national curriculum from preschool to secondary levels with the aim to
remove any language barrier for all students (Ministry of Education, 2013). InBrunei,
it is expected that everyone will uphold the country’s national philosophy (MIB)
which comprises a blend of language, culture and customs, including the teaching
of Islamic laws and values, and the monarchy system. It is central to education and
taught at every level, and society is encouraged to practice MIB as a way of life in
the country.

The Effect of SPN21 on Teachers’ Expectations

In 2007, the Brunei education system reached its greatest milestonewith the approval
of a new national curriculum with the aim of developing twenty-first century skills
among students. The new education system is known as the National Education
System for the twenty-first century (Sistem Pendidikan Negara Abad ke-21 or
SPN21). Itwas designed toprovide learnerswith broad, balanced, relevant, anddiffer-
entiated learning experiences. SPN21 places the individual at the heart of teaching
and learning based on the appreciation of individual needs. Revamping the traditional
curriculum which had a limited focus on the development of cognitive skills, SPN21
considers the needs of the learners while ensuring progression and continuity. It was
recognized with the introduction of the new curriculum that other aspects of learning
such as the inculcation of spiritual, moral, social, and cultural attitudes and values are
more relevant in the twenty-first century. The specification of SPN21 is intended to
provide optimal opportunities to accelerate individualswho can progress faster, while
those who need help are given special guidance. Interestingly, with the introduction
of the new curriculum, those who are struggling in their academic performance are
no longer required to repeat the same grade. Instead, the weight placed on school
retention at the same grade was to be determined by the student’s class attendance.
Many had mixed feelings about this change, especially teachers who questioned the
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introduction of the “no retention” policy. Indeed, His Majesty the Sultan of Brunei
during an unscheduled visit to the Ministry of Education questioned whether the
abolition of grade retention under SPN21 was a good idea.

In any education reform, curriculum review alone may not succeed effectively
without the integration of an innovative assessment scheme. Hence, the Brunei
Government decided it was high time to reform school assessment. Continuous
assessments (student progress assessment, school-based assessment, and student
progress examination) and the formal summative national school-leaving examina-
tions at primary (Year 6) and junior (Year 9) levels were introduced. The main inten-
tion behind this reform was the shift from a norm-referenced to criterion-reference
assessment with the emphasis on mastery of knowledge and skills. Since teachers are
expected to make reforms take effect in the classroom, the Brunei Common Assess-
ment Tasks (BCATs) were introduced. A local study carried out in the learning area
of Mathematics (Botty & Shahrill, 2015) which assessed students learning outcomes
on three dimensions reflecting the twenty-first century skills: knowledge and under-
standing, thinking skills, problem solving and investigation, and communication
skills indicated that the learning outcomeswere confusing for teacherswith themarks
allocated to students being unfair, thus contradicting the aims of the assessment. The
authors argued that teachers should not depend only on BCATs to provide feedback
for students. Rather continuous formative assessment should be employed to inform
the development of students’ knowledgewith attention placed on themarking scheme
to ensure a fair and systematic nationwide approach.

In keeping with the SPN21 development, major changes were not only limited
to the curriculum and assessment, but also focussed on raising teacher standards.
This was made clear by the Minister of Education in his contribution to the SPN21
handbook.

I believe that the most important success factor for this system is to increase the quality and
competencies of the teachers and school leaders in Brunei.

(Apong, 2013, p. xiv).

Given the circumstances of SPN21 development, the Brunei Teachers’ Standards
(BTS) (MOE, 2015) were introduced and implemented in 2014. This gave rise to
a new approach to the appraisal of teachers’ performance known as the Teacher
Performance Appraisal (TPA). It provided a framework for the assessment of the
training and professional development needs of teachers in Brunei. The BTS-TPA
performative checklist is used to ensure that the quality of teachers is at par with
the requirements for providing twenty-first century education (Schleicher, 2012).
The challenge for the implementation of this framework is less than wholehearted
adherence of some teachers to these BTS-TPA criteria. Instead, teachers pay more
attention to the section on individual needs. Thiswas reported in a local study (Ling&
Amran, 2018). In which English language teachers were interviewed about the effect
of new teacher standards on their approach to teaching. It seems that teachers had
reservations about some of the elements in the BTS-TPA with regard to a lack of
contextual recognition of the students. The study provided insights for addressing
this limitation of the BTS-TPA.
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To ensure continuous support for teachers’ professional development to meet the
expectation of the development students’ twenty-first century skills, the MOE has
set up the Brunei Darussalam Teacher Academy (BDTA). There are four series in
the Teacher Development Programmes offered by BDTA: Signature, Modular, Tool
Box, and Bespoke series. In addition, the BDTA is working in collaboration with
the Sultan Hassanal Bolkiah Institute of Education (SHBIE), the teacher educa-
tion faculty at Universiti Brunei Darussalam, in a research project on the develop-
ment of teachers’ pedagogical content knowledge in five learning areas: Science,
English, Mathematics, ICT, and Malay Language. This SHBIE-BDTA project is a
learning study employing a collaborative action research design. An example of a
similar study with teachers of economics is described below. Essentially, groups of
teachers work together to develop effective approaches to teaching and learning. This
exercise ensures continuity of reflection on the SPN21 curriculum and assessment
by the teacher. This partnership between SHBIE and BDTA is a positive develop-
ment offering an opportunity for teachers, researchers, and administrators to work
together to achieve the outcomes ought by the MOE. Another recent example is the
MOE-BDTA-SHBIE collaboration on a series of Teachers’ Day Conferences (TDC)
with the themes Empowering Education through Innovation (2019) and Empow-
ering Education Excellence through Innovation (2020). These one-day conferences
create opportunities for sharing ideas and research studies carried out by teachers and
academics through forums and presentation of workshops to inform best practices in
teaching and learning of twenty-first century education. The second TDCmarked the
occasion of Brunei’s first ever virtual conference due to the COVID-19 pandemic.
This conference expanded its audience capacity ensuring all teachers in Brunei could
benefit from participation on this online platform.

SPN21 has had major implications for teachers who seek to meet the expectations
of the policymakers. Teachers are the ones responsible for making the reforms take
effect in the classroom. They have witnessed several “upgrades” in terms of assess-
ment for learning designed by the MOE that have had repercussions for schools. A
failure to uphold the assessment objective has brought about the trial of yet another
assessment strategy.When such reformdoes notwork, school principals are fearful of
the consequences that follow. Fast forward to today, it has been 14 years since SPN21
was introduced. There remainsmore research needed to secure outcomes and provide
evidence of the effectiveness of education under the new national curriculum. It is a
work in progress.

SHBIE: The Teacher Education Provider

In 2009, influenced by the clinical practice model of teacher education at the Univer-
sity of Melbourne, Brunei’s teacher education provider switched from undergrad-
uate (B.Ed.) to graduate (MTeach) teacher education (Fig. 39.1) with a focus on
evidence-based teaching to meet the needs of individual students by using evidence
from assessment to inform the design of teaching and evaluating the effectiveness of
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Fig. 39.1 From Teacher Training Centre to Graduate School (Shahrill et al., 2014)

teaching for individual learners. This was seen to be one of the efforts to ensure the
development of teachers to align with the implementation of SPN 21 curriculum.

The introduction of the Master of Teaching aimed to produce teachers who have
soundpedagogical content knowledge of their subjects. The transformation of SHBIE
into a graduate school of education followed the recommendations of the McKinsey
Report (Barber & Mourshed, 2007) that in order to achieve best performing school
systems, it is essential for the right people—teachers, principals, and administrators
with experience of teaching—to be working in those systems and to be developing
effective teaching, and that this may take time to achieve.

The introduction of the MTeach aimed to produce highly qualified teachers who
will be equipped to meet the demands and challenges of the twenty-first century.
In reaching the target of qualified teacher, on admission to the MTeach degree
programme, applicants will have a good honours degree—at least second class lower
or equivalent from a recognized university—with excellent English proficiency—at
least IELTS 6.5 or TOEFL 600—and successful performance at interview. For the
past three years, the selection of candidates has the requirement that the applicants
demonstrate their potential by performing a teaching demonstration as part of the
admission process.

In 2019, to assure the quality of entrants to the teaching profession, the MOE
introduced two initiatives for those interested in becoming teachers to gain some
experience of the profession. The Immersion programme offers MTeach graduates
the opportunity to experience teaching in school for a period of months with the
continuous support of a school-based mentor prior to consideration for appointment.
TheApprenticeship programme provides an opportunity for thosewith an undergrad-
uate degree who have an inclination to join the teaching profession to be placed in
schools for a period of one year before joining theMTeach programme. The selection
procedure for admission to both of these programmes is demanding. The applicants
are selected on the basis of an academic evaluation, a psychometric test, a teaching
demonstration, and evidence of leadership and team-working skills, in addition to
an interview.
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For more than a decade, SHBIE’s priority has been to develop as a first-class
graduate school of education to contribute to the achievement of Brunei’sVision
2035 to become a nation that will be recognized for its highly educated, skilled and
accomplished people, high quality of life, and dynamic and sustainable economy.

The MTeach programme offers six specialization strands: early childhood educa-
tion and care, primary education, secondary education, vocational and technical
education, higher education, and inclusive special education. It has a duration of
eighteen months. SHBIE’s partnership with schools, and vocational and higher insti-
tutes, provides teacher candidates with the opportunity to practice for two semesters
of the programme.A third semester is devoted to the completion of a research exercise
by individual candidates. A series of taught modules include technology, pedagogy
and content knowledge (TPACK), practice in a specific learning area, educational
research, and assessment within the six specializations.

In addition to the MTeach, SHBIE offers the degrees of Master of Education
for in-service candidates and Master in Counselling, and the degree of Doctor of
Philosophy.

Twenty-First Century Teaching and Learning

In 2013, 150 teachers in 15 subject-based teacher groups each supported by amember
of UBD Education Faculty as a facilitator commenced action research into teaching
and learning in a project funded by the Brunei Research Council to support the
implementation of a new twenty-first century national curriculum SPN 21. The new
curriculum was intended to provide students with a preparation for life and work in
the twenty-first century. The professional development model employed an approach
to twenty-first Century Learning Design (21CLD) developed by SRI International
(2013). Cycles of plan, design, teach, review lesson study (Fig. 39.2) focussed on
the development of students’ capability in collaboration to construct interdisciplinary
knowledge, using ICTwhere appropriate, taking responsibility for their own learning
to solve real-world problems and, in so doing become innovative.

Rubrics were used to record the level of skill that could be achieved by the students
through participation in the lesson design. They are summarized in Fig. 39.3. They
were introduced to the teachers in a workshop which was followed by their engage-
ment in cycles of action research. The assumption was that the opportunity to engage
in changing teaching would lead to change in the way teachers experience teaching
to meet the aims of the new national curriculum.

An example of the rubrics in use is shown in Fig. 39.4. In the first cycle of
lesson study, the teachers identified algebra as a focus for their work. In partic-
ular, they focussed on the lower secondary school students’ capability to expand an
algebraic expression of the form (x + a) (x + b). The lesson design, based on a
two-dimensional, rectangular space which was to be increased in size by an amount
x in both dimensions, proved successful when several iterations were explored by
the students having varied the dimensions but crucially maintaining the same area
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Fig. 39.2 Lesson study cycle

of the rectangular space. Following this success, the teachers turned their attention
to the rubrics asking themselves how algebra could figure in a lesson designed to
achieve higher 21CLD codes. At the suggestion of the facilitator, they agreed to run
an adapted business simulation with their students in cycle 2 which required students
to collaborate in groups representing competing businesses selling a similar product.
The groups’ task was to set price and production level. The teacher then revealed
the demand for their product based on the competitiveness of their group’s price.
The students calculated revenue, costs, profit, or loss as a result of their decision
and strategized their next moves in subsequent rounds. With this design, the teachers
recorded an improvement in collaboration and self-regulation codes. But they were
not satisfied with this.

For cycle 3, the group adopted a design proposed by one of their members to
provide a real-world business experience for their students. The students in groups
were tasked to run stalls selling ice-cream floats of their own design at a forthcoming
school fair. The students were debriefed in focus group discussion after the activity
which revealed insights into the learning of the students from this experience. The
teachers’ codes are shown in Fig. 39.4. They were confirmed by our consultants, SRI
International, on presentation of the evidence.

Teacher groups focussed on introducing 21CLD to classes in mathematics,
science, MIB, and social studies at primary and secondary levels. Wood and Sitham-
param (2021) provide further examples of the lesson designs emerging from this
research project. A majority of the teachers were enthusiastic. Evidence of effect
was collected in exit interviews and with survey instruments from the participating
teachers. A sample of this evidence is shown in Figs. 39.5 and 39.6.

However, the teachers’ enthusiasm must be put into context. Teachers explained
that lessons based on 21CLD take more time than lessons dedicated to covering the
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Fig. 39.3 Summary of SRI Rubrics (SRI International, 2013)

syllabus for forthcoming examinations. The following extract from an exit interview
illustrates this point:

T: The most useful is seeing students being able to think … Building their own knowledge
without us teaching them. Independence … Relating the lesson to real-life. That’s what’s
most important I think because actually Maths is related to real-life. Most of the time we
teach only the Maths part and not the real-life bit.

I: Do you think you will continue working on those [21CLD lessons]?

T: Maybe we can just use it only for a few topics. We can’t do it for all.
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Cycle 1 Cycle 2 Cycle 3 
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Expressions 
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Mini-enterprise 

Activity 

Collaboration code 2 4 4 

Knowledge Construction 

code 

3 3 4 

Real-World 

Problem-Solving code 

2 2 4 

Self-Regulation code 1 2 3 

Fig. 39.4 Example of codes achieved in lesson study cycles (Mathematics)

I: Why?

T: There’s too much to teach and the pressure of producing good results for the SPE
[public examination].

I: So what’s the strategy for getting the good results?

T: Focusing on the exam question. Make sure the students understand the question,
understand what is asked, how to answer it. What we’re doing now [with 21CLD] is we try
to make them understand the concept.

This is a stark reminder that what Elliott (2014) refers to as the cultural script
of teaching, the educational practices shaped by the national context can constrain
teachers’ development. The Brunei education system is competence-based. Teachers
are assessed on 17 core competencies of the Teacher Performance Appraisal (TPA).
Students’ achievements are described in terms of “the six students” cognitive skills
according to Bloom’s Taxonomy’ (Department of Schools Inspectorate, 2020).

Developing Teachers’ Pedagogical Content Knowledge
(PCK) Through Learning Study

This brief report focusses on a collaboration between the UBD Faculty of Education
and the BD Teacher Academy. With its focus on PCK, it offers a solution to the
problem arising from the perceived insufficiency of time to complete the syllabus
experienced by many teachers in Brunei.
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1. To what degree do you agree or disagree with the following statements? Disagree -------------- Agree

1 2 3 4

A. The workshop was useful to me as a teacher. - - 15 34

B. I feel well prepared to modify my learning activities to incorporate the ideas 

from 21CLD. 

2 7 33 7

C. The workshop helped me understand how I can work with my colleagues to 

discuss learning activities and student work. 

- 4 29 16

D. The workshop helped me think about 21st Century teaching and learning 

more concretely. 

- 1 25 23

E. This workshop helped me to think about ways to improve my teaching 

practice. 

- 2 18 29

F. I plan to try the 21CLD ideas in my classroom this year. 4 9 27 9

G. Overall, I was satisfied with the workshop. - 5 24 20

2. How useful did you find the ideas in each of the 21CLD 

dimensions?  

Not useful --------------- Very useful

1 2 3 4

A. Collaboration  - - 12 37

B. Knowledge Construction - - 12 37

C. Use of ICT for learning  1 5 17 26

D. Real World Problem Solving & Innovation - 2 15 32

E. Introduction to Self-Regulation  - 5 20 24

F. Introduction to Skilled Communication  - 6 21 22

Fig. 39.5 Data from the 21CLD workshop evaluation conducted with Cohort 1 (n = 49)

Similar to lesson study, learning study is an action research activity with the
significant difference that it is informed by a non-dualistic theory of learning—
variation theory—in contrast to constructivist theories of learning. The focus in
a learning study is on identifying the variation in students’ ways of experiencing
an object of learning and, with that insight, designing learning activities which,
through an experience of contrast, lead students to experience more powerful ways
of experiencing that object (see Fig. 39.7). In this process, teachers develop their
repertoire of ways of handling objects of learning to support students’ learning; that
is, they develop their PCK (Marton, 2015).
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Since 21CLD, teachers who par�cipated in the 

programme:

Strongly

Disagree

Disagree Agree Strongly

Agree

A. meet more frequently to discuss teaching and 

learning
6 30 65 5

B. are more comfortable discussing classroom 

prac�ce and teaching challenges with other teachers
5 10 80 11

C. are more comfortable sharing learning ac�vi�es 

with other teachers
3 9 81 13

D. have more of a common language to discuss 21st 

century teaching and learning
3 25 67 11

E. work together more to improve teaching and 

learning at this school
2 12 80 12

Fig. 39.6 To what extent do you agree with the following statements about teacher community at
your school? (n = 106)

V1: Variation in students’ understanding of the object of learning  

V2: Variation in teachers’ understanding of and ways of handling the object of learning 

V3: Using variation as a guiding principle of pedagogical design 

Fig. 39.7 Steps in a learning study after Lo (2012)
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In a recent learning study (Wood & Andrew, 2021), Brunei economics teachers
came to see how they could teach a sophisticated understanding of price determina-
tion in a fraction of the time it had previously taken them by introducing students
to supply and demand diagrams juxtaposed to bring to their awareness the effect on
price of changes in supply and/or demand and changes in the elasticities (responsive-
ness) of supply and/or demand (Fig. 39.8). A pre- and post-test asked the students to
explain why prices in a time series would show sometimes gradual and at other times
steep changes under varying conditions prevailing in a market. Figure 39.9 shows
the results before and after the teaching intervention.

In exit interviews, the teachers reflected on their ways of handling the object of
learning price in the learning study and compared this with their previous way of
working with it. One reported:

Teachers always want to catch up with the syllabus. Fromwhat I can see here, we just have to
plan the activity structurally with a specific lesson objective, and then make sure the activity
can connect to the next one, which I did. That’s why it’s faster for me now instead of lagging
behind my syllabus … because my students get it. I’m really grateful that I am in this PD.

Another observed:

For example, before we only teach what the scheme says. When we teach about demand,
students only learn factors affecting demand, what causes demand to shift to the right and left
… But when we attend [this LS], it’s different … not only teachers are learning something
different, students also learn … the knowledge is more expanded, more diversified … we
are learning out of the box basically.

She went on to explain how the four integrated activities involving systematic
variation in demand, supply, elasticity of demand, and elasticity of supply impacted
on her role as a teacher:

The activities 1, 2, 3, 4, they’re all connected … I did not guide them [the students] all
the way, it’s just them doing it because it’s connected … the activities do not stop halfway.
Usually I cannot finish my lesson, I always have to carry forward … but here the students
get it straight away … and I finish it.

These teachers appear to be confirming that learning study can be an effective
means to develop teachers’ PCK in so far as they learnt a new way of handling
the object of learning price—in contrast to their usual textbook chapter sequential

Fig. 39.8 Effect on price of varying supply in markets with different elasticities of demand
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School: 

A 
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C
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D 
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Pre Post Pre Post Pre Post Pre Post 

1 (Y9) 0 0 10 2 10 1 2 19 

2 (Y9) 0 0 14 5 4 11 0 2 

3 (Y9) 8 0 4 0 0 4 0 8 

4 (Y9) 1 0 1 0 8 0 0 10 

5 (Y11) 0 0 3 1 3 2 1 4 

6 (Y11) 0 0 4 0 10 0 0 14 

7 (Y10) 0 0 1 1 10 2 5 13 

8 (Y11) 1 0 1 0 2 1 1 4 

9 (Mixed) 0 0 6 6 18 17 0 1 

No. of 

students 

10 

(8%) 

0 

(0%) 

44 

(34%) 

15 

(12%) 

65 

(51%) 

38 

(30%) 

9 

(7%) 

75 

(59%) 

Fig. 39.9 Students’ pre- and post-test conceptions of factors determining price

approach—which proved to be a powerful learning experience for their students,
and others of their colleagues participating in the professional development activity
concurred.

Conclusion

In Brunei, the provision of education has expanded rapidly after its independence
in 1984. The Government of Brunei Darussalam has always been committed to
educational success. SPN21 is the catalyst that has reinforced the MOE’s commit-
ment to evolve. Yet changes come slowly in Brunei as educational reform tran-
sits through principles, standards, and ingrained practices. Currently, the model for
teacher education is based on the identification and assessment of seventeen compe-
tences for teaching. Stigler and Hiebert (1999) in The Teaching Gap explored the
factors leading to successful teaching in the light of the Third International Mathe-
matics and Science Study (TIMSS). They identified lesson study (or jugyō kenkyū)
as the source of Japanese teachers’ success. For example, observing, with reference
to the subject of mathematics, that:



784 K. Wood et al.

In Japanese lessons, there is themathematics…and the students…The students engagewith
the mathematics, and the teacher mediates the relationship between the two. In Germany,
there is the mathematics as well, but the teacher owns the mathematics and parcels it out
to students as he sees fit … at just the right time. In US lessons, there are the students and
there is the teacher. I have trouble finding the mathematics; I just see interactions between
students and teachers.

(Stigler and Hiebert (1999) The Teaching Gap, pp. 25–26).

In a competence-basedmodel of teaching, there is a real possibility that the impor-
tance of students’ engagement with subjects—the importance of the development
of teachers’ pedagogical content knowledge of subjects—will be lost. In the two
examples of lesson and learning study cited here, teachers report enthusiasm for the
insights gained and reveal the constraints on their implementation. This is a major
challenge for those wishing to improve learning and teaching.
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Chapter 40
Fast Growing Analog Economy
and an Urgent Need to Improve Its
Teacher Education Towards Digital
Transformation of the Lao PDR

Phanhpakit Onphanhdala and Vanvisa Philavong

Abstract This chapter provides a review and an analysis of pedagogical educa-
tion in Laos. Among the transition economies, Laos is a fascinating case study.
This tiny, high indebted, and landlocked country has seven million inhabitants and
shares its international borders with five neighbours. Currently, Laos is one of the
fastest-growing economies, a result of natural resource exports. Also, this country
reforms its international policies with regional integration, including China’s BRI.
Lao education development has remarkedly improved over the past decades but
remains weak in ASEAN, considering historical background. In current progress, it
has tremendous tasks to accomplish the SDGs. Throughout the difficulty, the Lao
government aspires to enhance teachers’ performance by improving pedagogical
education. This situation in Laos presents a unique opportunity to consider previous
and further national strategies and development plans of education, precisely teacher
qualification. According to the 9th Five-Year National Education Development Plan
2021–2025, there is an attempt to upgrade teachers’ performance by developing a
pedagogical curriculum toward innovative digitalization. It aims to supply qualified
teachers in four specific disciplines—science, technology, engineering, and math-
ematics—that must achieve national education development goals and elevate the
teaching profession in Laos in order to catch up with the international education
standards.

Keywords Laos · Pedagogical education · Transition economy · Innovation

Introduction

The Lao People’s Democratic Republic (hereafter, Lao PDR) is the only landlocked
country in the Southeast Asia surrounded by Cambodia, China, Myanmar, Thai-
land, and Vietnam. This country has been struggling to improve its economy since
the country’s revolution in 1975. After a major economic reform or Chintanakaan
Mai (New Thinking) in 1986, also known as the New Economic Mechanism, Lao
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PDR witnessed substantial structural changes in the economy, transforming from
a centrally planned economy to a market-oriented one and modernizing its human
resource bases. Over the past decade, Laos managed to sustain economic growth
with 5.5% in GDP on average (World Bank, 2021a). However, this country ranks
among the highest debt service ratio in developing countries.

The Ninth National Socio-Economic Development Plan 2021–2025 (the 9th plan)
continues to set out a number of strategies for furthering socio-economic devel-
opment, industrialization, and modernization of the Lao economy. The 9th plan
recognizes the importance of education and human resource development (HRD) in
achieving the social and economic objectives. Continued modernization, the shift to
a more knowledge- and technology-based economy, and increasing economic inte-
gration have ramification to improve the performance of its teacher education and
higher education sector. For instance, the Asian Development Bank (ADB), in its
recent analysis of the Lao economy and human resources, identified an increasing
shortage of educated and skilledmanpower as a critical constraint to inclusive growth
in Lao PDR’s transforming economy and a constraint on private sector growth and
economic diversification (ADB, 2011, 2012). Human development index shows that
Laos ranks at the medium level of human development (HDI, 2021).

However, Lao PDR has made considerable progress in lifting access to education
in response to increasing social demand and setting a lower secondary education for
compulsory education in 2015 (Law on Education, 2015). It further needs to improve
the quality and relevance of the teacher education system and institutions. One of
the key reasons affecting the low quality of education in the Lao PDR is the shortage
of qualified academic staff. Due to low salaries paid to academic staffs, education
institutes have difficulty retaining skilled and experienced academic personnel. It is
leaving institutes with too many young, underqualified, and inexperienced academic
staff. Lack of academic staff with advanced degrees is a key constraint on undertaking
research in innovative education development. This chapter examines the current
situation and future directions of development of Lao teacher education system and
institutes.

Teacher Education in Brief

Education During the French Colonial, 1893–1954

The traditional education of Lao society was centred in the village Buddhist temple
(Wat), known as the “temple education”. The Buddhist Monks (Sangha) taught chil-
dren in reading and writing. On the other hand, many Lao boys spent several months
as novices to study the Pali scripts of the Buddhist sutras (Cohen, 1975; Langer,
1971; Noonan, 2014). After France intervened in 1893, Laos’s public education
system changed by using a French model. The Laotian public education system
was administered by the Ministry of National Education that followed the French
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pattern. The education system served a small group of Laotian elites for administra-
tion. According to Cohan (1975), the French made the first effort to initiate a teacher
training program in Vientiane, the capital city of Laos, in 1909. The program aimed
to train Laotian teachers and retrain Buddhist monks for the secular educational
system. It was followed by three more teacher training schools in Luang Prabang,
Savannakhet, and Pakse in 1911 (Roberts et al., 1967; Cohan, 1975). In 1928, the
first teacher training school to train teachers for three-class primary schools from
grade 1 to grade 3 opened (Cohan, 1975). French was a communication language at
both primary and secondary schools. But Lao language was used in most elementary
schools as the medium of instruction, while students also needed to study French. It
implied that Lao teachers could communicate in French, while foreign teachers came
from France and other Indochina colonial countries. After the Laotian first indepen-
dence and immediate intervention of the USA in the 1950s, education sector assis-
tance beganwith the USOperationMission (USOM) Education Program 1956–1961
for teacher training (Noonan, 2014).

At the 1950s, the most important teacher training establishment was the Upper
Institute of Pedagogy (École Supérieure de Pédagogie) at Dong Dok, Vientiane, by
the French (Robert et al., 1967; U.S. Department of Labor, 1970; Weidman, 1999).
This institute offered four years of teacher training for the primary school. It also
had seven years and nine years of training courses for the secondary classes. In
1962, teacher training schools in Luang Prabang and Pakse offered 1-year program
of teacher instruction. In 1966, there was a teacher training school in Savannakhet
called “École Normale Savannakhet”, which established or probably reestablished
from a teacher training school since 1911. This school was confronted with training
programs for primary school teachers covering two provinces—Savannakhet and
Khammouane1 (the central provinces). There were four teacher training schools in
the academic year 1962/63 and increased to eight schools in 1968/69. In June 1969,
there were about 6000 primary school teachers and a total of 7089 public and private
school teachers at all levels (U.S. Department of Labor, 1970).

Lao Education Initiative in Liberated Zones—The Pathet Lao,
1947–1975

The liberated zone (Khet Potpoy) is the name given by the Pathet Lao2 to those
independent areas from the French under their control till December 1975 Revolu-
tion. In 1947, the first illiteracy eradication campaign was launched in Xamneua,
Houaphanh province, where it was the most crucial liberated zone. The signifi-
cant action of education development during this time was the establishment of the

1 See more information from http://savannakhet-ttc.edu.la/history/.
2 “Land of the Lao [people]”. Term originating the early 1950s referring to areas liberated from
French control. In the 1950s through 1975 it was widely used in Western literature to denote the
Lao revolutionary movement as a whole (Noonan & Noonan, 2021).

http://savannakhet-ttc.edu.la/history/
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first 4-grades primary school. More importantly, in 1962,3 the first teacher training
school was established to meet the educational purposes of the Pathet Lao’s direc-
tion (Sichaloen, 1994). It offered 1-year teacher training program for primary school
teachers. The first academic year had 59 pedagogical students. Three years later, the
teacher training school offered 2-years program to train secondary school teachers. It
aspired to fulfil the needs of education promotion in liberated zones (Onphanhdala,
2010).

Education was gradually expanded to other liberated zones, namely Xieng
Khouang, Phongsaly, Luang Prabang, and Khammouan provinces. It was an attempt
to promote literacy for all. As Langer (1971) stated, education was designed to serve
a dual mission. It must convey knowledge and skills while fomenting a revolutionary
spirit in the pupil. The first upper secondary school was established in Houaphanh
in 1968 and expand to Xieng Khouang in 1969 (Sichaloen, 1994). The number of
enrolments increased, which showed a significant improvement under the Pathet
Lao governance. In addition, the launching of the three-year educational develop-
ment plan was a milestone of education development during this period. The first
three-year plan was published in 1967 (Zeck, 2017). The Education Sector Devel-
opment Congress in Liberated Zone4 was first launched in 1965, and the second one
was held in 1974.

Lao Education Under the Lao PDR Governance, 1975–Present

In 1975, it was the year of Laos’s revolutionary and the introduction of Lao’s People
Democratic Republic (Lao PDR). Teacher training schools in liberated zones, and
those from a legacy of the French colonial were combined. Under the centrally
planned government, the “École Supérieure de Pédagogie” merged with the Normal
School of Viengsay (Houaphanh province) to become the University of Pedagogical
Institute (UPI), providing 4-year programs for the upper secondary school teachers.
The main campus was at Dong Dok, Vientiane, while there were two other campuses
in Luang Prabang and Savannakhet (Can, 1991; Weidman, 1999). During this time,
the education sector’s main challenge was a lack of teacher and teaching material
(Onphanhdala, 2015;Onphanhdala&Suruga, 2006, 2007).After themajor economic
reforms in 1986 (the policy known as Chintanakaan Mai or New Economic Mech-
anism), the Lao government began to transform the economy from the centrally
planned one to a market economy. Human resource development to meet the socio-
economic development needs was the immediate educational policy in Lao PDR
(MacKinnon&Thepphasoulithone, 2014). Educational policy focused on secondary
and vocational education (Onphanhdala, 2015; Onphanhdala & Suruga, 2006, 2007).

3 Vongsa (2018) stated that the first teacher training school was established in 1962.
4 Kong Pa XoumGnayViek Ngan KanSeuksa You Khet Potpoy.
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Before the mid-1990s, only teacher training colleges had teacher education
programs. Under the Prime Minister’s Decree on Establishing the National Univer-
sity in 1995, the National University of Laos (NUOL) was established in 1996. This
higher educational institute offered a bachelor’s degree in pedagogy at the Faculty of
Education, which maintained the stature of UPI. In the academic year 2012/13, two
more public universities offered teacher education programs: Champasak University
(the southern part) and Souphanouvong University (the northern part). A few years
later, Savannakhet University (the central part) initiated education faculty.

Teacher Education Institutes

At present, there are three types of teacher education institutes in Laos: (i) teacher
training college (TTC), (ii) specialized teacher training college, and (iii)Faculty
of Education (FED) at four public universities.5 There are eight TTCs, including
Luang Prabang TTC (since 1959), Dongkhamxang TTC (1960), Pakse TTC (1962),
Khangkhay TTC (1962–63), Savannakhet TTC (1966), Bankern TTC (1968), Luang
Namtha TTC (1968–1969) and Salavan TTC (1970). Five specialized TTCs include:
Fine Arts TTC and Physical Education TTC; other two Buddhist colleges are
Ongtue Buddhist TTC and Champasak Buddhist TTC; and the Vocational Educa-
tion Development Institute (VEDI). While TTCs have played a crucial role in
teacher education, public universities have a shorter history starting from the mid-
1990s. Four public universities confront with a degree-level program and continuing
programs for general and higher education. There are National University of Laos
(NUOL), Champasak University (CU), SouphanouvongUniversity (SU), and Savan-
nakhet University (SKU). These public universities offer a degree-level program for
upper secondary teachers. Only the NUOL has a master’s degree of education in
three programs: (i) educational management, (ii) curriculum and teaching, and (iii)
educational locality development (Table 40.1).

Teacher Training Colleges supply teachers for general education up to the upper
secondary class. The number of teacher-students up to secondary education from
TTCs increased significantly since 2010/11 (Table 40.2). Educational policies were
promulgated to promote primary and secondary education. Teacher training colleges
increased a number of teacher-student enrolment in an attempt to solve an insufficient
teacher nationwide. The teacher education plan addressed this issue by increasing the
number of pre-school teachers, pre-service of primary and secondary school teachers.
From 2010/11 to 2014/15, there were more than forty thousand trained teachers.
Although, teacher allocation only covered in urban areas, and several teachers were
in waiting-recruitment. In 2019, the MOES intended to reduce new enrolment by
around 14%6 and promote training quality for in-service teachers up to secondary
education. It also promulgated handbooks for teacher qualification assessment as

5 For more details see Noonan & Noonan (2021), pp. 94.
6 MOES (2019).
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a guide to improve teaching quality. All eight TTCs improved teacher education
curriculum for primary school by adding two more weeks of practice from 10 to
12 weeks. More advanced teaching materials such as natural science experimental
equipment, and audiovisual rooms were also settled (Table 40.3).

Four public universities run pedagogical programs to train general education
teachers up to secondary grades and higher education. They offer a bachelor’s
degree and a diploma (continuing programs) to graduates. As the government
aspired to improve higher education between 1996 and 2010, which counted as
public and private higher education institutes growth’s period (Onphanhdala, 2015;
Onphanhdala & Suruga, 2006, 2007). Several higher education institutes remarkably
increased in quantity. In 2011, however, education policy shifted to reduce private
higher education institutes. The numbers of pedagogical students from education
faculty still increased since the mid-2000s, and this number stayed around two thou-
sand for a half-decade. In 2010/11, there were more than four thousand (Table 40.4).
It implied a policy implementation delayed due to low demand and inappropriate
supply of pedagogical students in higher education institutes. Since 2016, enrolments
then gradually declined (Table 40.5).

Governance

Institute Governance

MOES is the line ministry primarily responsible for governance and management of
the Lao PDR education system as stipulated in the Education Law 2015 (amended
version). MOES must: (i) formulate laws, decrees, policies, regulations; (ii) develop
a strategic plan and related plans, and a framework, including National Educa-
tion System Reform Strategy (MOE, 2008), Education Sector Development Frame-
work (MOE, 2009), Teacher Education Framework and Development Plan (MOE,
2010), 5 Years Development (MOES, 2011, 2015, 2020), annual reports, and plans
for next academic year; (iii) approve curriculum design, academic standards, the
design of educational facilities, the management and training of teachers, the quality
of educational provision, and the establishment of new programs and institutes
(Fig. 40.1).

The governance of pedagogical institutes in Laos is quite complicated. For
instance, four public universities are under the Department of Higher Education
(DHE) management, MOES. Meanwhile, the Department of Arts and Physical
Education (DAPE) supervises two specialized TTCs—Fine Arts TTC and Physical
Education TTC. Two Buddhist colleges fall under the supervision of the Buddhist
Fellowship Organization of Lao PDR.

Based on the Minister’s decision on teacher education department establishment
in 2018 (amended version), theDepartment of Teacher Education (DTE)works under
theMOES supervision (Minister of Education and Sports, 2018). It is responsible for
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Fig. 40.1 Governance structure of teacher education institutes in Lao PDR. Source: Authors’
compilation from Prime Minister (2020), Minister of Education and Sports (2018), Minister of
Education and Sports (2020a, b, c), Ministry of Education (MOE) and Ministry of Education and
Sports (MOES)

teacher education, train, continuing to develop the teaching profession. Its respon-
sibility must align with the ministry’s education sector development plan. Under
this department, the eight TTCs responsible for implement pedagogical teaching,
training, and developing the teaching profession. All types of TTCs share the same
structure regarding theMinister’s Decision on an Establishment and Implementation
of Teacher Training College in 2020 (Minister of Education and Sports, 2020c).

Teacher education institutes also work with the teacher development centre in
order to enhance Lao teachers’ competency and ensure education quality. This
chapter examines Lao teacher education’s current situation and future direction by
focusing on eight teacher training colleges and four public universities. Specialized
TTCs are excluded.

Public Spending

As a proportion ofGDP, public expenditure on education increases from1.5% in 2000
to 2.8% in 2010 and 3.5% in 2015. However, Lao PDR still ranks among the lowest in
ASEAN member states regarding education spending relative to GDP (World Bank,
2021b). Public expenditure on teacher education was relatively small, represented
2.2% of education expenditure and only 0.3% of total government expenditure. In
the same circa, public spending on higher education showed the highest share in
education spending, which accounted for around 6.0%, and 0.8% of public spending.
More than 90% of teacher and higher education spending is recurrent spending,
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Table 40.6 Proportion of teacher education expenditure

2009/10 2011/12 2013/14 2015/16

% of Education sector 1.71 3.19 2.77 2.18

% of Government expenditure 0.22 0.38 0.37 0.27

% of GDP 0.05 0.10 0.12 0.08

Source Ministry of Education (MOE) and Ministry of Education and Sports (MOES), Annual
Reports (various years)

Table 40.7 Proportion of higher education expenditure*

2009/10 2011/12 2013/14 2015/16

% of Education sector 14.88 8.89 7.99 5.96

% of Government expenditure 1.91 1.05 1.06 0.75

% of GDP 0.44 0.27 0.35 0.21

Source Ministry of Education (MOE) and Ministry of Education and Sports (MOES), Annual
Reports (various years)
Remarks *Total higher education spending

with the bulk of that spent on salaries. Despite this, the salary level is insufficient
in order to attract and retain qualified teaching staff. Resources for maintenance,
renovation, infrastructure improvement, and academic and staff development are
virtually nonexistent (apart from external aid). It is one of the major constraints to
improve research and innovative education (Tables 40.6 and 40.7).

The National Teacher Education Setting

Curriculum

The basic education system changes to “5 years of primary + 4 years of lower
secondary + 3 years of upper secondary, or 5 + 4 + 3” from “5 years of primary
+ 3 years of lower secondary + 3 years of upper secondary, or 5 + 3 + 3”. It is a
result of an additional grade of lower secondary education since 2010/11. Therefore,
the pedagogical education system is designed to support students who graduate with
11-years and 12-years of schooling. Eight TTCs offer pre-service training for future
pre-school, primary, and secondary school teachers with a certificate, diploma, and
bachelor degree. It implies that, during years at TTCs, pedagogy is provided to train
teacher–students for general education.

As shown in Table 40.8, the “9+ 3” system is a TAFE diploma program offering
a pedagogical certificate to graduates. It requires nine schooling years (5-years of
primary + 4-years of lower secondary) and 3-years of studying at TTCs. An addi-
tional two years of training is a continuing program for more pedagogy practical
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Table 40.8 Teacher education programs at TTCs

Title Schooling
Required on
Entry

Years Required
at TTC

Upgrading/Continuing

Diploma 5 + 3 + 2 5-years primary
education

3 2

Diploma 9 + 3 5-years primary
education
+ 4-years lower
secondary
education

3 -

Diploma 9 + 3 + 2 3 2

Higher Diploma 12 + 2 5-years primary
education
+ 4-years lower
secondary
education
+ 3-years upper
secondary
education

2

Bachelor Degree 12 + 4 4

Higher Diploma 12 + 2 + 2 2 2

11 + 5 5-years primary
education
+ 3-years lower
secondary
education
+ 3-years upper
secondary
education

5

11 + 1 + 2 5-years primary
education
+ 4-years lower
education
+ 1–3-years
professional
education

1 2

11 + 3 + 2 3 2

11 + 3 + 2
+ 3

3 2 …

Source Lao Government (2015), MOES (2021)
Remarks *No distinction between lower and upper secondary teachers, **at two Sangha TTCs
aNatural science, social science, and English; bMath, chemistry, and English; cto teach Buddhism
principle, Lao literature, mathematics, and English at secondary education

experience. The “12 + 2” system also provides a higher diploma that requires 12
schooling and 2-years of teacher training. On the other hand, the bachelor’s degree
is the “12 + 4” system at both TTCs and four public universities nationwide. Due
to an inadequate teacher allocated in ethnic villages, the “5 + 3 + 2” system offers
a five-grade curriculum for teachers to teach girls from ethnic groups in rural areas.
New enrolees who graduated with 11 years of schooling can entrance the “11 + ”
system, which primarily confronts continuing programs. For instance, the “11 + 3
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+ 2” system requires 11 schooling years, three years of teacher training, and two
more years for upgrading courses.

According to the 2019/20 MOES annual report, there are more than ten thou-
sand teachers nationwide. Pre-school pupils–teacher ratio is 17, a ratio at primary
education level is 22, a ratio at lower secondary education level is 12, and a ratio
at upper education level is 6. The ratio is lower than the benchmark stated in the
Teacher Education Framework and Development Plan (MOE, 2010). It is true in
some advanced schools in an urban area, but it shows a different story in rural areas
where teachers are insufficient to provide education to children.

Qualifications

General Education Teachers

Teacher qualification requires advanced teaching competency for fulfilling education
sector purposes on broadening access to quality education for all. A teaching qualifi-
cation is the minimum requirement of teachers’ practising. It ensures teacher educa-
tion quality to improve the teaching profession and performance. Several teacher
qualification handbooks are edited by the teacher education department, MOES,
with international organizations’ assistance.

Regarding the development and implementation of the national new curriculum
for grades 1–5, a primary school teacher’s handbook was approved under the Decree
on an Approval of Experiment of Teaching Qualifications of Primary Education
Teacher in 2019 (Minister of Education and Sports, 2019). This handbook consists
of improving teacher education and strengthening support systems such as planning,
management, and monitoring of teaching guides under the DTE’s supervision, with
support from the BEQUAL.7 The guidelines and framework were edited based on
lessons frommanymodels such as the Australian professional standards for teachers,
the SEAMEO teaching competency standards; the Singaporean teacher education
model for the twenty-first century; and the US teacher assessment, and core teaching
standards.

There are four dimensions and 11 qualifications as a benchmark to advance teacher
quality and assess teaching performance (Table 40.9). Teachers can use the standards
to recognize their current and developing capabilities, professional aspirations, and
achievements. The standards also confront four career stages to guide the prepara-
tion, support, and development of teachers. (i) Graduate teachers have completed
a qualification that meets the requirements of a national program of initial teacher
education. It is for improving graduates’ knowledge to become competent teachers.
(ii) Proficient teachers create effective teaching and learning experiences for their
students. (iii) Highly accomplished teachers are skilled classroom practitioners to

7 Basic Education Quality and Access in Lao PDR, see more information: http://www.bequal-laos.
org/about-bequal/overview/.

http://www.bequal-laos.org/about-bequal/overview/
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Table 40.9 Teaching standards of primary school teachers

4 Dimensions 11 Qualifications

1. Knowledge about students 1.1. Know students
1.2. Know how students learn
1.3. Develop positive and safe learning
environments

2. Knowledge about each subject and
curriculum objective

2.1. Subjects
2.2. General education curriculum (this case is
primary education curriculum)

3. Knowledge about teaching 3.1. Planning and implementing an efficient
teaching program
3.2. Teaching approach—delivery lessons and
contents to students
3.3. Assessment, recommendation, and reporting of
students’ performance

4. Teaching profession responsibility 4.1. Expression of career attention
4.2. Ethics of the teaching profession
4.3. Support peer profession, child parents/carers*,
and community

Source DTE (2019)

advance their own practice. (iv) Lead teachers are skilled in mentoring teachers and
pre-service teachers that develop knowledge, practice, and professional engagement
in others.

Basic approaches to assess teacher standards are teaching materials, teaching
records, students’ papers, examination results, and director’s reports.

Higher Education Teachers

Table 40.10 shows the qualifications of faculty and staff members in four universities
in 2014/15. Due to data availability, only the NUOL displays information in 2019/20.
It is obvious that most members hold only a bachelor’s degree in all universities,
which accounts for around 44.8%. While PhD holders account for approximately
6.7%, most of them belong to the NUOL. It is similar to master’s degree holders that
also belong to this oldest university. It implies that teaching staff’s qualifications in the
other universities remain low and insufficient. Although all data for general education
institutes8 are not available, based on TTCs’ curriculum and enrolment, teaching
staffs’ qualifications are mixed between TAFE, TAFE diploma, higher diploma, and
hold a bachelor’s degree. These higher education institutes tend to have a lower
qualification of academic staff comparing to the MOES strategy that requires 30%
of PhD staffs (actual is 6%), 60% of master degree staffs (actual is 40.3%), and 10%
of bachelor degree staffs (actual is 44.7%).

8 Pre-, primary, lower secondary, and upper secondary schools.
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Table 40.10 Qualifications of faculty and staff members in four public universities, 2014/15

PhD Master Bachelor Others Total

NUOL* 182
(40)

969
(410)

572
(345)

54**

(35)
1,777
(830)

SKU 4
(0)

20
(6)

201
(90)

37
(25)

378
(178)

SU 4
(0)

106
(20)

266
(81)

15
(7)

391
(108)

CU 6
(2)

83
(19)

272
(103)

20
(8)

381
(132)

Total 196
(42)

1,178
(455)

1,311
(619)

126
(75)

2,927
(1,248)

Source MOES, Annual Report 2015, *NUOL (2020)
Remarks: *the academic year 2020/21, **4 of them holds a postgraduate. Females in parentheses

On the other hand, there is an insufficient academic staff who has an advanced
academic title. For instance, at the NUOL, only two lecturers hold professor title
and 83 lecturers hold associate professor title. More than 70% of staff members
do not have pedagogical certificates. For TTCs, the teaching staff qualification is
also mixed. For example, at Savannakhet TTC, only one lecturer has PhD, 24.3%
of staff hold a master’s degree, and 57.9% of staff hold a bachelor’s degree (the
academic year 2018/19). At Bankern TTC, its staff members who hold master degree
accounts for around 35.0%, 46.7% of all staffs have a bachelor’s degree, and only
one lecturer has PhD, as in the same academic year. Most overseas scholarships go
to general students, while a few Lao teachers receive these scholarships to enhance
their capabilities. Therefore, teacher training programs are operated domestically.

Innovation and Professional Development

The Lao government initially focused on improving teacher quality and broadening
access to education since the beginning of the market economy reform in 1986.
MOES increasingly paid more attention to the quality of teacher education and
higher education by setting the National Quality Assurance Framework for Teacher
Education (NQAF-TE), as shown in Fig. 40.2. Quality assurance (QA) relates to a
continuous process of evaluating (assessing, monitoring, guaranteeing, maintaining,
and improving) the quality of education system, institutions, or programs, mainly
in higher education9 (UNESCO, 2006).Besides, MOES also joined the projects in
which in networking with the Greater Mekong Subregion (GMS), in collaboration
with the Southeast Asia Ministers of Education Organization-Regional Center for

9 Teacher Training Colleges are counted as higher education institutes.
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Fig. 40.2 National quality assurance framework for teacher education. Source DTE (2016)

Higher Education andDevelopment (SEAMEO-RIHED), and established the Educa-
tion Standards and Quality Assurance Center (ESQAC) in 2008. A decade later,
the ESQAC changed to Department of Education Quality Assurance regarding the
decision of Minister of Education and Sports (2020d).

Besides MOES assessment through ESQAC, NUOL implemented a QA frame-
work modelled on the ASEAN University Network (AUN), namely ANU-QA
(Moxom & Hayden, 2015). Educators from the Lao PDR first joined AUN-QA
training in 2002. Since then, several trainings and awareness on QA have risen within
MOES andNUOL.Unofficially, NUOLhas translatedAUN-QAManual into the Lao
language, and five faculties in NUOL have completed self-assessment according to
AUN-QA Manual (AUN, 2007). Up-to-date, only NUOL has implemented the QA
framework of AUN, while remaining public universities are yet fully involved in this
process (Inui & Onphanhdala, 2013).

Based on the National Quality Assurance Framework for Teacher Education
(NQAF-TE),the minimum teacher education QA for TEIs consists of 10 stan-
dards and 50 indicators: (i) vision, mission, and goal (3 indicators), (ii) gover-
nance and management (6 indicators), (iii) personnel development (8 indicators),
(iv) curriculum (5 indicators), (v) teaching performance (3 indicators), (vi) student
enhancement (7 indicators), (vii) learning environment and knowledge sources
(8 indicators), (viii) information and communication technology (3 indicators),
(ix)internal QA system (4 indicators), and (x) research and academic performance
(3 indicators). Each indicator has 5 scores from 1 to 5 where 5 denotes excellent, 4
denotes good, 3 denotes moderate, 2 denotes poor, and 1 denotes very poor. There is
a doubt that this minimum requirement is a sufficiency in teacher education qualifi-
cation, while teachers’ academic performance remains poor. It is suggested that the
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MOES should enhance regional and international cooperation in order to reform and
improve the teacher education sub-sector.

An idea to promote TTCs and higher education institutes to theCenter of Develop-
ment (COD) or theCenter of Excellence (COE) occurred in the late 1990s. It received
much attention a decade later. TheMOES initiative implemented TTC quality devel-
opment in early 2007 and drafted the first TTC quality assessment handbook in 2008.
For all this time, the MOES also published plans, manuals, qualification guidelines
to improve teacher education, assessment, assignment, and quality assurance. For
instance, (i) teacher education institute quality assurance handbook (DTE) in May
2010, (ii) minimum qualification of higher education institute guideline in July 2013,
(iii) teacher assignment plan handbook in December 2013, (iv) teacher performance
monitoring and assessment (TPME) handbook, December 2013, (v) teacher educa-
tion institute assessment handbook (DTE), amended in July 2013 and April 2014.
However, there were no clear standards, indicators, and guidelines for QA frame-
works. The slow implementation showed the release of the latest version of the COD
and COE handbook in April 2016 by the Department of Teacher Education (DTE,
2016; Minister of Education and Sports, 2016).

Based on the COD and COE handbook, there are four levels to reach COE devel-
opment: preparation stage, initiative stage, Center of Development, and Center of
Excellence. In order to promote TEIs to become the Center of Excellence, it requires
100 scores that consist of 50 scores in teaching quality criterion, 25 scores in research
and publication, 20 scores in dissemination and integration, and another 5 scores in
institution qualification at national and internally levels. The Center of Develop-
ment requires 80 scores. However, TTCs’ performance is poor, and the development
process is slow that difficult to catch up with the international standard. For example,
at Savannakhet TTC, an institute assessment in 2016, shows that this TTC is at an
initial stage with a score lower than 50. According to the ASEAN Citation Index
(ACI), the bibliographic records and the citations of all quality ASEAN research
outputs in the ASEAN scholarly journals, only Lao journal publications show no
citation. In contrast, Cambodian journal articles show two citations, Myanmar has
two citations, and Vietnamese journals have 20 citations.10 It implies a slow and poor
process in innovative education in Laos.

Discussions and Future Directions

The Lao PDR has determined to break away from its status as the least devel-
oped country by 2025 and aims to secure a full-fledged position within the ASEAN
community.However, the teacher and higher education in this country are categorized
as latecomer. Considering the current situation of teacher education development, it
is not relevant to make any judgements. Lao PDR is far from the start-line regarding

10 See more details from https://asean-cites.org.

https://asean-cites.org
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the international standards. Teacher training programs are mainly available domesti-
cally, while scholarship winners are non-pedagogical pupils studying aboard. Only a
few teachers have advanced academic titles such as professor and associate professor.
An advanced qualified teacher is insufficient to ensure teaching quality at all levels.
It is available only at NUOL that the oldest public university in the country. More-
over, several higher education teachers never attained teacher training programs. It
implies the qualifications of teaching staff that remain low and insufficient. Based on
the ASEAN Citation Index (ACI), Lao academic publications at the regional level
do not have any citations. On the other hand, the COE development process is slow.
It takes almost a decade to upgrade TTCs, but most of them are at initial stage. It
relates to public expenditure on the teacher and higher education as its proportion of
GDP ranks among the lowest in ASEAN.

Such quality improvements must be accelerated to pave the way towards
narrowing development or human resource gaps betweenLaoPDRandotherASEAN
countries. In addition, it is essential to receive an attention by external assistance
agencies and foreign universities, which would be able to offer scholarships for post-
graduate degrees to teacher-students. Besides, the Lao government should establish
student loan or scholarship schemes for studying abroad. It should be strength-
ened and consolidated by conducting governance and management, teaching and
research capacity development activities with universities at the subregional level.
This is promoting harmonization among member universities in the GMS in terms of
QA and credit transfer systems, which complements networks of universities, most
importantly, the AUN.

There are many challenges in Lao education development. Although teacher
education such as curriculum, manuals, and methods are improved, it is still slow
to meet current requirements and its implementation is limited. There are trained
and upgrade in-service teachers domestically, but lesson contents delivery is poor.
Several teaching staffs are unqualified to create and implement new curriculum to
meet social demand. The cooperation between public and private sectors is inef-
ficiency. The level of incentive is also insufficient to attract qualified entrants for
pre-service teachers and to retain qualified teaching staffs.

MOES further intends to reform the general education to build a strong funda-
mental of education. It includes curriculum improvement, in-service teacher training,
and teaching standards setting. Regarding the education sector development strategy,
it plans to separate curriculum for upper secondary education into two programs
such as natural science and social science. It aims for preparing students’ readiness
to continue studying in higher education program. For academic performance, it is
essential to upgrade teaching staff quality for developing curriculum and meeting
national teaching standards both in regular curriculum and international curriculum.
It aspires to reform education scheme to attract qualified entrants and retain qualified
teachers. The plan aims to upgrade teacher training colleges to teacher training insti-
tutes. In order to further advance education sector, vocational education also matters.
MOES perceives to improve its in-service teacher, curriculum, and institutes (Special
Report, 2021). The curriculum intends to develop an entrepreneurial concept among
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its students which would encourage graduates to become entrepreneurs. For voca-
tional education teachers, the QA should be implemented in vocational institutes to
ensure teaching quality as well as higher education institutes.
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Chapter 41
Renovation in Curriculum Design
and Training Programs for Teacher
Education in Vietnam

Cuong Huu Nguyen, Hai Thi Thanh Pham, and Huong Thi Pham

Abstract As a transition country in the Asia–Pacific Region, Vietnam has experi-
enced changes and innovations in almost aspects of the society. Education in general
and teacher education in particular in this country are no exception. This chapter first
briefly presents the national education system of Vietnam, especially the general
education system. Then, the chapter focusses on presenting some historical features
and analysis on the genesis of the teacher training system in Vietnam associated with
specific conditions of the political and institutional system as well as an overview
of its curriculum for teacher education from 1945, when the country gained inde-
pendence to present. The analysis will highlight milestones for the major system
and program changes associated with general education reforms. The genesis of the
general education program 2018 along with the new approach is also clarified in the
chapter. Finally, the chapter analyses the changes required to the teacher training
program in general and changes in curriculum for teacher education in particular in
response to the new general education curriculum as well as the current development
of science and technology.

Keywords Education reform · Teacher education · Curriculum development ·
Teacher training program · Transition economy

Introduction

In 2019, the total population of Vietnam reached 96.2 million people. Over one
third (36.5%) of the people from 15 years old get upper secondary education. The
youth literary rate is 98.41% (GSO, 2019). As a country in Asia and following
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Confucianism, Vietnam highly values and respects education. In the school year
2018–2019, there are 5.4 million children involved in pre-primary education, 8.8
million children studying in primary schools, 5.7 million children studying in lower
secondary schools, 2.7 upper secondary students, and 2.2 college and university
students. The total number of teachers in all education levels (from preschool
education to higher education) is over 1.2 million people (MOET, 2020).

Teachers have always played a vital role and been respected inVietnamese society.
The proverb “Không th`ây -d´ô mày làm nên” (Literal translation: “Nothing can
succeed without the help of the teacher”, meaning: “No guide, no realization”) has
been remembered by almost all Vietnamese people from generations to generations.
Consequently, teacher education received special attention from the government
and society. Together with higher education institutions offering teacher training
programs, Vietnam has dozens of universities and colleges specializing in teacher
training. By law, students enrolling in teacher education programs are exempt from
tuitions fees and get allowance (The Government, 2020).

Teacher education in Vietnam has experienced changes during the past few
decades. In the past, teacher training programs had to follow curriculum frameworks
issued by the Ministry of Education and Training (MOET). In recent years, univer-
sities are autonomous to develop their own teacher training curricula. However,
these curricula must submit to MOET for approval. The new general educational
curriculum promulgated by MOET in 2018 and Education 4.0 have significantly
affected policies and practices of teacher education in Vietnam. A project at the
national level has been carried out byMOET to re-plan the network of teacher training
institutions in Vietnam (Pham et al., 2020). This chapter focusses on dicussing
renovation in curriculum design and training programs for teacher education in
Vietnam.

An Overview of Vietnam’s National Education System

In 2016, the Vietnamese Prime Minister introduced new regulations on the struc-
tural framework of the national education system and the national qualification
framework. The structural framework of the national education system includes
formal education and continuing education. The education and training levels of
the national education system include: (a) preschool education including kinder-
garten and kindergarten education; (b) general education including primary educa-
tion, lower secondary education, and upper secondary education; (c) vocational
education training for elementary, intermediate, and college levels; (d) higher educa-
tion training for bachelor, master’s, and doctoral degrees (Prime Minister, 2016a).
Figure 41.1 highlights the national education system of Vietnam. The national quali-
fication framework includes eight levels: Level 1—Elementary I, Level 2—Elemen-
tary II, Level 3—Elementary III, Level 4—Intermediate, Level 5—College, Level
6—Bachelor, Level 7—Master, and Level 8—Doctor (Prime Miniser, 2016b).
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Fig. 41.1 Structure framework of Vietnam’s national education system (Prime Minister, 2016a)

During the past ten years, general education in Vietnam has made significant
improvement in school enrollments. The enrollment rates at the correct school
entry age for primary education, lower secondary education, and upper secondary
education reached 98.0%, 89.2%, and 68.3%, respectively (GSO, 2019). Table 41.1
presents statisictics of preschool education, primary education, lower secondary
education, and upper secondary education in the school year 2018–2019.

Vietnamese higher education includes both colleges and universities. There are 30
teacher training colleges and 28 others offering teacher training programs. There are
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Table 41.1 Statistics of Vietnam’s general education (MOET, 2020)

Education
level

Number of
institutions

Number of
students

Number of
teachers

Student/class
ratio

Student/teacher
ratio

Preschool
education

15,476 5173,192 326,332 29.24 16.85

Primary
education

13,970 8506,562 390,754 30.49 21.77

Lower
secondary
education

10,911 5455,875 294,097 35.90 18.55

Upper
secondary
education

2,842 2563,431 141,853 38.59 18.07

236 universities (172 public institutions and 65 private institutions) with 1,526,111
students and 73,312 full-time lecturers (MOET, 2020).

Education Reform in Vietnam After “Doi Moi” (Renovation)

Vietnam carried out the renovation (Doi moi) from the years 1985–1986 with the
viewpoint of developing a planned commodity economy, many sectors moved to
socialism, and reformededucation.Then, the education sector hadpolicies to promote
the national education to adapt to the new conditions (Dang & Pham, 2019). Many
countries around the world consider investment in education and give top priority
to the development of the country. Comprehensive human education is an inevitable
trend (Ha&Tran, 2013). There aremany trends in educational development and inno-
vation such as the trend of education globalization, the trend of continuing education
and lifelong education, reform of education curriculum, andmethodology innovation
in teaching (Dang, 2017).

The socio-economic development strategy from 2011 to 2020 focusses on
improving the quality of human resources. Obviously, good quality human resource
development is a strategic breakthrough. Vietnamese education implements a
fundamental and comprehensive renovation towards standardization, moderniza-
tion, socialization, democratization and international integration, and education and
training with the mission of improving the population knowledge, human resource
development, talent fostering, making an important contribution to developing the
country and building Vietnamese culture and people (Vietnam Central Executive
Committee, 2013).

Every year, the Government of Vietnam invests about 20% of the national budget
in education. This amount is distributed to teachers’ salaries and other activities
(usually 90% and 10%, respectively). However, there is no formal audit system in
place, and these rates sometimes vary from school to school.
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General education aims to comprehensively develop learners in terms of morality,
intelligence, physicality, aesthetics, basic skills, personal capacity development,
dynamism and creativity, forming the socialist Vietnamese human personality and
civic responsibility; preparing learners for continuing their higher education, voca-
tional education or participating in labour, building, and defending the country
(National Assembly, 2019).

Recent studies show that the Vietnamese education system is generally relatively
homogeneous. Results from PISA 2012 reveal that Vietnam exhibits above-average
parity in educational opportunities. The difference in the effectiveness of student
education related to the difference in socio-economic status is below average. Addi-
tional evidence from youth life studies shows that the impact of family origin on
differences in educational attainment in Vietnam is lower than in India and Peru. In
the same school, students with difficult circumstances still have as much effort to
study as their friends (Rolleston, 2014). However, Vietnam’s general education still
has many shortcomings. The quality of education is low and has not really met the
needs of learners. It has not kept up with the changes of the country in the period
of industrialization, modernization, and international intergaration (Dang, 2015).
The general education program heavily emphasizes on absorbing a lot of general
knowledge, and not much focus on the development of the competencies of learners.
Therefore, a comprehensive fundamental reform of education in Vietnam is oriented;
education and training development is to enhance people’s knowledge, to train human
resources, and to foster talents (Vietnam Central Executive Committee, 2013).

Before 2018,MOET issued theEducation andTrainingProgram to be used nation-
wide. The current curriculum for high school includes curriculum at each grade level
(primary, lower secondary, and upper secondary). Each curriculum level includes: (i)
general issues, objectives, scope, structure and content requirements of education,
method and form of organization of educational activities, assessment of the educa-
tion results at different educational levels; (ii) curriculum of subjects and educational
activities at the educational level; and (iii) standard knowledge, skills, and attitude
requirements for learners. According to Dang (2015), the basic ideology of funda-
mental and comprehensive education reform consists of: (1) moving from the way
of educating the content to the education of capacity development for learners; and
(ii) moving from passive learning, waiting for teachers’ knowledge transmission,
knowledge reappearance in exams to proactively building knowledge, developing
practical action capacity.

From 2018, Vietnam has renewed the general education program in order to meet
the goals of a fundamental and comprehensive change in the quality and efficiency of
general education. Some main features of this new program include (1) combining
literacy, human education, and career orientation; (2) contributing to moving an
education on imparting knowledge to an education that develops comprehensively
in both qualities and abilities; (3) harmonizing morality, mind, body, beauty; and (4)
promoting the best potential of each student (National Assembly, 2014).

The new general education program after 2018 concretizes the goals of general
education, helps students master general knowledge to know how to effectively apply
knowledge and skills in life and lifelong self-study. This newprogram is also expected
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to help students to choose a suitable career, know how to build and develop harmo-
niously social relationships, have a rich personality and spiritual life, thereby having
a meaningful and contributing life. Consequently, students can actively participate
in the development of the country and humanity (MOET, 2018). The government
and MOET set a road map for implementing reform of general education. The new
general education curriculum and textbooks for each education level (primary and
secondary education) would start to apply from the school year 2018–2019.

New General Education Curriculum (2018 Curriculum)

National Policies Related to the Development of New General
Education Curriculum

As other countries in the world, Vietnam has continually innovated its education
to improve the quality of the country’s human resources with abilities to adapt to
all variables and the dynamics of nature and society as well as to ensure sustain-
able development (Nguyen, 2017). The government promulgated Resolution No.
29/NQ-TW on fundamental and comprehensive reform of education and training.
The resolution aims to take actions to industrialize and modernize the country based
on the socialist-oriented market economy and internationalization. Two follow-up
key government documentswere then promulgated to actualize theVietnamCommu-
nist Party’s Resolution. First in 2014 Resolution No. 88/2014/QH13 was issued in an
attempt to renovate K12 textbooks and curriculum. A year later, in 2015, the Prime
Minister issued Decision No. 404/QD-TTg approving a plan for reforming general
education curriculum (GEC) and textbooks. Since then, the country started to design
a new general education curriculum based on the competence approach. The educa-
tional reform aims at creating a learning environment for students and encouraging
them to harmonize both physical and mental development. Students are expected
to learn actively and be confident in learning and personal growth with good quali-
ties and necessary competences to be responsible citizens. In addition, they will be
trained to become industrious and creative citizens and hence can meet the needs of
personal and professional development to re-identify and defend the country during
the age of globalization and the new industrial revolution (Nguyen, 2017).

As a result, in 2018, MOET officially announced the new GEC for K12 education
for the entire country (MOET, 2018). The new competence-based curriculum is
divided into two phases: (1) from grade 1 to grade 9—basic education and from grade
10 to grade 12—professional orientation. As of October 2021, the new curriculum
has been implemented for two years at the elementary level and first year for Grade
6. In 2022, the new GEC will be implemented at the upper secondary level. It is
expected that the new GEC will replace the 2006. Figure 41.2 demonstrates the
implementation road map of the new curriculum.
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Fig. 41.2 Road map of the new curriculum implementation (Nguyen et al., 2020)

Some Characteristics of the New Curriculum

As discussed in Sect. 4.1, on the purposes of the new GEC (so called 2018 GEC),
the new curriculum was expected to set a stone in reforming K12 education that
focusses more on practice and application of knowledge to real life as well as on
extra-curricular activities (MOET, 2018). This has led to the reduce of subjects in
the 2018 GEC. For the elementary level, there are nine subjects: the Vietnamese
language, math, a foreign language, lifestyle and ethics, nature and society, history
and geography, science, computer science and technology, and physical education
and arts. It is the first time, computer science and technology will be introduced at
this level. At the lower secondary level, student are required to take onemore subject:
civic education. For the upper secondary, students is required to learn Vietnamese
literature, math, a foreign language, physical education, and defence and security.
At this level, as the name of this stage—professional orientation, students will have
several pathways to select. They can choose among social sciences, natural sciences,
technology, and arts. It is also noted that student can select additional ethnic minority
language to study at all levels (Nguyen, 2017). In comparisonwith the 2006 currilum,
the new one has fewer subjects (13 vs. 17. 2018 GEC integrates various science
subjects into one at the lower secondary level (Nguyen et al., 2020) (see Nguyen
et al., 2020 for more details about the curriculum for all grades). Another difference
between the 2016 and 2018 GECs is that more than one textbooks sets are allowed
(Table 41.2).

As regards teaching and learning approaches, schools are required to organize real
life and experimental learning activities and topics instead of chunks of knowledge.
It was reported that due to the heavy workload (17 subjects) and knowledge required
to be taught, K12 teachers mainly use lectures to teach students. With fewer subjects
required in 2018 GEC, teachers are expected to change their teaching methods and
are now being trained to shift their teaching approaches for the new GEC. The
government is also trying to improve the working conditions to ensure the quality of
general education in Vietnam (Nguyen et al., 2020).

According toNguyen (2018), the new curriculum requires schools to arrangemore
time for outdoor and entertainment activities for students, as well as for developing
competences in practical areas. In addition to the required subjects, high school
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Table 41.2 Comparison between 2016 and 2018 GEC

No. Aspects 2006 GEC 2018 GEC

1 Orientation Content Competences

2 Stages One stage Two stages:
– Grades 1 to 9: basic
education

– Grade 10 to 12: professional
orientation with two types of
subjects compulsory and
elective

3 Approach to science
subjects

Individual ones for lower
and upper secondary levels

– For the the lower secondary
level: integrated science
subjects/Natural Science

– For the upper secondary
level: Individual ones:
Physics, Chemistry, Biology

4 Textbooks One set Many sets approved by MOET

5 Number of subjects 17 13

6 Teaching and learning
approach

Teacher-centred
Limited experimental
learning

Student-centred
More experimental learning

studentswill also be able to choose optional subjects in social science, natural science,
technology, and arts. The new curriculum is believed to be designed to ensure basic
and compulsory contents for students across the country while allowing localities
and schools necessary autonomy in developing educational plans based on the local
contexts including teaching and learning facilities. For students, it is expected that
they are active in exploring the lessons and applying the knowledge and skills in
practice. For teachers, their rolewill be shifted fromknowledge delivers to facilitators
of the learningprocess to help students developpredefinedqualities and competences.
Teachers are also granted autonomy in planning their schedule and selecting suitable
teaching methods in line with curriculum objectives and appropriate to students’
current levels and specific conditions.

Qualities in the New Curriculum

Related national policies and documents on the reform of general education
curriculum and textbooks, including the Resolution 29, Resolution 88, and Decision
404, clearly state the requirements for the general education curriculum, qualities,
and competences of learners. The Resolution 88 by VietnamCongress XIII identifies
that
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Reform of general education curriculum and textbooks is tomake radical and comprehensive
changes in the quality and effectiveness of general education; combining teaching knowl-
edge, teaching people and orienting careers. It should contribute to the transformation of the
education system from a knowledge-oriented one into the comprehensive education with the
aims of developing learners’ qualities and competences, harmony of mind and body, and the
best potential of each student. (Vietnam Congress XIII, 2014)

Nguyen (2017) argues that the concept of quality is defined as morality by the
VietnameseGoverment for the newcurriculumof general education. The requirement
of “comprehensive development in both qualities and competences” is understood of
building a comprehensive human being with virtue, which is assessed by behaviour,
while competence is judged by the effect of action.

The new curriculum identifies five main qualities: patriotism, compassion, dili-
gence, honesty, and responsibility for K-12 students. The rationale for deciding these
main qualities are the qualities of theVietnamese people as set forth in the Party docu-
ments on Vietnamese culture and people, including the Resolution No. 03-NQ/TW
dated 16 July 1998 on the development of a Vietnamese culture deeply imbued with
the national identity and the Resolution No. 33-NQ/TW dated 9 June 2014 on devel-
oping a Vietnamese culture and Vietnamese people for the country’s sustainable
development. The Resolution No.3 defines five groups of qualities that Vietnamese
people possess:

• The patriotism and self-reliance of the nation, the strive for national independence
and socialism, the will to lift the country out of poverty and backwardness; soli-
darity with the people all over the world during the struggle for peace, national
independence, democracy, and social progress;

• Collective consciousness, solidarity, striving for common interests;
• A healthy lifestyle, a smart way of living, saving money, honesty, humanity,

respect for national laws and community conventions; a sense of protection and
improvement for the ecological environment;

• Being hard-working, having technical, creative and high-productivity mind for
the sake of oneself, of the family, and of the society;

• Continuous training and development forprofessionalism, aesthetic, and physical
strength.

The Resolution No. 33 lists seven characteristics of the Vietnamese people: patri-
otic, compassionate, honest, solid, hard-working, and creative. Various discussions
have been taken place to combine these goverment policies and decide what qualities
the new curriculum should develop for students. Patriotism, compassion, diligence,
honesty, and responsibility are officially declared as five qualities of K-12 students
in Vietnam (MOET, 2018).
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Competencies in the New Curriculum

Nguyen (2017), the leader of the reform project in his article, also explains how
competence is conceptualized in the new curriculum. His team has reviewed related
literature related to the concept of competence, including the concept of competence
as defined by OECD, by D. Tremblay, in the Quebec-Canada High School Education
Program, and in studies by Hoang Hoa Binh and by Nguyen Lan Phuong. Based on
the results of literature review, the general education curriculum (2017) explains the
concept of competence as follows: “Competency is an individual attribute formed
and developed by virtue of availability and the process of studying and practicing
allowing people to synthesize knowledge, skills and other personal attributes such as
excitement, belief, will, etc., to successfully implement one type of activity to achieve
the desired results in specific conditions” (MOET, 2018).

From the above definition, Nguyen (2017) argues for the key features of
competence defined in the new curriculum:

• Competency is the combination of available substances and the learning and
training process of the learner;

• Competency is the integration of knowledge, skills, and other personal attributes
such as excitement, faith, will;

• Competency is formed, developed through activity, and reflected in success in
practical activities.

Therefore, students’ core competences are set in the new curriculum as follows:

• Generic competences for all academic subjects and activities that contribute to
the formation and development of autonomy and self-study; communication and
cooperation; problem-solving and creativity for students.

• Professional competences are formed and developed through specific subjects and
educational activities such as language, mathematics, natural and social studies,
technology, computer science, and physics (Nguyen, 2017).

Nguyen (2017) believes that new general education curriculum also contributes
to developing students’ special abilities (talents).

In summary, the three generic capacities and seven specialized competences
of the new general education curriculum in Vietnam are basically consistent with
the concept and list of core competencies identified in documents reviewed by the
team in chrage of the reform which are autonomy and self-learning, communicatio-
nand collaboration, problem-solving and creativity, language, mathematics, science,
technology, computing, aesthetics, and physics (Nguyen et al., 2020).
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Changes in Teacher Education in Vietnam in the Education
4.0

Education 4.0

In the World Economic Forum in 2016 in Switzerland, the Industrial Revolution
4.0 (IR 4.0) was the first time mentioned. Since then, IR 4.0 has led our world to a
revolution of changes in the way we live, work, and relate to one another (Schwab,
2016). Education 4.0 is a new term, and there is no standard definition yet. It means
a general approach or trend to prepare the future workforce for IR 4.0. which creates
an environment where computers, automation, and humans will work together in
completely new ways (Salmon, 2019). Furthermore, interests of twenty-first century
learners and skills for twenty-first century teachers are believed to be the cause
of the trend of Education 4.0 (Anealka, 2018). In addition, Education 4.0 uses a
different methodology and approach for universities to tailor services and curricula
for graduates in response to IR 4.0 (Bonfield et al., 2020).

The Fundamental and Comprehensive Education Reform
in Vietnam

TheVietnamese Governemnt has implemented the Fundamental and Comprehensive
Education Reform (FCER) since 2013, which focusses onmeeting “the requirements
of industrialization and modernization in the socialist-oriented market economy and
international integration” (Vietnam Central Executive Committee, 2013). The FCER
changes the approach to education, from content to competences development for
students. Therefore, the readiness of the teacher plays a key role to success of educa-
tional reform. Teachers need to actively learn expertise, update new knowledge,
appropriate teaching methods, and new assessment methods to meet the require-
ments of general education reform. In order for Vietnam to successfully conduct
educational reform, the training of in-service and in-service teachers needs to be
redesigned and have a specific strategy.

Teachers play a particularly important role in the education reform. Meanwhile,
training teachers who meet the standards of quality and quantity in all subjects and
levels of educations is a difficult task which takes place in many years. Therefore,
reforming the pedagogical system to find a suitable and high-quality teacher training
model is a very important task and should be considered a prerequisite, needing
to apply immediately to prepare for Vietnamese comprehensive education reform
(Hoang & Nguyen, 2020).
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Teacher Training Models in Vietnam

In Vietnam, there are two models of teacher training: the traditional model of teacher
training of pedagogical universities or colleges or small departments in those univer-
sities such as Hanoi National University of Education, Thai Nguyen University of
Education, or Vinh University. The current teacher training programsin pedagogical
universities are mostly depended on the curriculum framework issued by MOET.
Under this framework, the pedagogical knowledge accounts for only 15–20% of the
total training duration. This framework belongs to the preprofessional stage which
is contradictory with the new thinking in developing and promulgating teachers’
professional standards. The secondmodel of teacher training has appeared inVietnam
since 2009. Unlike the four-year type of teacher training applied in most pedagogical
universities, the A + B model is currently implemented at the University of Educa-
tion, Vietnam National University, Hanoi (VNU-UEd). With this model, students
get credits of science knowledge (means A) from other Vietnam National Univer-
sity, Hanoi (VNU) university members such as VNU University of Social Science
and Humanities and VNU University of Science, and other credits of pedagogical
knowledge (means B) are trained in VNU-UEd. The advantage of this model is
that it can provide teacher candidates with professional knowledge as they have
already gained that knowledge during three or four years of universities (Do, 2011).
Since the school year 2012, VNU issued regulations on the training of teachers at
VNU-UEd that implements the A + B model. This is a combined model to ensure
interoperability, linking to implement comprehensive management (VNU, 2012). It
is important to note that most countries in Europe train teachers in a serial training
model. Students must first participate in subjects or modules of basic science and
sometimes subjects in education, then continue to learn professional subjects and
teaching practice (Bünning & Shilela, 2006). These two teacher training models
create a diversity of training methods, support teachers to develop their professional
competencies and pedagogical expertise, and increase choices for learners who want
to become teachers and keep up with the general trend of higher education in the
world.

Curriculum Development for Pre-service Training

In recent years, the teacher training programs in pedagogical universities and colleges
inVietnam have been adjusted, but they are still academic. The connection of special-
ized knowledge with teaching content in school is not yet tight and effective. In the
education reform, in order to improve the quality of teacher training, pedagogical
universities need to have a comprehensive innovation in terms of program objectives,
content, teaching methods, exams, tests, and evaluation of student learning results
(HNUE, 2015). Curricular changes require teachers to develop methods of profes-
sional practice. Teachers achieve innovation in curricula and pedagogical goals that
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help pedagogical practices improve. Continuing professional development by regu-
larly identifying and implementing these new methods, teachers have the skills to
innovate teaching methods themselves (OECD, 2018). In the Vietnamese case, in
order to train teachers with sufficient qualifications and capacity to implement the
2018 curriculum, pedagogic universities need to have short-term and long-term plans
to implement this curriculum (Dau, 2020; Hoang & Ninh, 2017).

In-service Teacher with Continuous Professional Development
(CPD) in Vietnam

InVietnam, teachers need to attend annual training for continuous professional devel-
opment (CPD). The regular training program for teachers consists of three block
contents which focus on professional development. In total, each teacher needs to
take the annual course for CPD of 120 periods per school year, in which some
are in face-to-face courses, others by themselves (MOET, 2019). In response to
education reform, the National Program to Advance Teacher Education was estab-
lished to provide CPD programs to teachers and school administrators in a variety
of ways, such as: selecting education experts for training; appointing these educa-
tion experts to continue training teachers and education administrators; selecting key
teachers and education administrators to support teachers and education administra-
tors in the localities; developing e-learning programs to foster teachers and education
administrators; building Learning Management System to help teachers and educa-
tion administrators CPD; and deploying a nationwide CPD assessment system. This
program will close at the end of 2021.

Conclusion

In Vietnam, teaching is considered the noblest profession among noble professions.
Consequently, teacher education has always received great attention from the govern-
ment and society. At present, there are 114 higher education institutions offering
teacher training programs in Vietnam. Teacher training programs in these institu-
tions are following either the parallelmodel or consecutivemodel. The parallelmodel
means that the knowledge of basic sciences and knowledge and skills of pedagogy
are provided to students simultaneously. Whereas, with the consecutive model, the
basic scientific knowledge is trained first, and pedagogical knowledge and skills are
provided to students later (Pham et al., 2020). Currently, there are more programs in
favour of the parallel model; however, it is predicted that the consecutive model will
be implemented by more and more teacher training programs.
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The quality of teacher education determines the quality of the entire national
education system. In the context of Vietnam, Education 4.0 and the general educa-
tion curriculum create opportunities as well as force Vietnamese higher education
institutions to change their teacher training programs. As MOET is undertaking a
project to re-plan the network of teacher training institutions, it is suggested that
this should follow international trends in teacher education. Specifically, the ratio
of theoretical training and practical training should be recalculated to help teacher
candiates achieve learning outcomes as well as meet the professional standards of
teachers.
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Special Teacher Education in China:
Based on Teacher Roles Reorientation
and Professional Development in China
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Abstract Learning in Regular Classroom (LRC) is an indigenised form of inclusive
education in Chinese context. Children with special needs have become increasingly
visible in regular schools after three-decade practice of LRC. Presently, the progress
of special education in Mainland China has gradually entered into the transforma-
tion period of “improvement” and “perfection” from the period of “promotion” and
“acceleration” in the beginning of the twenty-first century. The pursuit of quality and
equity has become the strong theme of special education in this period (Ministry of
Education, PRC. (2017). Second Special Education Promotion Plan (2017–2020).
Ministry of Education.). The overall goal of the development of special education is
comprehensive promotion of inclusive education. However, most of special teacher
education programs are still limited to training special education teachers working
in special education schools, and a large number of special education resources are
concentrated in special education schools. Against this background,with the compre-
hensive promotion of inclusive education, the function of special education school
acting as a regional special education “resource centre” is increasingly prominent,
thus triggering the reorientation of teachers’ roles in special education schools. Part
of teachers has to take charge of guiding and promoting the LRC program in regular
school acting as special education itinerant teachers. Parallel to the role’s reorien-
tation is the reform of special teacher education. Meanwhile, as the promotion of
the national-wide program of “LRC”, the teacher education for general education
teachers needs to be reformed. This chapter aims to gain insights into the reform of
teacher education for special education teacher and inclusive education teacher in
Mainland China, regarding its review, its policy system, its history of development,
its strategies. This chapter is concluded with some implications for policy, research,
and practice as pertinent to teacher education in Mainland China.
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Introduction

China has the largest populationwith disabilities (Hampton, 2001;McLoughlin et al.,
2005; Piao et al., 1995; Sonnander & Claesson, 1997), the education of this group
has been paid much attention by researchers at home and abroad. Special education
in China has always attracted the attention from international community. Special
education teachers include all teachers who are directly engaged in special educa-
tion, such as teachers in special education schools, teachers (resource teachers, etc.)
engaged in special education work in regular schools, and itinerant special education
teachers (Ministry of Education, 2015). As the organizers, service providers, and
direct supporters of special education activities, special education teachers have a
direct influence on the execution of various policy objectives and play a crucial role
in improving the overall quality of special education. Therefore, training an adequate
number of high-quality and professional special education teachers has become an
inevitable demand for the continuous promotion of special education in China in
recent years. A large number of studies have been published in Chinese journals to
discuss professionalism of inclusive education teacher (Wang et al., 2018) and the
factors affecting teacher retention and loss (Payne, 2005). However, it is difficult for
non-Chinese native speakers to understand the education status of special teachers in
mainland China with the help of such Chinese studies. At the same time, although a
few English journals have published relevant studies on this topic, they only briefly
introduce part of the content of special teacher education in mainland China, which
is difficult to help readers to have a comprehensive, systematic, and profound grasp
of the overall picture of special teacher education in mainland China.

This chapter presents the following parts: (1) An overview of the existing research
on special teacher education; (2) literature review the policy of special teacher educa-
tion in China under the background of inclusive education; (3) exploring the histor-
ical context of special teacher education in China; (4) analysing the special education
teachers in the era of teacher roles reorientation; (5) considering several relations that
should be reasonably dealt with in future special teacher education.

Special Teacher Education: An Overview of the Literature

With the great attention of the Communist Party of China, special education in China
has made great strides since the reform and opening up, especially since the new
century. Special education teachers are the key figures to promote the sustainable
development of special education. It is of great significance to establish and perfect
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a group of high-quality and professional teachers. Through the ages, special teacher
education in mainland China has made significant progress, but there are still many
challenges.

The Construction of Special Education Teachers Encountered
Difficulties

The construction of special education teachers faces two dilemmas: quantity and
structure. First, the quantity aspect: according to the Higher Education Assessment
Center of the Ministry of Education, at least 90 higher education institutions on the
Chinese mainland have set up special education majors in order to guarantee special
education teachers (Wang&Zhu, 2019).However, from the horizontal comparison of
different regions in China or different countries in the world, Taiwan has a population
of more than 23million (which is roughly equivalent to the permanent resident popu-
lation of Beijing and Shanghai). Currently, the number of colleges and universities
offering special education majors in Taiwan reaches 13 (Wu, 2019), which is more
than twice the number of the largest provinces in themainland. TheUSAhas less than
a quarter of China’s population, but in 2015, at least 237 colleges and universities
offered bachelor’s, master’s, and doctoral degrees in special education (Li, 2015).
The high student–teacher ratio also reflects the shortage of teachers, which limits the
role of special education teachers in future development of inclusive education and
special education in China. According to data released by the Ministry of Education
in 2020, there were 320,775 special education students and 76,415 full-time special
education teachers in China, with a student–teacher ratio of about 4.20 (Ministry of
Education, 2021), obviously higher than the existing policy documents for the blind,
deaf, mentally retarded three types of school student–teacher ratio specific provisions
(Ministry of Education, 2012). At the same time, the recruitment of special teachers
and the high turnover rate have become the block factors restricting the development
of special education (Tang & Wang, 2019). Many researches and studies reveal that
the level of professional identity (Chen &Yang, 2018) and professional commitment
of normal university students majoring in special education (Liu & Zhang, 2018;
Zhang, 2013) is not high, which affects their choice of employment (Lei, 2019);
in-service teachers undertake tedious and complex work tasks (Zhu, 2021), showing
a high level of occupation pressure (Wang, 2009) and professional job burnout (Li,
2014; Wang & Zhang, 2015), leading to a high turnover rate.

Second, the structural aspect: the structural imbalance is another problem facing
the construction of special education teachers. First of all, from the perspective of
school period, the current special education teachers are majorly concentrated in the
compulsory education stage, and the shortage of special education teachers in the
pre-school education and high school education stage has become an indisputable
fact (Xu & Wang, 2019; Zhu, 2021) which will inevitably limit the various policies
in recent years that require special education to be extended to both ends of the
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development goal. Secondly, from the consideration of role types of special educa-
tion teachers, majority of the existing special education teachers are specialized in
teaching in special education schools, and there is a lack of rehabilitation teachers
such as behaviour therapy, physical therapy, and speech therapy (Wang et al., 2012).
Moreover, the number and specialization of resource teachers, itinerant teachers who
provide guidance and support to ordinary schools have aroused concern (Feng&Zhu,
2018; Zhang &Wang, 2019). Since the number of special children continues to rise,
the degree of obstacles and the improvement of the quality of inclusive education
become the key factors, special education teachers with reasonable role types and
structure will become one of the key factors restricting the development of special
education. Finally, from the perspective of regional distribution, compared with large
eastern cities such asBeijing andShanghai,which havemore sufficient special educa-
tion teachers, the central and western regions and rural areas lack special education
teachers (Zhao, 2012), which affects the overall development of special education in
this region.

Contradiction Between Knowledge and Practical Demand
of Special Teacher Education

Recently, many higher education institutions have invested much time and energy
to train qualified special education teachers and expand the contingent of special
education teachers in China, but they are also faced with some problems. First,
special education schools in mainland China, represented by schools for the deaf and
the blind still adopt the teaching model based on subjects. Most special education
schools concern more about the teaching skills of candidates in specific subjects
when recruiting teachers (Zhao & Zhang, 2019). At the same time, under the
impetus of the trend of inclusive education, special education teachers who teach
in regular schools should also have relevant subject teaching knowledge and skills
(Zhu, 2021). However, the current higher education institutions that train special
education teachers seldom set up subject teaching courses (Wang et al., 2013), the
special education teachers trained often have a good theoretical foundation of peda-
gogy and psychology, but lack of “subject background” in general education (Xu &
Wang, 2019), which made the gap between the supply of teachers and the actual
demand obvious. Second, the current special education teacher training for normal
colleges and universities still stays at preparing teachers for special schools such as
schools for the blind, schools for the deaf, and schools for the intellectual disabil-
ities. The curriculum focuses on general knowledge and emphasizes the mastery
of various types of knowledge in the special education field. The trained special
education teachers do not yet have the ability to engage in refined work, and it is
difficult to implement highly specialized rehabilitation training and other activities
(Deng & Zhao, 2013; Zhao & Zhang, 2019). The current situation is contrary to the
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high demand for various types of therapists and rehabilitation service personnel for
special students in China under the background of inclusive education.

Challenges in Special Education Teachers Post-service
Training

Post-service training is needed for the development of education and is the guarantee
for the cultivation of high-quality teachers and a significant way for the professional
development of special education teachers (Yuan, 2015). Special education teachers’
post-service training can adopt multiple training methods such as teacher advanced
training, school-based training, remote training, short-term training, and workshops
(Qu& Jiang, 2018). Researchers believe that there are obvious challenges in the post-
service training of special education teachers in China. First, from the perspective of
the content of post-employment training, researches and studies investigating Jilin
(Zhang et al., 2014), Yunnan (Wang, 2014), Shanxi (Feng & Feng, 2011), Beijing
(Zhu & Sun, 2011), and other provinces and cities have shown that the content
of special education teacher training focuses on the teaching of special education
theories and lacks case teaching on practical problems in education and teaching. It
presents a trend of emphasizing education theory and neglecting teaching practice,
resulting in a low degree of conformity between training content and teachers’ actual
needs, and affecting the effectiveness of post-service training. Second, from the
perspective of post-employment training, the forms of post-employment training
for special education teachers are mostly offline thematic lectures and short-term
training. The technical advantages have not been fully utilized to establish a rich
and effective online training community for special education teachers, and the form
is relatively simple (Feng & Zhu, 2018; Hu, 2018). Third, from the perspective
of post-employment training targets, relevant policies emphasize and guarantee the
full coverage of post-employment training for teachers in special education schools.
Although the post-employment training of resource teachers, itinerant instructors and
teachers in regular classes have attracted the attention of the government and other
personnel, some studies have found that the above three types of teachers have fewer
opportunities to receive post-employment training, time is scattered, and quality is
difficult to guarantee,which is not conducive to improve their professional knowledge
and skills (Feng & Zhu, 2018; Ma & Tan, 2010). Fourth, from the perspective of the
relationship between post-employment training and pre-employment training, the
pre-service training and post-service training of teachers are implemented by the
normal university and the education college, respectively. They are out of touch
with each other, the institutions are separated, and the curriculum system is separate,
which lacks transition and continuity (Qu & Feng, 2005; Qu & Jiang, 2018; Zhao &
Zhang, 2019). In addition, the evaluation standards for post-service training of special
education teachers have not been established, and themanagement is not standardized
(Hu, 2018).
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Policies and Legislation for Special Teacher Education

The construction of the contingent of teachers is the core element of the development
of special education, and the training of teachers for special education is an crucial
cornerstone for promoting the development of special education in China. Special
education teacher training is inseparable from policy guarantee and support. Since
the reform and opening up, China has promulgated corresponding special educa-
tion teacher training and team building-related policies and regulations to ensure
the development of special education schoolteachers. This part reviews the policy
changes and future development trends of special teacher education in China under
the background of inclusive education by sorting out the policies of special teacher
education issued at the national level.

Policies for Preparing Special Teachers for Special Education
Schools

Since the reform and opening up, the introduction of a series of policies related to
teacher training in special education schools has greatly promoted the establishment
and improvement of China’s special teacher education system and laid the foundation
for the transformation of the teacher training model of special education schools
in China (2018 report). The five-year Program of Work for Disabled Persons in
China (1988–1992), issued in 1988, was the first normative document in China that
stipulated the training of teachers in special education schools. promulgated in 1988
is the first normative document in China that stipulates the training of teachers in
special education schools. By the 1990s, a total of 7 policies hadmade corresponding
regulations on the training of teachers in special education schools during this period.

In the twenty-first century, the state continues to issue relevant policies for teacher
training in special education schools, mainly aimed at improving the imbalance
of regional teacher development and strengthening the construction of teachers in
special education schools. The Recommendations for Further Promoting the Reform
andDevelopment of Special Education during the Tenth Five-Year Plan Period issued
in 2001 ushered in a new stage of the construction of special education teachers in
China in the twenty-first century. The Recommendations for Further Accelerating
the Development of Special Education issued in 2009 pointed out that it is necessary
to strengthen the training and training of special education teachers, improve the
professionalism of teachers, and strengthen the construction of my country’s special
education teachers. The policy also mentions the need to have sufficient teachers to
ensure the normal teaching and management of special education schools.

After 2010, the national policy-making began to take the construction of high-
quality professional teachers as the core goal. Subsequently, in 2012, the Recom-
mendations for the Development of Special Teacher Education was issued, which for
the first time made a comprehensive plan for the construction of special education



42 Special Teacher Education in China: Based on Teacher Roles … 833

teachers and addressed the problems in the system and mechanism of special teacher
education. It puts forward the goal of forming a team of special education teachers
with sufficient numbers, reasonable structure, high quality, and caring in 2020. The
second part of the document emphasizes the need to formulate professional standards
for teachers in special education schools and improve the professionalism of special
education teachers.

In 2014, the Ministry of Education and other departments jointly promulgated
the Special Education Promotion Plan (2014–2016), which pointed out the need
to improve the professional level of teachers. Establish a professional certification
system for special education teachers and gradually implement special education
teachers with certificates; at the same time, it is also proposed to formulate profes-
sional standards for teachers in special education schools. The Recommendations of
the Ministry of Education on the Implementation of the Excellent Teacher Training
Plan promulgated in the same year put forward relevant requirements for “compos-
ite” special education teachers, focusing on exploring classification and promoting
the reform of the excellent teacher training model.

Moreover, both the Second Special Education Promotion Plan (2017–2020)
promulgated in 2017 and the Teacher Education Revitalization Action Plan (2018–
2022) promulgated in 2018 pointed out the need to improve the training level of
special education teachers and strengthen the construction of professional special
education teachers.

China’s special education teacher training policy goals have gone from solving
the problem of insufficient special education teachers to improving the imbalance of
regional teacher development and then to the problem of teacher role transformation
facing the core goal of building a high-quality professional teacher team. Since the
reform and opening up, laws, regulations, and policies in China at all levels have
formed a corresponding legal framework for the construction of special education
teachers.

Policies for Preparing Special Teachers for Regular Schools

Affected by the idea of inclusive education, to solve the problems in the popular-
ization of compulsory education for special children in the process of popularizing
compulsory education in China, ordinary classes have become the main form of
solving the enrolment rate of special children in China. Resolutely taking the road
of integrated education is the strategic goal and policy direction of China’s special
education development in future. In 1988, the first national special education work
conference put forward for the first time the development pattern of China’s special
education “with a certain number of special education schools as the backbone and
a large number of special education classes and regular classes as the main body”.
Since then, the construction of teachers for regular class learning (LRC) began to
appear in related policies.
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Protection Law for Individuals with Disabilities promulgated in 1990 proposed
that normal universities offer special education courses or teach related content to
enable general education teachers to master the necessary special education knowl-
edge, which is the training of students’ special education competency appeared in the
law for the first time. Since then, successively issued policy documents have empha-
sized that normal universities have plans to set up special education compulsory
courses or elective courses so that students can master the necessary basic knowl-
edge and skills of special education and graduate from teaching to meet the needs of
working in regular classes.

In the twenty-first century, with the sustaining promotion of the policy of inclu-
sive education and learning in regular classes, the attention and requirements for
special education ability in the training of general education teachers are clearer and
the requirements for the opening of special education courses are more standard-
ized. The Recommendations for Further Accelerating the Development of Special
Education issued in 2009 called for strengthening the training of teachers engaged in
special education work in ordinary schools, children’s welfare institutions or other
institutions, and itinerant teachers of special education schools. The Special Educa-
tion Promotion Plan (2014–2016), issued in 2014, mentions the ability of special
education candidates to guide disabled students in their classes. The Guidance to the
Construction of Classrooms for Special Education Resources in Ordinary Schools
(Ministry of Education, 2016) issued in 2016 states that:

Resource classrooms should be equipped with appropriate resource teachers to ensure that
the resource classrooms can function normally. In principle, resource teachers must have
special education, rehabilitation, or other related professional backgrounds, meet the educa-
tional requirements stipulated in the Teachers Law, have the corresponding teacher qualifica-
tions, meet the requirements of the Special Education Teacher Professional Standards, have
undergone pre-job training, and have special Basic theories, professional knowledge and
operational skills of education and rehabilitation training. Resource teachers are included in
the management of special education teachers, and they are given preference in performance
appraisal, appraisal, and evaluation of positions (titles).

The training of teachers in regular classes has shifted from the “optional courses”
or non-systematic lectures required in the relevant policy texts of the last century
to “compulsory”, and from knowledge-based lectures to systematic and standard-
ized courses. Special education competency training and promotion have become
necessary content for the professional development of general education teachers.

With the advancement of inclusive education and LRC, policy and documents
issued by relevant departments reflect China’s unode on the construction of LRC
teachers. The state has successively issued corresponding policies concerning the
cultivation of special education competency of general education teachers, as well as
the provision of resource teachers and itinerant instructors. In the context of inclusive
education, the national policy level pays more attention to the rational structure of
teachers in regular classes.
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Development of Special Teacher Education: A Historical
Review

Special Teachers for Special Education Schools

Before the 1980s, China did not have specialized special education teacher training
institutions and training programs. The pre-service training of special education
teachers was in a blank state. To ensure the expansion of the special education scale,
a large number of regular school teachers and normal university graduates entered
special education schools. At that time, the special education competency of teachers
in special schools is not satisfying.

Since the reform and opening up, under the influence of corresponding policies,
the pre-service training system for teachers in special education schools has been
established, improved, and gradually expanded. By the end of the 1980s and early
1990s, China had gradually established a three-level teacher training system for
special education teachers. Special education majors at normal school, college, and
undergraduate levels. Special education normal schools have flourished. By 1998, 35
secondary special education normal schools (departments and training centres) and
seven higher special education specialties had been established nationwide, forming
a special education system covering most regions of the country at the middle and
higher levels. At the same time, the scale of teachers in special education schools
has gradually expanded and the allocation of teachers has become more reasonable.
The shortage of teacher resources in special education schools has been alleviated
to a certain extent. The size of teachers in special education schools in the central
and western regions has been gradually improved under the influence of policies in
recent years (Wang & Zhu, 2018b).

Since the mid to late 1990s, with the overall adjustment of the layout of normal
universities in China, under the influence of policies, the training system for special
education teachers has gradually been reformed from the third level to the second
level and the training level of special education teachers has been continuously
improved. Many secondary normal schools have been upgraded within the system
or transformed outside the system.

In the twenty-first century, under the influence of the two important changes
of upgrading the level of normal colleges and the policy of free normal univer-
sity students (Wang & Mu, 2014), the scale of pre-service training for teachers in
special education schools has been rapidly expanded and the quality and level of
teachers have been gradually improved. The number of special education normal
majors offered by universities has increased significantly, and the training scale of
special education talents has continued to expand. At the same time, the types of
colleges and universities that undertake the training of special education teachers are
gradually expanding , with more diversified training modes. After nearly 40 years
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of development, China’s special education teacher training has formed a multi-level
and multi-type complex structure covering postgraduate, undergraduate, and junior
college education, including general higher education, adult higher education, and
distance education.

Special Teachers for Regular Schools

Since China implemented the policy of studying with classes, it has begun to concen-
trate on the problem of teachers for regular classes. At the First National Conference
on Special Education in 1988, it was first proposed that the development pattern of
special education in China should take a certain number of special education schools
as the backbone and a large number of special education classes and students in
regular classes as the main body. In the late 1980s and early 1990s, followed in
the face of carrying out the early professional followed in the lack of teachers and
teachers’ pre-service training system of the status of the blank, special education
teachers in our country will strengthen policy along with the class teachers’ pre-
service training and on-the-job training, promote common special education schools
teachers basic knowledge and skills as a basic policy goal, by clarifying the respon-
sibilities of education administrative departments at all levels and special education
schools, and strengthening the training of teachers studying in classes, the shortage
of basic knowledge and skills of special education teachers in ordinary schools can
be solved (Wang & Zhu, 2018b). In the past three decades, the goal of pre-service
education for in-class teachers in China has been to improve the special education
competency of general education teachers, from the time when Learning in Regular
Class was first proposed in 1988 to its nationwide promotion in 1994. In the first ten
years of the twenty-first century, the content of inclusive education in the pre-service
training of teachers in general education is still relatively scarce. However, after 2010,
the promulgation and implementation of intensive policies effectively promoted and
accelerated the popularization of the special education content in the pre-service
training of teachers in general education. With the promulgation and implementa-
tion of Teacher Education Curriculum Standards (Trial) in 2011 and the promulga-
tion of the Special Education Promotion Plan (2014–2016), more and more normal
colleges or comprehensive colleges have added special education-related courses to
the pre-service training of primary and secondary school teachers. Normal univer-
sities directly under the leadership of the Ministry of Education, provincial normal
colleges, and local normal colleges have carried out the construction of curricula
related to special education quality of normal university students one after another
(Feng et al., 2016b).
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The Strategy of Special Teacher Education in the Era
of Teacher Roles Reorientation: Pre-service Education
and In-service Training

Teacher Training Strategies in Special Education Schools

The pre-service training of teachers in special education schools has always attracted
much attention in the areas of policy and practice. At present, the pre-service training
institutions for teachers in special education schools in our country aremainly special-
ized special education normal colleges and special education departments of normal
universities. As of 2020, a total of 93 colleges and universities in China have opened
special education programs (Gong & Lei, 2021). In 2021, the Ministry of Educa-
tion will include integrated education as one of the new majors in the undergraduate
professional catalogue of ordinary colleges and universities (Ministry of Education,
2020).

With the continuous development of inclusive education, in the face of the
changing needs of teachers in special education schools, special education teachers’
pre-service training goals, models, and curriculum settings have all made certain
responses. First of all, the training goal. In the past ten years, the improvement of
the quality of special education has become the core. The development of a group of
outstanding special education teachers with compound knowledge and skills is the
main training goal (Wang & Zhu, 2018b). Following the 2012 Recommendations on
Strengthening the Construction of Special Education Teachers (Ministry of Educa-
tion, et al., 2012) for the first time specifically pointed out “training outstanding
special education teachers with compound knowledge and skills”, the 2014 Recom-
mendations of theMinistry of Education on the Implementation of Excellent Teacher
Training Programs (Ministry of Education, 2014) emphasized Promote the Cultiva-
tion of Excellent Special Education Teachers. Afterwards, the 2017s Special Educa-
tion Promotion Plan (2017–2020)” (Ministry of Education, 2017) and the 2018
Teacher Education Revitalization Action Plan (2018–2022) (Ministry of Education,
2018) also made corresponding provisions for it. Second is the training model. The
goal of training excellent special education teachers based on compound knowledge
and skills, the reform and training model of higher education institutions, and the
policy level, 2012 “Opinions on Strengthening the Construction of Special Educa-
tion Teachers” (Ministry of Education, et al., 2012b), 2014 “Ministry of Education’s
Implementation of Excellent Teacher Training The Opinions of the Plan (Ministry of
Education, 2014a) all pointed out to explore the joint training mechanism of normal
colleges and medical colleges, special education knowledge and skills and discipline
education and teaching integration training mechanism, adhere to the combination
of theory and practice, and promote interdisciplinary; 2017s Special Education The
Promotion Plan (2017–2020) (Ministry of Education, 2017) and the 2018 Teacher
Education Revitalization Action Plan (2018–2022) (Ministry of Education, 2018)
both emphasize the increase in the training of postgraduates majoring in special
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education. At the practical level, some normal colleges have begun to implement the
“post-bachelor teacher training model”, such as the “4 + 2” teacher training model
(4 years of undergraduate education in related disciplines+ 2 years of graduate-level
teacher training in a certain obstacle professional education), “4+ 3” teacher training
model (4 years of undergraduate education in related disciplines + 3 years of post-
graduate level teacher training), etc. (Zhao & Zhang, 2019). Finally, the curriculum
includes four major sections (general education, subject foundation, professional
education, and teacher education). General education courses are mainly designed
to enable future special education teachers to have a broader culture of humanities
and social sciences. Such courses mainly include compulsory courses and elective
courses. General compulsory courses mainly refer to the courses provided by the
Ministry of Education, including the “two courses” (ideological and moral training
and political theory courses), foreign language, computer, physical education, and
military courses. Elective general courses are mainly based on the characteristic
courses offered by the faculty of each school, involving humanities, natural sciences,
art history and other disciplines. Subject basic courses usually cover basic knowl-
edge of pedagogy and psychology. Some colleges and universities also offer basic
courses in 55 related subjects such as human anatomy and physiology, curriculum
and teaching theory, and advanced mathematics. Professional education courses are
the main courses in special education majors. They are both theoretical and practical.
Due to the differences in training goals and training programs, there are wide-ranging
differences between universities. Teacher education courses aim to improve students’
educational practice and skills, usually covering educational research and internships,
with a specific duration of about 10–20 weeks.

Special education school teachers’ in-service training is an crucial way for their
professional development, and it has also been valued in policy and practice. In the
period of role change, teachers in special education schools are no longer just tradi-
tional teachers, but can instead provide support and services for the implementation
of inclusive education in regular schools. At the policy level, the 2009 Recommenda-
tions on Further Accelerating the Development of Special Education (State Council,
2009) mentioned that “It is necessary to strengthen the training of teachers who
are engaged in special education work in ordinary schools, child welfare institu-
tions or other institutions and special education school roving instructors”; In 2017,
the Second Special Education Promotion Plan (2017–2020) (Ministry of Educa-
tion, 2017) also specifically emphasized that the provincial level undertakes special
education school teacher training, and the county level undertakes teachers of inclu-
sive education in Regular class and resources Teachers and Homebound Instruction
Teachers training to enhance the pertinence and effectiveness of training. At the prac-
tical level, the post-employment training of special education teachers is managed
by local education authorities, and training courses are set up in accordance with the
Ministry of Education’s Special Education Teacher Professional Standards (Trial)
(Ministry of Education, 2015). The training method emphasizes the organic combi-
nation of theory and practice, the combination of special study and exchanges and
discussion, the combination of observation and investigation and reflection experi-
ence, and the integration of variousmethods.At the same time,Beijing, Shanghai, and
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other places take the lead in launching special training for resource teachers, requiring
resource teachers to undergo five major module courses such as special education
courses, psychology courses, rehabilitation courses, educational practice, and assess-
ment and evaluation before taking their jobs. They will continue to discuss after
work. Regular on-the-job training in the form of conferences, workshops, teaching
and research activities, and participation in education and teaching skills improve-
ment training classes such as language training, movement training, and structured
teaching to improve rehabilitation skills (Wang&Xiao, 2017). Full-time tour instruc-
tors also need short-term trainings organized by universities designated by provinces
and cities to improve their professional knowledge and skills (Zhang&Wang, 2017).

Strategies for Training Teachers in Regular Classes

Pre-employment training is the initial stage of the formation of teachers’ profes-
sional competence. The professional competence generated by normal students at
this stage affects to a certain extent the educational attitudes, teaching activities and
teaching effects of the diversified educational target groups after entering the job.
The continuous advancement of inclusive education has changed the educational
objects and educational environment of regular schools. It is inevitable to incorpo-
rate special education capabilities into the pre-service training content of teachers in
regular classes, which is reflected in various policies and practices. On the one hand,
general education policy documents in the twenty-first century have paid attention
to this issue. In 2011, the Teacher Education Curriculum Standards (Trial) promul-
gated by the Ministry of Education included the Special Child Education module in
the teacher education curriculum (Ministry of Education, 2011). The special educa-
tion policy documentsmakemore detailed regulations and requirements. In 2012, the
Recommendations on Strengthening the Construction of Special Education Teachers
(Ministry of Education, 2012) clearly stated that “support normal colleges and other
institutions of higher learning to generally offer special education Curriculum in
normal majors”; 2014 Special Education Promotion Plan (2014–2016) (Ministry
of Education, 2014c) re-emphasized in the main measures “…Encourage colleges
and universities to offer special education courses in normal majors, cultivate the
inclusive education concept of normal students, and guide students with disabili-
ties to teach in regular classes”. The Regulations on Education for Persons with
Disabilities (State Council, 2017) revised in 2017 and the Second Special Educa-
tion Promotion Plan (2017–2020) (Ministry of Education, 2017) promulgated by the
Ministry of Education and other departments also emphasized that “ordinary normal
colleges and universities and comprehensive Teachers’majors in colleges and univer-
sities should generally offer special education courses”. It is worth noting that the
Special Education Promotion Plan (2014–2016) (Ministry of Education, 2014c) and
the Second Special Education Promotion Plan (2017–2020) (Ministry of Education,
2017) clearly require that “a certain proportion of Special education-related content”.
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It can be seen that improving the special education competence of ordinary normal
students has become the core of many policies.

On the other hand, normal colleges and universities have opened courses related
to special education competence of ordinary normal students, which is an important
measure for pre-employment training. With the help of special education courses,
the subordinate normal colleges, provincial normal colleges, and local colleges help
ordinary normal students to cotton on the significance of special and inclusive educa-
tion, master the knowledge of the physical andmental characteristics of childrenwith
disabilities, and acquaint the basic theories of special education (Feng et al., 2016b).
At the same time, Special Child Development and Learning has also become the first
special education competence training course for ordinary normal students to appear
in the national excellent resource sharing resource courses, providing support for the
majority of ordinary normal students to learn special education content.

In-service training is an important way to improve the current lack of special
education competence of teachers in regular classes. The series of policies promul-
gated in the past ten years has made a number of provisions on in-service training,
clarifying the content of in-service training for teachers in regular classes at the county
level, and specifying the managers, implementers and targets of in-service training.
For example, theRegulations onEducation for theDisabled (StateCouncil, 2017) and
the Second Special Education Promotion Plan (2017–2020) (Ministry of Education,
2017) revised in 2017 both emphasized that “the county level undertakes teachers
of inclusive education in regular classes training”; 2012 The Recommendations on
Strengthening the Construction of Special Education Teachers (Ministry of Educa-
tion, 2012) first proposed to carry out “full-staff training for teachers undertaking
inclusive education”.

Several Relations that Need to Be Dealt with Reasonably
in Special Education Teacher Education

Presently, the development of special education inChina has gradually entered a tran-
sitional period of “upgrading” and “perfecting” from the “promotion” and “speeding
up” period in the early new century (Yang, 2018). Quality improvement has become
the general goal of special education development in the new era, and the construction
of high-quality professional special education teachers are the key force to promote
quality improvement. Therefore, a reasonable response to the several relationships of
special education teacher education is a rational response to the demands for high-
quality development of special education. Therefore, it is imperative to deal with
several relations of special education teacher education reasonably.
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The Relationship Between the Training of Multi-qualified
Special Education Teachers and Different Types of Special
Education Teachers

Properly handling the relationship betweenmulti-qualified special education teachers
and categorized special education teachers is an inevitable demand for pre-service
training of special education teachers during the role change period and is a funda-
mental measure to improve the quality of special education teachers from the source.
On the one hand, it focuses on cultivating compound special education teachers who
are capable of special education, general education, subject teaching, and rehabili-
tation at the same time. They can be roughly divided into a compound of “special
education + subject teaching” and “special education + general education”. The
combination of “special education+ rehabilitation”; on the other hand, according to
the different roles of special education teachers in practice, different work fields and
the characteristics of their positions, clarify the focus and highlight of their profes-
sional qualities To meet the practical needs of special education development, it is
necessary to set up relevant majors in relatively mature colleges and universities and
more specifically explore the training models of different types of special education
teachers such as tour instructors, resource teachers, and rehabilitation teachers in
regular classes.

The Relationship of Teacher Training Between
Non-compulsory Education and Compulsory Education

“Extending from both ends” to pre-school education and high school education is one
of the important trends and key tasks for the further development of special education
in China. Handling the relationship between non-compulsory education and compul-
sory education of special education teachers is a further solution to my country’s
special education. The key measure of the unbalanced structure of teacher team
building. First of all, for special education teachers in the pre-school education stage,
on the one hand, pre-school special education can be set under the special educa-
tion major, focusing on the development of early assessment, early intervention and
rehabilitation of different types of special children, and at the same time increasing
pre-school hygiene and infant psychology.On the other hand, the pre-school inclusive
education direction can be set under the pre-school educationmajor to supplement the
physical and mental development characteristics of special children and intervention
strategies and other knowledge and skills to enhance the inclusive education quality
of pre-school teachers. Secondly, for high school special education teachers, on the
one hand, explore the joint training model for teachers of special education majors
and vocational education-related majors (cooking, auto repair, Chinese medicine,
art, computer, etc.) for special students, so that special education teachers have basic
vocational education. At the same time, vocational education teachers should have
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relevant knowledge of students with special needs, and supplement high-quality
teachers for the development of secondary vocational education for students with
special needs; on the other hand, exploring the joint training model of special educa-
tion majors and professional teachers in various disciplines should further enhance
the special education teachers’ subject teaching ability provides sufficient teaching
and support for students with disabilities to receive general high school education
and participate in the college entrance examination, and promote the development
of general high school education for students with special needs.

The Relationship Between Pre-service and In-service Training
of Special Education Teachers

Gradually paying attention to and promoting the inclusive construction of pre-service
and in-service training of special education teachers are an effective way to achieve
high-quality professional special education teachers. At present, the special educa-
tion teacher education system in China has the disadvantages that pre-employment
training and post-employment training are out of touch, and they are independent
of each other. Therefore, the state should focus on strengthening the integration of
the two. First of all, the integration of educational concepts, that is, whether it is
pre-service training or in-service training, it emphasizes “to cultivate a broad knowl-
edge base, high humanistic Competence and comprehensive quality, strong practical
ability, andmulti-qualified and applied special education teachers; secondly, the inte-
gration of educational mechanisms requires top-level design and overall planning of
lifelong education for special education teachers based on the commanding heights
of the development of special education, and implementation of pre-service training
and in-service training. At the same time, effectively coordinating the education
departments, administrative departments, and special education normal colleges, and
other forces is an inevitable requirement for strengthening the relationship between
pre-service training and in-service training to ensure good results (Meng, 2014).

The Relationship Between Teachers in Regular Classes
and Teacher Education in Special Education Schools

In future, special education teacher education should pay attention to the relationship
between teachers in regular classes and the construction of teachers in special educa-
tion schools. On the one hand, it is crucial to reform the special education teacher
training model and improve the system and mechanism of special education teacher
team building. On the other hand, it is still necessary to continue to focus on strength-
ening the training and improvement of teachers’ inclusive education Competence in
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regular classes. First, promote the establishment of general teacher-trained profes-
sional general inclusive education courses, scientifically construct and continuously
optimize the content of the courses, and uphold the principle of consistency with
practical requirements; second, include the related content of inclusive education
into the ordinary teacher qualification examination for the admission of ordinary
teachers enhance their inclusive education competence; finally, arrange, regularize,
and institutionalize inclusive education-related content in a plannedway in teacher in-
service training, promote the continuous and stable professional growth of ordinary
teachers, and the internalization and generation of integrated education competence.
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Abstract Political transitions inMyanmar have been accompanied bywide-ranging
sectoral reforms over the last decade, including at times contentious reforms of the
state education sector through the Comprehensive Education Sector Review (CESR),
the National Education Law (NEL), and the subsequent National Education Strategic
Plan (NESP) 2016–2021. These substantial reforms across all areas of education
have necessitated a significant renegotiation of the roles of state teachers within the
education sector and within society more broadly, moving away from authoritarian
expectations towards more inclusive pedagogies and more equitable teacher training
and management. The reforms have therefore constructed a renewed image of who
a teacher is expected to be within Myanmar society. However, while the effect of
these reforms is just beginning to be evident within classrooms and teacher education
institutions, the education system has been thrown into turmoil first by COVID-19
and subsequently the military coup of February 2021. These recent crises indicate
how precarious reforms within the education sector can be and also point to the
central roles that teachers and teacher education play in navigating political turbu-
lence and transforming education systems. They have also challenged the discourses
of teaching as a profession, with new narratives and identities emerging. Drawing
attention to this shift in the relationship between teachers, students, communities,
and the state, in this chapter we explore the role of teachers and teacher education in
responding to these challenges.
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Introduction

Teachers in Myanmar have experienced substantial changes within the education
system during the last ten years while also navigating oscillations in national politics
where the education sector has been central in national policy and reform debates.
Although individually diverse, as a collective group teachers have been positioned
within public discourse as both responsible for upholding traditional cultures of
authority, duty, and respect, while also demonstrating leadership in embracing new
skills, pedagogies, and technologies: expected to be simultaneously conservative and
future oriented. Recent political turbulence however has seen many teachers across
the country disentangle themselves from these restrictive narratives and take a more
overt political stand than previously witnessed. In this chapter, we look at the effects
of shifting narratives and expectations of teachers’ roles through recent education
sector reforms and discuss the extent to which reforms to teacher education may be
affecting responses to two recent crises affecting the sector.

Recent political upheaval inMyanmar has once again seen a return to overt author-
itarian rule and militarization accompanied by brutal police crackdowns of protests
and civil oppositionmovements. This shifts back tomilitary rule, initiated by the coup
of 1 February 2021, marks an abrupt diversion in the trajectory of Myanmar’s poli-
tics, which has seen significant steps towards democracy, albeit partial, over the last
ten years. The military coup has been widely resisted among the general population
throughwidespread protests and demonstrations across all regions of the country and
a coordinated Civil DisobedienceMovement (CDM) aiming to reject the authority of
the coup leaders and disrupt the functioning of state services. In return, the military
has responded with force, leading to the deaths of over 700 protestors by May 2021,
arbitrary arrests, and intensified assaults in ethnic states. After experiencing over half
a century of oppressive military rule, drawing to an end in 2010 with the election of a
nominally civilian government, the violent response of security forces to opposition
is familiar to many within Myanmar and beyond.

However, the current political crisis is also unfamiliar in several ways, including
the visibility of the crackdown to outside audiences through social media and the
mobilization of transnational alliances through regional solidarity with protest move-
ments in Thailand, Hong Kong, and elsewhere. Likewise, protest movements have
been both highly political in their rejection of the military regime and also beyond
affiliations to political parties, with many protestors not simply calling for the
detained NLD1 leadership to be reinstated but also for a more radical reshaping
of the political landscape to challenge ongoing conflicts, continued discrimination,
and the persecution of minority groups. The crisis also falls against a backdrop of
social and economic reforms which have had a significant impact on Myanmar’s
young population, intensifying the resistance to restrictions on civil freedoms and

1 The National League for Democracy (NLD) is the ruling political party lead by Aung San Suu
Kyi, first elected in 2015 and re-elected in 2020.
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the desire for a more inclusive society. After having experienced expanded opportu-
nities and access to goods, employment, education, travel, and technology, many are
reluctant to accept a return to limitations which have become unfamiliar.

The education sector has been a key part of this transition, with reforms to
curriculum, pedagogical expectations, teacher education and management influ-
encing the dynamic of relationships between students, teachers, and parents. While
students have historically taken leading roles in the country’s democratic opposition
movements, teachers, at least within the state sector, have tended to be seen as allied
to the ruling authority and responsible for maintaining rather than challenging social
norms and expectations. The recent reforms of the sector, as outlined in this chapter,
have seen a repositioning of the roles and expectations of teachers which, it is argued,
is accompanied by a shift in their perceived political positioning within the current
crisis. This period of flux comes at a time when Myanmar’s education system, like
those across the globe, has been reacting to the global coronavirus pandemic, forcing
the closure of schools. With students and teachers working remotely from home, the
dynamic of educational relationships has shifted again and strained the skills and
resources of both learners and teachers.

In this chapter, we bring together our perspectives as four scholars of education
policy and implementation within Myanmar and our experiences as consultant in
the reform process, teacher educator, and teacher to reflect on the shifts we have
witnessed over the last ten years. We draw on our experiences of navigating the
education reforms as well as the political transitions and their impacts on teacher
education. These reflections complement analysis of the reforms undertaken by the
authors between 2015 and 2020,2 including a review of the National Education Law,
theNational Education Strategic Plan (NESP) 2016–2021, andUNESCO’s Strength-
eningPre-ServiceTeacher Education inMyanmar (STEM)programme reportswhich
outline developments in teacher education practices. The chapter is structured as
follows: we begin with an overview of the political transitions and reforms of the
education sector in recent years. We then highlight the features of the reform process
which have affected the development of teacher education, identifying competing
discourses of the roles and expectations for teachers within the political transitions.
Finally, we suggest that two recent crises facing the sector, the COVID-19 pandemic
and the military coup of February 2021, have challenged the simplistic narratives
of teachers as future oriented and/or conservative and tested the emerging effects of
teacher education reforms on the profession.

Political Transitions and Education Reforms

When the military aligned Union Solidarity and Development Party (USDP) took
office in 2011 following the contentious elections of 2010, doubts were expressed at
the potential for significant political change to occur (Hlaing, 2012; Than, 2015; UN,

2 See also Maber and Aung (2019), Lopes Cardozo and Maber (2019), and Shah et al. (2019).
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2010). Having orchestrated a controlled transition to partial democracy, the military
retained substantial power and influence in government through the USDP under the
presidency of the former general Thein Sein and through a portion of parliamentary
seats reserved formilitary appointees. Somewhat to the surprise of international audi-
ences, however, President Thein Sein initiatedwide-reaching reforms acrossmultiple
sectors, including economic development and trade, media and telecommunications,
and education, alongside pursuing a Nationwide Peace Agreement (Than, 2015).
This ambitious platform of reforms, outlined in the 2012 Framework for Economic
and Social Reform (FESR), proved to be contentious in its implementation; however,
it nonetheless signalled a substantial shift in internal and external relations amid a
climate of optimism in Myanmar’s democratic development.

Reforms to the education sector were pivotal within the renewed development
of social services outlined in the FERS. The state education sector had long been
used as a tool for maintaining social control, constructing a singular national iden-
tity narrative and promoting dominant cultural and religious values aligned with the
majority Buddhist Bamar (or “Burman”) ethnic group (Salem-Gervais & Metro,
2012; Walton, 2013). This pattern of “Burmanization” in state schools, at both
primary and secondary levels, has been reinforced through practices including daily
Buddhist prayers, curriculum texts glorifying Bamar military victories and outlining
religious expectations of gendered behaviour, and through the use of Burmese and
English languages as media of instruction excluding the use of the multiple ethnic
minority languages. Rote learning has been the standard pedagogical approach,
supported by liberal use of corporal punishment and a rigid examination system
based on assessing accurate regurgitation rather than the development of critical
thought or problem-solving. While individual teachers of course vary considerably
in their attachment to such practices,3 the role of teachers as a collective workforce,
as further explored below, has been central to the project of Burmanization and the
replication of narrow citizenship ideals (Tin, 2000). Amid an emerging recognition
of the role that state education has played in contributing to social tensions and
inequalities, teacher education then, along with teacher recruitment and deployment,
is a primary component for the successful implementation of inclusive education
reforms.

The Comprehensive Education Sector Review (CESR) was launched by the
Ministry of Education in 2012 in response to the agenda set out by President Thein
Sein and was accompanied by widespread consultation and substantial public debate
surrounding changes to legislation and policy. Although state-run basic education
schools make up the largest sector of education provision, there are also a number of
other education providers including monastic schools, community schools, private
schools, and ethnic education providers. These varied education stakeholders there-
fore felt strongly invested in contributing to the education reforms and ensuring

3 Research undertaken by the authors in 2015 revealed a wide variety of strategies among teachers
in navigating the challenges of teaching diverse students particularly in working across multiple
languages within their classrooms (see Maber et al., 2019).
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their perspectives and experiences were reflected. However, flaws in the consulta-
tion process, not least in the contextualization and incorporation of diverse perspec-
tives into the nascent legislation, led to a feeling that the process aimed to inform
stakeholders of decisions rather than seek their contributions and engage with their
perspectives (Shah et al., 2019).

The process nonetheless opened up the space for debate about the role and priori-
ties of state education within Myanmar. The strength of public debate and the desire
for inclusion on the part of multiple education stakeholders became all the more
evident with the resultant launch of the National Education Law in 2014. The law
wasmetwith public demonstrations andprotests by students, teacher unions, and civil
society organizations, who were frustrated that the law did not reflect the multiple
views shared within the review or go far enough to disentangle education practices
from the tight control of the unified, centralized state. In response to this public
opposition, the law was amended in 2015 to refine stipulations on expenditure and
languages of instruction.

While students, teachers, and civil society organizations, brought together through
the National Network for Education Reform (NNER), campaigned for greater recog-
nition andmoremeaningful consultation within the reform process, international and
donor voices were already well represented. Seventy-two international and national
consultants were engaged in the CESR phase 1 with multiple sub-sector studies
undertaken, leading to a cacophony of perspectives representing multiple interests
although often without substantial contextualization and localization (Shah et al.,
2019). As explored further in relation to teacher education below, the plethora of
competing agendas encountered throughout the reform process has consistently
posed challenges for the implementation of the reforms with a tendency for the
authority of international development institutions to be prioritized over national
educational expertise, setting up enduring tensions between economic develop-
ment and educational interests. Frequently, initiatives led by international develop-
ment agencies, including JICA’s revised primary curriculum and UNESCO’s STEM
project in Teacher Education Colleges both initiated in 2014, have predated wider
policy discussions, adding to the impression that community perspectives have come
second to international engagement.

The election victory later in 2015 of the National League for Democracy (NLD),
headed by Daw Aung San Suu Kyi, led to a renewal of the optimism in democratic
transition that had begun to wane. With the passing of the amended Education Law,
work had already begun on the National Education Strategic Plan (NESP) to add
detail to the frame provided in the law. With the incoming NLD government, inau-
gurated in 2016, attention was further drawn to the education sector as a priority for
national development through the appointment of Daw Aung San Suu Kyi herself
as the first Education Minister (before being succeeded by Dr Myo Thein Gyi),
increasing the political weight of the Ministry of Education. The Education Law had
introduced a commitment to steadily increase the education budget, and this was
further consolidated with education allocations reaching 8.8% of the national budget
in the 2018/19 financial year, up from 6.78% in FY 2015/16 and nearly six times
the total expenditure of FY 2011/12 (Oxford Business Group, 2016, 2019, 2020).
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Although still low, and well below the expenditure of regional counterparts,4 the
increases to the education budget have supported the initial implementation of the
NESP, increases to teacher salaries, and improvements to school infrastructure.

The NESP 2016–2021, launched after much development in 2017, outlined
the major overhaul of the education system through nine transformational shifts
covering: preschool education; basic education (access, quality and inclusion);
curriculum; assessment; teacher education and management; alternative education;
TVET; higher education; and management, capacity development and quality assur-
ance. Envisaged as the introduction to the reforms that would unfold over the subse-
quent 15 years, the NESP 2016–2021 outlines the strategies and outcomes intended
for each area of the framework. It represents a highly ambitious undertaking to
reshape the state education system in line with the liberal democratic ideals of the
political transition. Teachers are positioned as central to achieving this vision, with
reforms to pre-service teacher education fundamental to the repositioning of teachers’
roles, as explored below.

Locating Teacher Education Within a Landscape of Reform:
Opportunities and Challenges

Within theNational Education Law, teachers are defined as “instructors whomeet the
established criteria for instructing at some educational level” (Union of Myanmar,
2014).This definition immediately establishes the centrality of teacher education
and professional qualifications within the teaching workforce. The law goes on to
stipulate:

50. Teachers:

(a) shall be broad-minded to contribute to national and community development. They
shall love, value, protect and develop democratic practices.

(b) shall have a sense of responsibility regarding their job, love and value their occupation,
and be good models for students.

(c) to teach at the basic education level, shall have a teacher education degree, diploma,
certificate or equivalent certification.

51. Qualification requirements for teachers at the pre-school, basic education, technological
and vocational education, higher education, and training school levels will be spelled out in
separate education by-laws.

4 For example, Malaysia and Indonesia both allocate more than 20% of their national budget to
education, while Thailand and Vietnam allocate 19.1 and 18.5%, respectively (Oxford Business
Group, 2019).
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52. The Ministry of Education and other relevant ministries shall work to improve teachers’
qualifications and to give them international experience.

53. The Ministry of Education and other relevant ministries will establish the rights and
responsibilities of teachers.

(Union of Myanmar 2014)

Teacher education then, as further reinforced through articles 51 and 52, is posi-
tioned as a priority for reform, acknowledging the need to upgrade the support and
preparation for teachers across all levels of state education. Likewise, within the
NESP 2016–2020, teachers are immediately identified at the beginning of the plan
as fundamental to the transformation of the education system, as one of three main
driving logics underlying the NESP goal:

2. Teachers have a key role to play in implementation of NESP reforms

There is convincing national and international research evidence that highlights the crucial
role to be played by teachers in the successful implementation of the reforms outlined in the
NESP. For example, in the basic education sub-sector teachers will play a key role in the
successful roll-out of the new curriculum, as well as adoption of new interactive pedagogy
and application of a new assessment system. Therefore, teachers have been placed at the
centre of the NESP goal.

(Ministry of Education, 2017, p. 11)

This commitment is then substantiated in area 5 of the plan, outlining improve-
ments to teacher management, pre-service, and in-service training. Major shifts
include the expansion and upgrading of Teacher Education Colleges and the exten-
sion of the education degree from two years to four years. Previously, pre-service
teacher training had been provided through a patchwork of teacher training colleges,
teacher training schools, and two Institutes of Education (located in Yangon and
Sagaing) (Lall, 2020). These offered a one-year certificate in teacher education, a
two-year diploma in teacher education, or a four-year bachelor of education degree
at the institutes, which prepared teachers to teach at primary, middle, or secondary
school levels, respectively (Higgins & Paul, 2019; Lall, 2020). Teacher education
curricula was delivered in English and Burmese through static classroom instruction
focusing on subject knowledge and theory, largely without practical opportunities to
learn teaching skills. In this way, training colleges and institutes followed the same
pattern of hierarchical transmission of knowledge as schools, perpetuating passive
models of learning through replication. Consequently, they also reproduced the same
exclusions from school to training college, whereby the language of instruction,
metropolitan location of training colleges, entry requirements, and cost all stood as
barriers to the participation of ethnic and religious minorities within the state sector
(Maber & Aung, 2019).

The reforms to teacher education have seen the training colleges, schools, and
institutes consolidated as 25 Teacher Education Colleges and three Universities of
Education, now delivering a four-year diploma and a five-year bachelors, respec-
tively (UNESCO, 2020a). The curricula of the newEducation Colleges have received
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a complete overhaul, to include a competency-based approach with focus on prac-
tice, classroom skills and pedagogy, as well as subject knowledge and theory (Lall,
2020; UNESCO, 2020a). The development of a Teacher Professional Development
Programme also aims to strengthen in-service training to support the move to more
interactive pedagogies and to support training in the newly designed basic educa-
tion curriculum. UNESCO has been leading the implementation of these reforms
within the Teacher EducationColleges through the project Strengthening Pre-Service
Teacher Education in Myanmar (STEM) since 2014. STEM has supported the rede-
velopment of teacher education in the new four-year degree through the development
of a teacher competency standards framework and the introduction of the new teacher
education curriculum for student teachers alongwith supportmaterials and guides for
teacher educators. STEM has also aimed to strengthen the management and adminis-
tration of the Education Colleges to ensure greater consistency across the 25 colleges
in line with international standards (UNESCO, 2020a).

The prioritization of standardized qualifications however got off to a question-
able start through the parallel implementation of a package of legislative measures
commonly known as the “QuickWins”. Launched directly by the President’s Office,
rather than the Ministry of Education, these measures were designed to show imme-
diate benefits under the Presidency of Thein Sein while the medium-term educa-
tion reforms were under development. Largely relating to economic priorities, the
Quick Wins included increasing teacher wages, through the provision of a monthly
allowance of 30,000 kyat (approx. $30), effectively doubling teacher’s salaries, with
further increases for teachers working in remote and conflict-affected regions of the
country in order to improve retention (Shah et al., 2019). Although a significant
increase, teachers’ salaries remain low, which has contributed to the feminization
of the profession, the growth of private tuition classes offered after school and the
loss of teachers from the state sector often into private education. However, a further
QuickWin policy aimed to increase the number of teachers working at primary level
to fill short-term gaps through engaging 72,000 daily wage teachers to boost the
workforce capacity. These daily wage teachers were provided with one month of
minimal pre-service training and were not required to be qualified to the level of
permanent salaried teachers. As it is often schools in remote and conflict-affected
areas that struggle to retain qualified teachers, the engagement of large numbers of
daily wage teachers in these regions risks entrenching inequalities within education
provision (Shah et al., 2019), increasing the precarity and vulnerability of teachers
in these regions (Maber et al., 2019), and undermining the narrative of prioritizing
teacher education and quality in the reforms.

This reflects a common theme in the landscape of reforms where multiple initia-
tives have been implemented by varied actors or authorities along differing timelines
with often only partial coordination between them. The high number of interna-
tional actors and development agencies both consulting in the reform process and
subsequently delivering programmes has exacerbated this tension between priorities
and agendas. So in the Teacher Education Colleges, we find UNESCO delivering
the Strengthening Pre-Service Teacher Education in Myanmar (STEM) programme,
funded by the governments of Australia, Finland, and the UK, alongside British
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Council and VSO’s English for Education College Trainers (EfECT) and Towards
Results in Education and English (TREE) programmes funded by UK-AID, and
JICA’s training in the new primary curriculum they have developed through the
Project for Curriculum Reform at Primary Level of Basic Education (CREATE),
while within schools teachers may encounter UNICEF’s School-based In-Service
TeacherEducation (SITE) programmeand theUNICEF supported localized curricula
(Higgins & Paul, 2019; Lall, 2020; UNICEF n.d.; UNESCO 2020a). Inevitably
coordination across these multiple initiatives is challenging, while the reliance on
donor funding for the implementation of the reforms also presents concerns over
representation, motivation, and sustainability.

Likewise, just as encountered in the CESR, the NESP engaged a large number of
international consultants in the drafting of its chapters, with the result that variations
in tone, contextualization, and substantiation are evident, adding to the concerns of the
NNER that local expertise has been sidelined. In relation to gender disparities in the
education system for example, the NESP 2016–2020 Chap. 6 on Basic Education –
Access, Quality and Inclusion states:

Gender dynamics may mean that access, inclusion and quality issues are different for boys
and girls; however, the lack of Myanmar-specific studies of gender and education means that
very little is known about whether this is indeed the case.

(Ministry of Education, 2017, p. 101)

This tone suggests a lack of engagement with the contextual realities of gender
dynamics and experiences within Myanmar, despite considerable local attention to
the issue and expertise, particularly among civil society organizations, in researching
gender inequalities within the sector (GEN, 2015; Maber & Aung, 2019; RAIN-
FALL, 2017). Likewise, while Chap. 9 on Teacher Education engages with the need
for teachers to understand gender biases and their effects within their classrooms,
no mention is made of the gendered nature of the teaching workforce or teachers’
own gendered experiences within the profession. Teaching is a highly feminized
sector, with over 80% of teachers in Myanmar being women (Ministry of Education,
2013), yet women remain poorly represented within leadership and decision-making
roles including among head teachers, township education officers, and ministerial or
departmental leads (Maber et al., 2019; Ministry of Education, 2013).

Similarly, despite a recognition from the Minister of Education Dr Myo Thein
Gyi in the forward that “Education will play a key role in securing the lasting peace
and security of the nation” (Ministry of Education, 2017, p. 7), the only references
to the important contribution of education to conflict and peacebuilding within the
nine priority areas come in Chap. 4 on Preschool and Kindergarten Education. No
mention is made of the relationship between conflict, peacebuilding, social inequal-
ities, and teacher education. Yet research conducted by the authors in 2015 and
2016 revealed educational inequalities, including recruitment, deployment, remuner-
ation, resourcing, and training within the teaching profession, to be key grievances
within the ethnic conflicts (Maber et al., 2019; Shah et al., 2019). Myanmar’s plural
education sector, with a variety of non-state actors providing alternatives to basic
education schools and making up the shortfall in state education provision in more
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remote areas, includes parallel education authorities such as theMonNational Educa-
tion Committee (MNEC) or Karen Education Department (KED)5 allied to ethnic
armed groups (EAGs) in conflict-affected states. There is a key need to engage
with community-based non-state education actors and to address conflict grievances
across the sectors in order to support greater inclusion and cohesion through the
education sector. The NESP 2016–2021 recognizes the need to strengthen educa-
tional partnerships across providers (Ministry of Education, 2017, p. 92); however,
again within the detailed content of the chapters, there is little attention to how this
will be achieved. The uneven attention and lack of contextualization of key issues
such as gender and peacebuilding reflect the challenge of crafting a cohesive narrative
across the variety of perspectives engaged, with inequalities seemingly reproduced
in the attention given to dominant voices.

Positioning Teachers Within Shifting Discourses
of Education

Despite the challenges of the reform process, there has been significant progress in
the implementation of the NESP 2016–2021, particularly in the development of the
new primary curriculum rolled out by JICA, work on local curricula components led
by UNICEF, and the redevelopment of the Teacher Education Colleges supported
by UNESCO. The implementation of these measures has prompted a shift in the
expectations and assumptions of teachers’ roles, but has also revealed differences
between state discourses, development institutions, and public perception. There is
also potential for tension between international agencies implementing many of the
measures and state ideals as political agendas shift.

Returning to the text of the National Education Law outlined above, the framing
within article 50 of the Law positions teachers as simultaneously responsible for the
development of the nation (“to contribute to national and community development”)
as well as the development of their students (“to be good models for students”)(Union
of Myanmar 2014), retrieving the role of teachers as reinforcing the construction of
national citizenship ideals, albeit ideals that are nowmore aligned to a liberal market
economy. Teachers are therefore cast as representatives of the state, responsible for
upholding and instilling national values. Although the state may have redesigned
itself through the post-2011 reforms, moving away from overt authoritarianism
towards liberal democracy, teachers are still positioned as loyal to the state and
serving the development of the nation, demonstrated in the direction that “they shall
love, value, protect and develop democratic practices”(Union of Myanmar 2014).

Likewise, the strong discourse of service attached to the profession
(“Teachers…shall have a sense of responsibility regarding their job, love and value

5 The schools set up by these authorities are known as ethnic education schools and largely operate
as parallel, independent systems, developing their own curricula and teacher training or professional
development programmes.
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their occupation”) reinforces traditions of duty and self-sacrifice. Within Myanmar
Buddhist traditions, teachers are highly respected, and socially teachers have gener-
ally been afforded a relatively high social status. However, the discourse of service
and connotations of religious duty have also tied into justifications for low salaries,
which has conversely undermined teachers’ position through necessitating additional
sources of income (Maber et al., 2019).While this positioning of teachers evokes reli-
gious notions of duty, it is also gendered, reinforcing the expectation for women, who
make up the overwhelming majority of the teaching workforce, to devote themselves
to the service of others for little compensation. Similarly, women are frequently asso-
ciated with the responsibility for preserving national culture and identity construc-
tions while also working for the development of the nation (Laungaramsri, 2011),
connotations which are reinforced through the discourse of the Education Law. As
the underlyingmotivation for the reformswas arguably economic, teachers are tasked
through the Education Law and the NESP with simultaneously maintaining conser-
vative traditions and hierarchies while also supporting the economic development of
the nation through modernizing education provision.

The discourse of modernization and marketization is evident in the NESP 2016–
2021, with a strong emphasis on “twenty-first-century skills” (Ministry of Educa-
tion, 2017). The new basic education curriculum, developed by JICA, is intro-
duced as essential for students “to learn new knowledge and skills that will meet
Myanmar’s twenty-first century socio-economic development needs” (Ministry of
Education, 2017, p. 115). These skills are intended to “meet the needs of a technology-
based society facing rapid socio-economic development” (Ministry of Education,
2017, p. 114). While there is considerable ambiguity as to what these twenty-first-
century skills and knowledge might translate to within the curriculum, the phrase
is adopted from the Washington D.C.-based Partnerships for Twenty-First-Century
Learning anddrawson theirmodelwhich proposes integrating “life and career skills”,
“learning and innovation skills”, and “information,media, and technology skills” into
core subject teaching (Partnerships for Twenty-First-Century Learning, 2009). The
borrowing of international models developed in radically different contexts poses
challenges for the education system and again raises questions about the preferencing
of international expertise over local experience. Questions emerge as to what careers
are being imagined for Myanmar’s youth and how prepared teachers are to provide
leadership in these areas, particularly in relation to media and technology skills.
Many communities in Myanmar have limited electricity supplies and little access to
Internet with significant disparities betweenmetropolitan centres and rural, remote or
conflict-affected regions. Within the NESP, however, there is little discussion of the
resources needed to support media or ICT skills within schools classrooms.6These
are new and unfamiliar fields for many teachers who require not only training in the

6 Reference ismade to upgrading computer and Internet access in relation to administrative reporting
mechanisms in the chapter on management, capacity development, and quality assurance and in
relation to e-learning at higher education institutes, but not in relation to basic education schools
for teachers and students.



858 E. J. T. Maber et al.

new curriculum but also a suitably equipped environment through the development
of infrastructure and resources to support the modernization of classrooms.

While the discourse presented in the NESP may inadequately reflect the realities
for many teachers across the country, it outlines a clear departure from traditions
of rote learning to prioritize learner-centred approaches and the development of
critical thinking skills. These priorities have been put into practice within the Teacher
Education Colleges throughUNESCO’s STEMprogramme, which has also included
investing in ICT support for teacher educators (UNESCO, 2020a). The impact of
these measures is now beginning to be felt within the education system adding to the
general shift in expectations and relationships across education stakeholders.

From our shared perspective as educators, over the last three to five years, we
have seen the emerging discourse of teachers as “agents of change” translate into
changes in practice,with teachers taking on new roles and renegotiating relationships.
Teachers are now expected to be responsible for ensuring that their students “develop
knowledge, skills, attitudes and competencies that are relevant to their lives, and to
the socio-economic development needs of twenty-first century Myanmar”(Ministry
of Education, 2017, p. 120). In this sense, the role of teachers is also changing from
that of transmitters of knowledge to facilitators for learning. It is expected of the
teachers to have a shift in perception, from teaching the textbooks to facilitating the
learning of the students. Knowledge-wise, teachers need to be able to see beyond
the classroom walls and are expected to have a global view for the content they
are teaching. They are expected to be able to get familiar with not knowing the
answers for some questions the students may ask in class and to feel comfortable
with finding out the answers together. There are times therefore when the teachers are
expected to take the role of learning partners with their students, reducing traditional
hierarchies within the classroom and creating more horizontal learning spaces. This
is a substantial shift in relations for teachers and prompts a redefinition of notions
of respect within the community as well as the classroom, with many finding it
challenging to adapt to these emerging norms.

As teachers, however, we have found that most students are quickly getting used
to active participation in learning. For example, they are eager to ask questions,
not just listening to whatever the teachers taught, like before. They are becoming
autonomous learners as they are becoming familiar with the experience of learning
beyond the prescribed textbooks. As explored below, however, two recent crises have
shaken this emerging renegotiation of roles and tested the competing discourses that
have emerged through the reform process.

The Precarious Nature of Education Reforms and Potential
Repositioning of Teachers

In 2020, work was already underway to evaluate progress in the NESP 2016–2021
and to plan the second phase of implementation through the NESP II 2022–2027,



43 The Precarious Politics of Teacher Education in Myanmar 859

while also looking towards elections inNovember of that year. However, the COVID-
19 coronavirus pandemic, which began to emerge as a global crisis early in the year,
caused a major disruption to education provision with schools closing in March
before the end of the school year.7 Myanmar initially reported very few cases and
managed to limit the spread of the virus through early lockdowns with the result
that schools were able to reopen again in July. However, a rapid increase in cases
in August led to school closures once again, remaining closed for the rest of the
year. Learning shifted online; however, this has posed significant challenges for
teachers struggling with gaps in the availability of technology and equipment as well
as having to rapidly adjust to unfamiliar platforms and pedagogies. Learners have
likewise found this shift challenging, as many in Myanmar do not have computers
but access the Internet solely through their mobile phones.

The two crises then, of COVID-19 and the military coup, have tested the
constructed discourses surrounding the teaching profession and the competing ideals
of the teacher education reforms. The closure of schools and the shift to online
learning or alternative platforms has strained the discourse of teachers as leaders of
twenty-first-century skills, challenged the discourse of Myanmar as a “technology-
based society” (Ministry of Education, 2017, p. 114), and drawn attention to the acute
need for upskilling in digital literacy if teachers are to keep up with their more tech-
nologically adept students. In response to the evident gap in skills, the Ministry of
Education and development partners including UNICEF supported training courses
in 2020 which combined training in the new curriculum (Shimizu et al., 2020), while
additional training was given by the University of Computer Studies to support the
delivery of flipped or online classes. The new curriculum texts were made avail-
able on the newly developed Myanmar Digital Education Platform and guidance
also provided via a designated YouTube channel. Content-subject training sessions
were posted on the Ministry of Education Facebook page, uploaded to YouTube, and
broadcast on the national television station MRTV, with the aim of reaching wider
audiences. Nonetheless, in our experience many teachers have been unaware of or
unable to access these resources. Likewise, while UNESCO’s STEMprogramme has
supported ICT development within the Teacher Education Colleges, which proved
useful during the closure of colleges during the pandemic, beyond these institu-
tional environments, teachers and student teachers have not had ready access to
technology, or even consistent electricity supply in many cases, to facilitate remote
learning (UNESCO, 2020b). Consequently, although the narrative of the NESP has
placed responsibility on teachers for developing “twenty-first-century skills” among
their students, the complications in achieving this during the pandemic have not
only been with teachers’ own knowledge-base but more so a weakness in infrastruc-
ture and resourcing, revealing inequalities in access to technology as well as digital
literacy and technological dexterity.

The military coup of 1 February 2021 has also further underscored the incom-
patibility of these two discourses of teachers’ roles: as Internet connections have
been cut in the aftermath of the coup and digital resources such as the Myanmar

7 Myanmar’s academic year runs from 1 June to 31 March.
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Digital Education Platform have been taken offline, it has become impossible for
teachers to continue online instruction. Open access to technology and communi-
cations as well as the facilitation of horizontal, shared learning, run counter to the
tight control exerted through authoritarianism reinforcing the opposition of military
rule to the liberal market ideals of the NESP. However, the discourse of teachers as
servants of the state and responsible for constructing model citizens in line with a
state-sanctioned national identity narrative has also been radically challenged with
teachers rejecting expectations of conservatism and political passivity. In 2015, when
several of the authors conducted research with teacher educators and teachers in
Yangon and Mon State (Lopes Cardozo & Maber, 2019; Maber et al., 2019), the
state teachers interviewed overwhelmingly did not see themselves as politicallymoti-
vated or their role as contributing to politics or peace processes. In 2021, however,
teachers have emerged as key participants in the resistance to military rule, with
over 300,000 teachers8 taking part in the Civil Disobedience Movement (CDM) and
many leading protests in towns across the country wearing their distinctive green
and white uniforms to identify their profession and being seen protecting students
(Aljazeera, 2021; Frontier, 2021; San, 2021). These scenes have indicated a shift
in alignment of the notion of service to include a renewed emphasis on the duty to
safeguard students’ futures.

The collective participation in the protests may be read as an enactment of loyalty
to the legitimate state, as the military has seized power on the pretext of fraud in
the November 2020 elections which were overwhelmingly won by the NLD for a
second term. However, protestors are not merely demanding the release from deten-
tion and return to office for the NLD political leadership, but rather a more substan-
tial social transformation to also address continuing social tensions, exclusions, and
conflict, indicating a more seismic re-alignment for teachers engaging in overt polit-
ical critique.We suggest this shift reflects the changes that have been implemented in
the profession through the education reforms and the broader socio-economic shifts
witnessed in Myanmar. The move from teachers as sole authority within the class-
room, responsible for the unidirectional transmission of knowledge, to facilitators of
multi-directional learning through learner-centred pedagogies allies teachers more
strongly with their students and with collective conscious raising. Likewise, the
emphasis on critical thinking skills, debate, and problem-solving in the curricula
of both basic education schools and Teacher Education Colleges has influenced
teachers’ self-perception as well as their relationships to students and to the wider
community. As witnessed in the protests, teachers are claiming a more collective
political and politicized identity. As a consequence, the relationship between state
and teachers, foundational to the Education Law, has broken down with 125,900
teachers finding themselves suspended by the military government for taking part in
resistance movements and opposing the coup9 (Reuters, 2021). This fracture has also
affected the non-state sector, with multiple private schools being forced to close by

8 This figure represents roughly three quarters of Myanmar’s 430,000 teachers (Reuters 2021).
9 Additionally, 19,500 university staff have been suspended (Reuters 2021) and at least 41 staff
members from the Ministry of Education (Irrawaddy 2021).
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the military Council.10 With the reopening of schools planned for the 1 June 2021,
teachers have overwhelmingly rejected the authority of the military leadership and
refused to return to school, joining their students in boycotting school spaces seen
as tied to state authority.11 This newly political stance among teachers and teacher
educators also produces a tension with the multiple international actors delivering
reform measures who are notoriously apolitical in their stance and rely on govern-
ment approval for their work in the country, revealing the fragility in the prominent
role of international organizations contributing to and implementing the reforms.

Participation in the CDM has also thrown up renewed perceptions of teachers
within the community, retrieving old notions of self-sacrifice in teaching through a
sense of noble sacrifice for the greater good. In this sense, teachers might earn more
respect if they have gone through the test of courage and sacrifice,willingness to stand
for justice not only for their students, and the schools but also for the community.
Qualifications then are no longer a sufficient defining feature, but professional and
social ethics are coming to the fore. However, for the majority female workforce,
active participation in the protests and demonstrations is also presenting a disruption
to gender roles with gendered expectations of loyal service, passivity, and women’s
duty in perpetuating national values being challenged and more women taking on
active leadership roles. Through these movements then, a more complex and plural
positioning for teachers in relation to students, communities, and the state is emerging
than initially presented through the reforms.

Conclusions

Teachers and teacher educators inMyanmar have had to navigate significant changes
to the education system over the last ten years, with reforms introducing a substan-
tial shift in the expectations of teachers and their roles. While the majority of these
reforms have been welcomed, they have nonetheless been contentious at times, and
the high levels of international contributions and investment in the sector havebrought
both benefits and challenges to the process. Through the reforms, competing narra-
tives have become apparent which reveal varied agendas in the conceptualization
of teachers and their professional practice, expectations of the roles of teachers in
society, and the assumed alignments and relationships between teachers, the state,
students, and the community. The current dual crises affecting Myanmar, of the
global coronavirus pandemic and the military coup, have tested the prominent narra-
tives of teachers as future-oriented leaders of “twenty-first-century skills” and as loyal
servants of the state revealing the shallowness of both discourses and their incompat-
ibility. Through challenging the traditional hierarchies in education and promoting

10 Thirteen private schools in Bago region for example have been forced to close as of May 2021,
while a further ten have had to stop operating due to lack of funds.
11 Anecdotally, only approximately 10% of students are reported to have been enrolled in school in
Bago and 20% in Kachin state.
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more learner-centred classrooms, teachers are stepping into a new social role and
renegotiating relationships; however, challenges in the support structure and infras-
tructure, especially with regard to technology, remain. Nonetheless, we suggest that
this new role for teachers has added to their sense of alliance with the wider commu-
nity and created resistance to the expectation of serving state agendas. Particularly
evident in resistance to the military regime, many teachers have emerged as central
participants within protests claiming a new, politicized authority and aligning them-
selves firmlywith students and communities in seeking to safeguard students’ futures.
This more strongly politicized identity for teachers also introduces new tensions,
with the state, with international organizations, and with other teachers and educa-
tion stakeholders who may align themselves differently. These frictions reflect the
complex realities of teacher identities and alignments and are likely to have a lasting
impact on the education system.
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Writing for Higher Education Academy
Fellowship Towards Professionalization
of Teaching: Perspectives
from University Teachers in Thailand

Mark B. Ulla

Abstract The internationalization of education, where the quality of teaching is
often attributed to a qualified teaching force, has brought significant reforms in educa-
tional policy, and approaches in most educational institutions in the world. While
these educational changes havedirected teachers to develop in their profession, higher
education institutions (HEIs) have also placed substantial attempts to improve the
profession. Thus, with an increasing demand for quality of teaching, academics in
most HEIs in the world are required to show evidence of professionalism and compe-
tence in teaching. In Thailand, a number of HEIs have employed the UKProfessional
Standards Framework (UKPSF) and have institutionalized the Fellowship applica-
tion in Advance Higher Education Academy (Advance HE). Drawing on the concept
of professionalizing teaching, this chapter explores university academics in Thailand
and their perceptions of their profession as teachers and as fellows of the Advance
HE. It also identifies the implications of professionalizing teaching on their profes-
sion, students, and their institutions. Although HEIs mainly apply the UKPSF of the
Higher Education Academy in the UK and Europe, this chapter also considers and
recognizes UKPSF and Advance HE’s contributions towards the professionalization
of teaching and teachers in Asia, particularly in Thailand.

Keywords Thailand · Higher education · Professionalization · Professional
development

Introduction

With an increasing demand for quality of teaching in higher education institutions
(HEIs), academics in most HEIs in the world are required to show evidence of
professionalism and competence in teaching (Heron & Corradini, 2020a). Obtaining
a teaching diploma, getting a postgraduate qualification, and attending various
professional development workshops may no longer be enough to prove academics’
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teaching competency. As a result, universities across Europe and Australia are now
institutionalizing approaches for developing effective teaching criteria and profes-
sional teaching standards among academics (Shaw, 2018). This change of ideological
perspectives among HEIs can be attributed to the call for the internationalization of
education, where it “can be seen as attempts to create border crossing activities”
(Barkas et al., 2019, p. 803) and to the growing competition among universities in
the world ranking (Goglio, 2016). It is assumed that a university should attract not
only local academics, students, and researchers but also international scholars and
education practitioners, which would significantly impact the university’s visibility
in the world ranking. Against this backdrop, the pressure is put on academics’ shoul-
ders to comply with the HEI’s policy on professionalizing teaching and to ensure
that quality classroom teaching is achieved. Thus, university academics are enforced
to follow a teaching standard framework and ensure that they get recognition for
their teaching practices (Heron & Corradini, 2020b). One such framework used to
benchmark the teaching and learning effectiveness among academics in HEIs is the
UK Professional Standards Framework (UKPSF).

The UKPSF, which is a teaching and learning framework, was developed and
launched by the Higher Education Academy (nowAdvance Higher Education) in the
UK to improve university academics’ teaching competencies. Today, the framework
gains worldwide recognition in that it is not only used by HEIs in the UK but glob-
ally. Additionally, the framework describes the teaching and learning dimensions
that guide and support academics to have enhanced classroom teaching practices.
Advance HE also uses the framework to promote the professionalization of teaching
by giving academics the recognition of Associate Fellow, Fellow, Senior Fellow, and
Principal Fellow depending on their qualifications. Such Fellowship recognitions
require academics to write an application by reflecting on their classroom teaching
and learning support practices.

In Thailand, theAdvanceHEhas been collaborating and helping a number ofHEIs
through the Office of the Higher Education Commission and Thai POD Network to
improve the teaching quality among academics in the country. In fact, 60 academics
from 27 universities in the country attended the first module training on the Advance
HE Certificate in Learning and Teaching in Higher Education (CLTHE) program
in August 2018 (Advance HE, 2018). Furthermore, the UKPSF has also been used
by a number of HEIs to assess their academics’ teaching competency. University
academics are encouraged to apply the framework of teaching and learning dimen-
sions in their classroom teaching and write an application for Fellowship to the
AdvanceHE. Such a Fellowship application is deemed necessary forHEIs academics
to be recognized professionally. Although the consequence of not getting a Fellow-
ship varies from one university to another, such as getting a low annual performance
evaluation or getting their contract not renewed, the writing process entails time and
commitment on the part of the academics. Today, the number of HEIs academics who
were given Fellowships by the Advance HE continues to grow, making Thailand the
sixth country with the highest number of Fellowships in the world, excluding the UK
(Bangkok Post, 2018).
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While previous studies (Heron & Corradini, 2020a, 2020b; Shaw, 2018;
Spowart & Turner, 2020) tend to focus on the writing process and its impact on
and experiences among academics in getting a Fellowship status from the Advance
HE, these studies were only conducted in the context of HEIs in the UK. As the
UK Professional Standards Framework has also been used outside of the UK, there
is a need to explore university academics’ perceptions of what it means for them
to become Fellow of the Advance HE with regard to their profession as teachers,
students, and their institutions. Drawing on the concept of professionalizing teaching
(Maphosa & Mudzielwana, 2014), this study extends the work of Shaw (2018) as it
attempts to explore the perspectives of university teachers in Thailand with regard to
how they perceived themselves as Fellows and what it means for them to be recog-
nized by the Advance HE professionally. Doing this study not only gives empirical
data to support professional development among academics, but it also advances our
understanding of professionalizing teaching. It is believed that this study will have
an implication on teachers’ development among HEIs outside of the UK, particularly
in Asia and in Thailand.

The Professionalization of Teaching

McDonald (1956) emphasized that “teaching is, in fact, the mother of all profes-
sions” (p. 8) since all professionals have to start somewhere where they are taught
formally or informally and become who and what they are now. Although Goodwin
(2011) posited that teaching is a profession, seminal scholars (Addi-Raccah&Arviv-
Elyashiv, 2008; Darling-Hammond&Goodwin 1993; Glazer, 2007; Horowitz, 1985;
Wilson & Tamir, 2008) in the field of teaching and education claimed that teaching
is still regarded as a semi-profession since it “falls short of the standing held by such
professions as medicine and law” (Horowitz, 1985, p. 297). One such reason why
other scholars held this kind of belief towards teaching is the ongoing debate on
teachers’ competency and the quality of their teaching practices in the classrooms.
The questions remain on what makes a good teacher, “how is good teaching defined,
and in what way do decisions about entry into the field, training and preparation,
and standards of practice, shape whether teaching is perceived as professional or
specialized work?” (Goodwin, 2011, p. 44).

Wiseman et al. (2016) maintained that expert knowledge, training and creden-
tials, self-policing and ethical codes, occupational domain, and the workplace are
the essential components towards the professionalization of a particular profession.
This professionalization of a profession can be done through a process of legit-
imization, where academic institutions may create, adapt, and follow a structured
and legitimate institutional program. In other words, “the primary characteristic of
professionalization, then, is the development of a legitimate knowledge base through
the development of specialized university degree or training programs” (Wiseman
et al., 2016, p. 37). In education, these characteristics are evident in all HEIs, where
a legitimate knowledge base is developed. Universities and colleges worldwide are
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offering programs and teaching certificates, diplomas, undergraduate, graduate, and
postgraduate degrees in teaching and education, which prepare teachers for the
teaching profession. Through these programs, teachers are trained with pedagog-
ical skills to carry out their teaching practices confidently and effectively in the
classroom. Likewise, licensure examinations for teachers are also commonly held
in some countries to professionalize teachers. There are also different international
and national teaching and education professional organizations where teachers are
provided with training programs to improve their teaching practices. These profes-
sional organizations continue to support HEIs academics towards becoming qualified
and competent academics through conferences, teaching workshops, and seminars.

Consequently, the professionalization of teaching has also impacted the hiring
process and the entry requirement among academics in HEIs. In fact, it can be noted
that a number of educational institutions worldwide may have strictly imposed some
guidelines in hiring teachers. These guidelines include a teaching certificate, diploma,
and a relevant teaching degree. Teacher’s qualifications, experience, professional
development, and involvement in professional organizationsmay also be emphasized
and may be required of the teachers when they seek entry into the teaching field.
Fernández (2013) asserted;

All teachers are required to be graduates from higher educationinstitutions; all teachers are
required to have extensive subject knowledge, a good knowledge of pedagogy, the skills and
competencies required to guide and support learners, and an understanding of the social and
cultural dimension of education (p. 350).

However,when these teachers are already in the teachingprofession, their teaching
expertise and teaching ability are still questioned and subject to validation, either
annually or quarterly.As a result, teachers continue to develop themselves profession-
ally by attending various teaching workshops, conferences, and seminars to master
their profession and be good at teaching. Maphosa and Mudzielwana (2014) indi-
cated that being an expert in teaching may not be sufficient for a teacher to be
called competent and qualified. Teachers should improve and update their pedagog-
ical skills through teacher training and other professional development programs to
understand their students and the broader context of education and teaching. Thus,
teacher training has been noted by a number of scholars to be one of the essential
aspects of professionalizing teaching and teachers. For Ulla (2018), teacher training
can enhance a teacher’s pedagogical skills and strategies. It can reduce anxiety and
help teachers build their self-confidence and self-efficacy in the classroom (Inno-
cente & Baker, 2018). It updates teachers with relevant teaching issues and solutions
(Napal Fraile et al., 2018). Lastly, it acquaints teachers with the realities of teaching
and enables them to have a sense of professionalism (Burton, 2020).

In Southeast Asia, while most of the educational reforms have been focused on
building teachers’ capacity to employ student-centred teaching methodologies and
approaches that could promote effective teaching and learning (Ulla, 2018), there are
also educational policies that are specifically geared towards addressing the demands
of globalization, international integration, and professionalization in education. For
example, in Vietnam, the education reform has centred on enhancing global and
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practical life skills among its learners to prepare them for the world market and invite
foreign investors to the country (Nguyen ThiMai &Hall, 2017). Such an educational
reformhas promptedmany schools to assess their curriculum, teachingmaterials, and
teaching approaches to see whether these are aligned with the country’s educational
policies. Although teachers are at the forefront of this reform, the government and
the schools have been very supportive in enhancing their teachers’ skills. In fact, in
Indonesia, the government “has paid serious attention to the quality of its teachers by
instituting education policy reforms throughTeacher andLecturer LawNo. 14 passed
in 2005. [The said law was] aimed at enhancing teacher quality and professionalism
through teacher education and professional development” (Harjanto et al., 2018,
p. 212). In Myanmar, university and college teacher educators across the country
attended the English for Education College Trainers Project (EfECT) program to
improve teacher’s language proficiency and classroom methodologies (Borg et al.,
2018; Ulla, 2018).

Similarly, there have been many teacher training programs in Thailand that have
been implemented to professionalize and help teachers in the HEIs, primary and
secondary schools to improve their teaching practices. Ulla and Winitkun (2018)
emphasized that.

…sending the teachers to training, workshops, and conferences and letting them pursue
professional development are just right as they make a significant contribution in the
education system reform and in the learning of the students at schools (p. 1581).

However, despite the affordances of various teacher training programs in the
country, there seems to be a lesser emphasis on the teaching methodologies and how
they could be applied in the classroom. In a study by Ulla and Winitkun (2018) in
Thailand, it was reported that most of the previous teacher training activities in the
country were only focused on the theories rather than their actual applications in the
classroom teaching. There was no engagement among the teachers regarding interac-
tive classroom strategies and methodologies as these teacher training programs were
only based on lectures and discussions. This practice suggests that teachers’ class-
room practices and how they approach their lessons, and their students should also be
considered in professionalizing the teaching profession. By considering such peda-
gogical practices, teachers are expected to translate these into their actual classroom
teaching where students may benefit from them.

Teacher’s Characteristics and Their Pedagogical Practice

A number of research studies have been conducted to identify the characteristics
of a good teacher. For example, Baier et al. (2019) investigated what skills and
qualifications teachers in Germany need to possess to carry out a quality teaching
practice.With the use of structural equationmodelling, it was found that the teachers’
cognitive and affective qualities had a direct influence on the quality of teaching.
Although the study’s findings were based on a quantitative data measurement, it
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gives a different perspective of what characterizes a good teacher. Generally, the
study highlights the significance of knowledge, motivation, and personality among
teachers to deliver a quality instruction in the classroom. In other words, the teachers’
knowledge of the topic and subject matter and their enthusiasm towards teaching
their students are important traits of a good classroom teacher. Teachers who are not
familiar with the topic being taught, who do not have the motivation to teach, and
who do not the passion for teaching are not effective in classroom teaching.

Similarly, the study conducted by Morrison and Evans (2018) looked into Hong
Kong students’ perceptions of a good teacher. With 40 first-year university students
who were interviewed for the study, it was found that teacher’s ability to give clear
explanations supported by relevant, practical examples, and demonstrations in an
interactive manner that encouraged critical thinking was what the students perceived
to be the qualities of a good teacher.

Contrary towhat Baier et al. (2019) have emphasized that teacher’s affective quali-
ties play an important role in quality teaching,Morrison and Evans’s findings pointed
out that affective qualities were perceived to be of less significance with regard to
being a good teacher. Although students regarded teachers’ affective qualities to be
of less importance, they were more focused instead on the teaching ability and skills
of the teachers as a criterion to become a good teacher. In other words, this study
emphasized that teachers’ pedagogical skills should be the basis for teachers to be
recognized as good or competent teachers.

However, while the studies of Baier et al. (2019) and Morrison and Evans (2018),
which defined teaching as a profession through the perspectives of the students, place
high interest in the cognitive, pedagogic, and affective skills of the teachers, there
is a dearth of studies that concentrate on professionalizing teaching and becoming a
good teacher especially in the context of higher education from the perspectives of
HEIs academics. Such perspectives are important towards a deeper understanding of
the concept of professionalizing teaching, especially when the internationalization
of education is emphasized.

Writing for Fellowship

The Advance HE is one of the most popular organizations that recognizes HEIs
academics’ teaching practices professionally. Although based in the UK, Advance
HE may have become an important institution across a number of HEIs in the world
that professionalize the teaching profession. In fact, most HEIs in the UK have
encouraged their academics to apply for a Fellowship to recognize their teaching
practices (Heron & Corradini, 2020a). Since Advance HE offers professional recog-
nition to HEIs academics, writing for a Fellowship application may have become a
crucial task among HEIs academics, which may be imposed upon by a number of
HEIs in the world. To be recognized by Advance HE, an academic has to write a
reflective account on their education and teaching activities by presenting convincing
classroom cases. These teaching cases should reflect how professional standards
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framework was employed, based on the different teaching and learning dimensions.
As Fellowship in the Advance HE has been recognized globally, it has become one
of the key indicators for teaching professionalization. Although in a study conducted
by Shaw (2018), it was found that HEA Fellowship scheme at a university in the UK
only offered a limited impact on the development of teacher–participants and their
institutions, the HEA Fellowship scheme is a continuing professional development
that may provide a positive effect on HEIs academics and their institutions. Shaw
analysed the impact of the Fellowship scheme of the Advance HE at the Faculty
of Health and Social Sciences at Leeds Beckett University. Through in-depth inter-
views conducted to 19 staff, it was found that the participants, who “engaged in brief
periods of intensive activity, studying the requirements of the scheme and consid-
ering examples of how their activities could be mapped onto the UKPSF, and then
’pulling together’ the review” (p. 152), had a different experience with regard to
their engagement to the scheme. However, although participants reported that the
scheme had a positive impact on them, it was noted that the CPD scheme was only a
“relatively isolated activity” since its impact on the institution was limited. This can
be attributed to the fact that when teachers got the Fellowships, they stopped building
their “portfolio”. In other words, their reflective practices were only used to reframe
their previous teaching and learning activities. They were not used to inform their
present and their future pedagogical practices in the classroom.

Similarly, the study conducted by Botham (2018) examined some motivating
factors why university academics in the UK engaged in continuing professional
development (CPD) program, which leads to their Fellowship of the Higher Educa-
tion Academy. Employing online questionnaires and semi-structured interviews, the
findings revealed that university academics in theUKweremotivated to participate in
the CPD program and apply for a Fellowship to the AdvanceHE because theywanted
to improve their teaching skills and to be recognized for their pedagogical practices.
It was also revealed that although institutional policies and performance develop-
ment review play a significant role in teachers’ engagement in CPD and in their
Fellowship applications to the Advance HE, these were not the principal elements
in the success of their engagement and application. However, lack of time, lack of
interest in teaching and learning, lack of support, and lack of familiarity with reflec-
tive practice were reported to be the common factors of teachers’ disengagement
with the CPD and Fellowship schemes.

Another study, which was focused on university academics’ experiences of
applying for a Senior Fellowship of the Advance HE, was conducted by Spowart
and Turner (2020) in the UK. Spowart and Turner employed creative nonfiction
techniques to describe the participants’ motivations and the reasons they engaged
in an institutional development program scheme. Thus, in the presentation of the
two academics’ conversations in the study, which was the point of the study’s anal-
ysis, it was revealed that the two academics (Mac and Josie) had a different views
towards gaining a Senior Fellowship. Mac was cynical about the scheme’s value,
while Josie was driven by her desire to finish the task of writing an application
for a Senior Fellowship. While the two had different attitudes towards their senior
fellow application writing, both knew that they had to do it for their promotion. For
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Josie, getting the Senior Fellowship badge means a recognition for her teaching and
learning contributions. However for Mac, a Senior Fellowship means his promotion
as a university academic.

While the above studies explored the value of institutional CPD and Fellowship
schemes and the impact of such schemes on university academics and their institu-
tions, theywere all conducted in theUK. Since the Fellowship scheme of theAdvance
HE is nowacknowledgedglobally, there is a need to examine other perspectives, espe-
cially from the academics outside of the UK. Drawing on the concept of profession-
alizing teaching (Maphosa &Mudzielwana, 2014), this study extends Shaw’s (2018)
work as it attempts to explore university academics in Thailand and their perceptions
of their profession as teachers and as Fellows of the Advance HE. It also identi-
fies the implications of professionalizing teaching on their profession, students, and
their institutions. Although HEIs mainly apply the UKPSF of the Higher Education
Academy in the UK and Europe, this study argues that the UKPSF and the Advance
HE play a significant role in the professionalization of teaching and teachers in Asia,
particularly in Thailand. To fulfil the objectives of this study, the following research
questions are asked.

1. How do university academics perceive Fellowship recognition by the Advance
HE?

2. Why do academics engage in writing for Fellowship?
3. How does writing for Fellowship professionalize teachers and teaching?

Methodology

This study, which explored university academics’ perceptions of their profession
as teachers and as Fellows of the Advance HE, was conducted in a university in
Thailand. It employed purposive-convenience sampling since only those academics,
who have attained Fellowship either as Fellow or Senior Fellow, were contacted
to participate in the study. The study was conducted between November 2020 and
January 2021.

Additionally, it is also important to acknowledge potential bias in the data collec-
tion and analysis. Since the author/interviewer is one of the mentors for the writing
for Fellowship scheme in the university, the participants reviewed the questionnaire
and interview transcripts as well as the discussion and analysis sections of the paper.

Participants

Six participants (four males, two females) participated voluntarily in the study after
the call for research participation was posted on Facebook and Line social media
applications . They were contacted privately through message and video chats after
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they signified their interest for the study. These participants, whose age ranged from
31 to 45 years old and had a teaching experience in HEI between 3 and 15 years,
were all from different disciplinary backgrounds, including education. They were
teaching general education courses in the university.

Before conducting the study, research ethics protocols were observed, and partici-
pants were informed about the purpose of the study. They were also notified that their
participation was voluntary and that they could withdraw their participation anytime.
Data obtained from the study were treated with anonymity and confidentiality.

Tools, Data Collection, and Analysis

Online questionnaire (Botham, 2018) on Google form was used to gather the study’s
qualitative data. It was emailed and/or forwarded to the identified participants since
the study was conducted amidst the COVID-19 pandemic. The questions were
focused on how the participants view themselves as Fellows of the Advance HE
in Thailand, why they engage in writing for Fellowship of the Advance HE, and
what impact their Fellowship from the Advance HE have on their students and their
HEI. Likewise, a follow-up individual interview either through a social media chat
or a video chat was also conducted. The purpose was to probe deeper into the partic-
ipants’ perceptions, engagement, and impact regarding their Fellowships with the
Advance HE.

Both the online questionnaire and interview data were subjected for analysis
using thematic analysis (Braun & Clarke, 2006). These data were read and closely
examined to identify common codes, which themes could be formulated. To ensure
the validity of the data, transcribed datawere sent back individually to the participants
for correction, modification, and approval. Lastly, interview excerpts were included
in the presentation of the results, where participants were given a code (T1 to T6).

Results

Writing for Fellowship as an Institutional CPD

Writing an application for Fellowship recognition was an institutional continuing
professional development (CPD) activity, where university academics are obliged
to attend a series of workshops provided by the university. Teacher 1 detailed the
process of getting a Fellowship recognition by the Advance HE during the interview.

The application for Fellowship recognition was never a DIY (do it yourself) thing. For one,
we need to attend a series of workshops to help and guide us in our Fellowship writing.
We need to make sure that our teaching practices are aligned with the teaching and learning
dimensions of the UKPSF. We can do this by reflecting on our classroom teaching practices.
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Second, we must work closely with our Fellowship mentors, who monitor our progress and
even guide us in submitting our application. We also have to show evidence that we practice
those teaching and learning dimensions before submitting our Fellowship application to the
Advance HE.

Generally, all of the teacher–participants held a positive attitude towards engaging
in the institutionalCPDschemeandwriting for Fellowship application.Theybelieved
that it enhances and validates their classroom teaching and learning practices and
recognizes them professionally. For example, as an institutional CPD, writing for
Fellowship is believed to improve the teaching and learning support practices among
academics. Teacher 2 mentioned:

Fellowship writing is a university program for teachers that gives us a room to reflect on our
practices. When I was writing my Fellowship application, I had to reflect on my teaching
practices, which allowed me to identify some teaching strategies that worked well in my
class and address those which did not.

Although other academics admitted that they faced a number of issues in their
Fellowshipwriting, especially onmanaging their time in teaching and doing research,
they also agreed that it made them reflect on their teaching, which may impact their
profession as university teachers.

Honestly, I had difficulty managing my time attending the workshop and writing for Fellow-
ship application. But I considered it as a form of CPD (continuing professional development)
where I get to reflect my teaching and learning support practices. This is very important to
me as a university teacher since it recognizes me as a professional teacher in the university.
(T3).

Furthermore, attending the institutional development program and applying for a
Fellowship were also perceived to be a confirmation and validation of the teaching
and learning practices among academics.

For me, attending the UKPSF workshop and the writing retreat for Fellowship is a confirma-
tion of what I have already done in the classroom. I have been employing several teaching
and learning activities in my class and I didn’t know that those were in the learning dimen-
sions of the UKPSF. My participation in the workshop makes me aware of the practices in
my classroom. (T4).

Academics’ Engagement in Fellowship Writing

Teacher–participants also identified some motivating factors for engaging in the
institutional CPD and writing for a Fellowship application to the Advance HE. These
factors include institutional policy, job promotion, and job retention.

In the interview, it was found that while writing an application for Fellowship
may be a free institutional CPD scheme, teacher–participants only engaged with
it because they were required to do so as it is a policy of the university. Teacher
6revealed:
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I appreciate the effort of the university to offer free professional development programs for
its teachers. As a matter of fact, I like it since I get to participate in this kind of training
where I get to reflect on my teaching practices. But, if you asked me why I applied for a
Fellowship, I would say that I was just following what the university is telling me to do. It is
the policy of the university to have all of its teachers followed the UKPSF and be recognized
by the Advance HE.

Teacher 6’s statement was also concurred by Teacher 5, saying that she only
attended the workshop and writing retreat because “it is what the university wants
for all of its teachers”. However, they also acknowledged that even if the university
required them to attend the workshop and write an application for Fellowship, such
institutionalCPDs are necessary for their profession as university academics. For one,
these CPDs, especially getting a Fellowship recognition, can be used by academics
in their job promotion. Such reason was pointed out by Teacher 3 as shown in the
following transcript.

Forme, I had apersonal reasonwhy I engagedmyself inwriting an application for Fellowship.
Last year, I applied for Assistant Professor title and one of the documentary requirements
was a certificate of Fellowship from the Advance HE. I didn’t have the certificate yet as I
was still doing it at that time. So, what happened was, I was told that I should present another
evidence that would prove my teaching qualifications. In other words, I had to prepare a lot
of documents just because I didn’t have my Fellowship certificate yet. It could have been
easier had I gottenone already.

Similarly, job retention was the reason why Teacher 5 attended a series of work-
shops leading to his application for a Fellowship recognition. He believed that since
he has only been teaching for less than five years in the university and in a temporary
contract, he felt compelled to follow the mandate of the university in order to keep
his job. He disclosed:

I want to keepmy job. I know that attending theworkshop and getting a Fellowship certificate
is one way to keep it. As university teachers, we should also reflect on our teaching styles
and we can do this by participating in the workshop and getting a Fellowship certificate. By
doing it, we don’t only keep our job, but we also improve our classroom teaching styles.

Professionalizing Teachers and Teaching Through
a Fellowship

It was also evident from the interview that writing for a Fellowship application was
considered by the teacher–participants as unique when compared with other CPDs
they have attended. They declared that unlike other CPDs, where they only have
to listen and participate in the workshop and only a certificate of participation is
given at the end, writing for a Fellowship application is both attending a teaching
workshop and getting a Fellowship certificate from theAdvanceHE in theUK,which
recognizes and validates them as teachers and their teaching practices.
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For me, I think writing for a Fellowship application is like hitting two birds with one stone.
I got to attend in the teaching workshop, reflect on my teaching practices, and at the end, I
also got a Fellowship certificate. This Fellowship certificate is special to me since it confirms
my teaching practices and me as a professional teacher.

Furthermore, teacher–participants also confirmed that attending the institutional
CPD scheme, which leads to their application for a Fellowship to the Advance HE,
enhances their pedagogies, validates their teaching skills, and recognizes their profes-
sion. However, when they were asked how did attending and writing for a Fellowship
application professionalize them as teachers, they mentioned that the institutional
CPD scheme enables them to revisit and reflect on their classroom teaching and
learning practices. By revisiting and reflecting on their classroom methodologies,
they were able to identify which teaching and learning styles and strategies work
well in their classes and which ones need to be improved or changed.

I guess it is on the way how you acknowledge the flaws you have as a teacher. And I believe
that when you reflect and revisit on the way how you conducted your previous classes, you
would be able to recognize that there is still something better to do or you would realize that
you could have done better. And I guess that is professionalism. (T2).

It was also revealed that applying and practising the UKPSF teaching and learning
dimensions in the classroom after getting a Fellowship certificate is a marked of a
professional teacher. Teacher 4 stated this in the transcript below:

The Fellowship certificate is already a proof that the Advance HE acknowledged me as a
teacher. I guess, they would not give you the certificate if they see that your teaching and
learning styles do not conformwith the standard of theUKPSF. So, when you go back to your
classroom, you already have an idea on which teaching practices match with the UKPSF
teaching and learning dimensions. As a teacher, we should continue to practice the different
dimensions of the framework in our classroom teaching.

Discussion

The present study explored university academics in Thailand, their perceptions of,
and their engagement in an institutional CPD, which led to their Fellowship appli-
cation and recognition by the Advance HE in the UK. Findings revealed that partic-
ipants held a positive perception in attending the institutional workshop and writing
for a Fellowship application. They believed that such CPDs could provide them an
opportunity to develop in their profession that may positively impact their students
and their institutions. Generally, although university academics were influenced by
institutional policy and personal motivations regarding their participation in the insti-
tutional CPD, they also believed that the workshop and the Fellowship application
could enhance their classroom pedagogies, confirm their teaching and learning prac-
tices, and recognize them as teachers professionally. In other words, while the partic-
ipants were required to attend the CPD and write an application for Fellowship, they
also found some internal motivating factors why they engaged in such CPDs. For
example, as an institutional policy, participants acknowledged that such CPDs allow
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them to reflect on their classroom teaching and learning practices, which is crucial
towards improving their pedagogies. Likewise, gaining Fellowship recognition was
also seen as an essential qualification in job promotion and retention. Thus, these
factors largely shaped the engagement motivations towards the institutional CPDs
among university academics. In fact, Spowart and Turner (2020) and Botham (2018)
confirmed the finding of the present study in that university academics in the UK
only engaged in writing for a Fellowship application because they wanted to improve
their teaching and learning practices and to get a job promotion.

However, it is important to note that in contrast to other CPDs, where teachers
may only listen to, participate in the workshop, and get a certificate of attendance
and participation at the end of the program, the workshop reported in this study
involved reflectivewriting, where teachers share andwrite their teaching and learning
support practices based on the UKPS Framework. The end goal of this workshop
is a Fellowship, where these teachers need to apply to the Advance HE in the UK
for recognition. In the context of HEIs, this Fellowship recognition is crucial for
university academics since it professionalizes them as teachers. Considering the fact
that university “academic staff members are hired on the strengths of their discipline
expertise”, which suggests that these academics may “not be trained and qualified to
teach” (Maphosa & Mudzielwana, 2014, p. 65), their engagement in various CPDs,
especially the series of workshops and their Fellowship application as reported in
this study, plays a significant role in enhancing their teaching qualifications and vali-
dating their profession.Maphosa andMudzielwana (2014) emphasized that although
university academics may be experts in their disciplines, they may not have the skills
or lack the skills to teach.Maphosa andMudzielwana further stated that “teaching is a
profession with professionals’ standards and ethics and whoever dares to teach must
be adequately prepared for the role by way of some professional training” (p. 65).
Thus, by participating in some professional training, workshops, and conferences,
university academics would validate their teaching practices and get recognition and
a confirmation of their profession as teachers.

Additionally, besides attending various teacher training and workshops, engaging
in reflective teaching practice is also considered one form of professionalizing
teaching. In the present study, the participants received a Fellowship recognition
through writing a reflective account of their classroom teaching and learning prac-
tices. Moreover, the participants had to show evidence that they employed the
UKPS Framework in their teaching by reflecting and citing an example on how they
conducted a lesson in a particular class. Thus, reflective teaching enables teachers to
identify what went wrong and what went right in their classrooms, which may posi-
tively impact the teaching and learning process. For Hartmann et al. (2020), reflective
teaching has been considered a primary factor in developing teachers’ teaching skills.
It provides a venue for teachers to improve their teaching competencies as they reflect
critically on their classroom teaching practices. Itmay also serve as an opportunity for
teachers to identify and address some teaching issues (Hine & Lavery, 2014), assess
their pedagogical skills (Mahani, 2012), and help them to become lifelong learners
(Vecaldo et al., 2019). Contrary to the finding of Shaw (2018), who reported that the
impact of Fellowship to the institution was limited as university academics stopped
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building their portfolio as soon as they got the Fellowship, the participants in the
present study recognized the importance of such reflective practice in shaping their
future classroom teaching. With reflective teaching, teachers gained professional
recognition from the Advance HE in the UK.

CPDs are believed to be a key factor towards teachers’ development. According
to Cirocki and Farrell (2019), “teachers need to keep updating their knowledge and
skills continuously throughout their careers” (p. 1) in order to stay relevant in the
academe. Providing an institutionalCPD,where teachers are afforded freeworkshops
to share their teaching classroom practices, enables teachers to become better in their
profession. Therefore, it is vital to consider the role of the universities in the profes-
sionalization of the teaching profession and their teachers. As they serve as a learning
organization and community (Harris & Jones, 2018), universities should continue to
offer free institutional CPDs so that academics would be firmly grounded in peda-
gogy and andragogy (Maphosa & Mudzielwana, 2014). Although this may require
“a significant cultural shift, a change of mind-sets, and a schoolwide commitment
to self-reflection and evaluation” (Harris & Jones, 2018, p. 352), HEIs should insti-
tutionalize regular free CPDs for their academics. Having a free institutional CPD
offers a venue for university academics to develop and bring the newly acquired
teaching skills into their classroom teaching, which may impact students’ learning
and the reform of the curriculum or education system (Ulla & Winitkun, 2018).

Lastly, while the study offers a new perspective of attending institutional CPDs
and engaging in Fellowship application to theAdvanceHE towards professionalizing
teaching in the context of Thailand, it also admits its limitations. First, the study only
involved university academics who have already gained their Fellowships. Future
studies can include more academics who are still planning to apply for Fellowship
recognition. By doing so, different perspectives can be identified, which may offer
more data towards investigating the professionalization of teaching. Second, the
focus of the study was only on the institutional CPDs and writing for Fellowship
application as the framework in understanding university academics perceptions of
professionalizing the teaching profession. Other studies may be conducted using
other frameworks. Third, the study was context specific in that it was conducted
in Thailand. Studies that involve other universities in Asia will also make an inter-
esting investigation with regard to academics’ perceptions of professionalizing the
teaching profession. Lastly, since the present study involved academics fromdifferent
disciplinary backgrounds, studies that include teacher educators from the Faculty of
Education should contribute to the ongoing debate on professionalizing teaching,
especially that teacher educators shape and train future teachers.

Implications and Conclusion

The quality of teaching and a qualified teaching force have become the bases for the
internationalization of education, which has brought significant reforms in educa-
tional policy and approaches in most educational institutions in the world. While
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these educational changes have directed teachers to develop in their profession, HEIs
should also place substantial attempts to improve the profession. In other words, the
responsibility to professionalize the teaching profession should not only be given
solely to teachers since HEIs have also become instrumental in developing educa-
tion and enhancing the teaching skills among their teachers. Such practices should be
reflected in the “recruitment and education, hiring and distribution, and supporting
and rewarding the teaching profession” (Voisin & Dumay, 2020, p. 1) processes
that should be implemented by HEIs across the world. Although there may be a
number of schools worldwide that incentivize teachers who have achieved an excel-
lent teaching performance, have extensive teaching experience, or members of any
teaching professional organizations, providing a free institutional CPDs for univer-
sity academics and supporting them in their Fellowship application should also be a
regular practice among HEIs not only in Thailand but also worldwide. Having these
institutional practices is believed to encourage and motivate professional growth and
development among teachers.

Of particular importance, teacher educators from various HEIs’ Faculty of Educa-
tion should be afforded quality teacher development programs to address profession-
alizing teaching. One such program may include implementing the UKPS Frame-
work of teaching and learning and supporting teacher educators in their Fellowship
application. As presented in this study, implementing the UKPSF and applying for
a Fellowship are valuable and essential schemes towards professionalizing teachers
and the teaching profession. Therefore, there is a need to revisit the teacher education
programs in HEIs globally not only to have a clear and well-structured curriculum
that enables future teachers to become more qualified and competent to teach but
also to recognize them in their teaching practice. In other words, teacher education
programs worldwide should not only teach pedagogical skills to their future teacher
educators based on theories, but also to integrate these theories into actual classroom
practice where teacher educators would be recognized for their excellent teaching
practices.

Lastly, itmust be noted that “teacher preparation and development are key building
blocks in developing effective teachers” (Darling-Hammond, 2017, p. 291). Thus,
professional development schemes and other institutional teacher training programs
may play a crucial role in professionalizing the teachers and their teaching profession,
especially since most teacher education systems may only require teacher educators
to have a teaching certificate, teaching experience, and an academic degree to teach.
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Chapter 45
Teachers’ Professional Development
in Bangladesh: Issues and Way Forward

Beth Cross, Sabbir Ahmed Chowdhury, and Mahfuzur Rahman Khan

Abstract Developed countries across the world have policies promoting quality
teacher education through successful evolution of the use of emerging technologies.
In Bangladesh, currently there is no systematic process for recruiting and training of
pre-service teachers. Lately, piloting in-service teachers’ professional development
and networking have been initiated in Bangladesh through virtual learning envi-
ronment (VLE), web 2.0, e-learning, and mobile learning in addition to traditional
modes. Although they have been found to be contributing significantly in improving
the quality of teachers, lack of guidance on curricular development, lack of teacher
collaboration, and peer support are identified as a hindrance in teachers’ profes-
sional development. In addition, though Bangladesh is striving to achieve inclusive
education by undergoing various initiatives, inadequate experiential learning facil-
ities are identified as the primary hindrance to such reforms. In view of the above,
here we propose a holistic teacher education framework taking andragogy with its
emphasis on learner’s needs, prior experience, readiness, orientation, and motivation
into consideration to develop digital learning strategies for teacher education. The
feasibility and effectiveness of technological infrastructure are also addressed. It is
hoped that our proposed strategy and the clarification of issues it addresses can act
as a positive catalyst to mature the progress of teacher education in Bangladesh.

Keywords Professional development · Virtual learning environment ·
Andragogy · Inclusive education · Experiential learning
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There is a positive correlation between a nation’s development and investment
in education, particularly, investment in the upgradation of the quality of education
in primary level as well as in general education sectors (Psacharopoulos, 1988). It
is no surprise that the SDG Goal 4 aims to “ensure inclusive and equitable quality
education and promote lifelong learning opportunities for all” (UNESCO, 2016).

Public education is themain form of education in the primary and secondary levels
in many countries (World Bank, 2021) including Bangladesh. Primary, secondary,
and higher education are the three major segments of the education system in
Bangladesh. Primary education is 5-year long, spanning from grade 1 to 5. The
secondary education is 7-year long and subdivided into three levels—a 3-year-long
junior secondary level (from grade 6 to 8), a 2-year-long secondary level (grade
9 and10), and a 2-year-long higher secondary level (grade 10 and 11) (Rahman
et al., 2010). Teaching as a sector of employment is also one of the largest in
Bangladesh with over 1.1 million teachers from pre-primary to tertiary education
(BANBEIS, 2017). The most common school-level teaching style in Bangladesh is
lecture methods without using any teaching aid, and emphasis is primarily given to
rote learning (World Bank, 2000).

An awareness of the importance of pedagogical approaches that support human
flourishing, citizenship, and the development of the complex skill set required for
advanced economies is evident within national policy (Ahsan & Mullick, 2013);
however, there is little evidence that these intentions flow into changed practice. This
chapter reviews the current teacher education in Bangladesh, as an important site
of culture change that would lead to the successful adoption of more appropriate
pedagogies. We provide a historical context that explains the gaps and areas for
improvement and propose a framework for an effective teacher education system
that incorporates digital resources that can overcome the inequalities of educational
outcomes.

Importance of Teacher Education

Teachers’ roles and responsibilities in the effective education system have long been
recognized globally. There is compelling evidence to believe that well-prepared
teachers are more confident and successful in their profession than others (Darling-
Hammond, 2000). Indeed, “teacher quality” was found to be the single most crucial
school-level factor influencing student’s attainment in a study carried out in 25 coun-
tries by Organization for Economic Cooperation and Development (OECD, 2005).
Therefore, teachers are extremely important, and an inseparable component of any
education system and their competencies in providing quality education are of utmost
importance (Jimerson & Haddock, 2015; Selvi, 2010). This is especially true for
countries like Bangladesh where pre-service training/certificate is not mandatory to
be recruited as a teacher. Besides classroom teaching, teachers play a significant role
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in the overall development of an educational program including curriculum develop-
ment, student mentoring, and many other responsibilities that create an appropriate
learning environment (Harden & Crosby, 2000).

Education is seen from a much broader perspective in the Sustainable Develop-
ment Goals (SDGs). SDG target 4C is categorically focused on boosting the quality
of teachers. It states, by 2030 countries will “sustainably increase the supply of
qualified teachers, including through international cooperation for teacher training
in developing countries, especially least developed countries and small developing
states”.

Andragogical Model

In looking at the learning strategy for teacher education, it is notable to consider
the needs of adult learners. Unlike pre-adult learners, adult learners are enthusi-
astic, pragmatic, self-guided, and task oriented (Beder & Darkenwald, 1982) and
may have pre-developed notions about education through life experiences. The
latter, however, could imply barriers to adult education (Pew, 2007). Therefore, it is
essential for the educators to comprehend the disparities and diversity in learning
styles of adult learners (Clerk, 2010), and they should be taught andragogically
(Caruth, 2014). Learning becomes more significant when both the educator and the
learners share their responsibility by designing learning goals and objectives mutu-
ally, maintaining interpersonal communication, fostering reflection on experiences,
and upholding self-guided learning (Zhang, 2009). Hence, adult learners should be
provided opportunities involving decision-making in terms of developing courses as
well as improving learning methods (Hughes & Berry, 2011).

The core principles of adult learning presented in the original andragogical model
of Knowles (1968) are based on some important assumptions about adult learners.
Knowles et al. (1998) pointed out that adults need to realize the importance of learning
something before accepting it. This is because adults’ self-identity comes through life
experiences leading them to prioritize their learning objectives and needs. Things that
are related to real-life settings are likely to be acceptedmore enthusiastically by adults
than anything else (Knowles et al., 1998). Besides, several factors including external
motivators like social status, ranking, wages, rewards, and internal motivators such
as job satisfaction, identity, self-esteem, belonging, quality of life can lead towards
individual growth of the adult learner (Knowles, et al., 1998).

The Knowles model is a transactional model (Brookfield, 1986) as it is trans-
formable from community education to human resource development. The second
portion of the andragogical model (Knowles, 1995) consists of the following eight
steps of andragogical process design:

• Learner preparation
• Climate for learning
• Program planning
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• Diagnosis of learning needs
• Formulation of learning objectives
• Outline of the learning plans
• Carry out learning plans
• Evaluation of the learning outcomes.

Furthermore, teachingphilosophies andvalues of the learners are influencedby the
andragogical process (Cretchley & Castle, 2001). In a study of developed countries’
higher education perspective, it was found that andragogy focuses on learner-centred
approaches while pedagogy concentrates on teacher-focused strategy (Yoshimoto
et al., 2007).

For the current Bangladesh context, it is also important to bear in mind that
Knowles’ (1968) assumptions of andragogy are harmonious with the principles of
blended learning (Korr et al., 2012). This is because blended courses are distin-
guished as a combination of traditional classroom setting and online activities that
allow collaborative learning (Caruth & Caruth, 2013) either synchronously or asyn-
chronously (Fig. 45.1). Moreover, blended learning and andragogy are compatible
with each other as both enable learners to establish new information by comparing
information acquired from past experiences. Learners are also stimulated by rele-
vant problem-solving activities as well as individualized continuous feedback. This
is important because blended and distance learning are important tools if educators in
rural areas where education improvement is needed most are to be able to participate

Fig. 45.1 Relationship between blended mode and andragogy ( Modified from Knowles et al.,
1998)
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in quality education that in turn enables them to become educators that enhance the
quality of their students’ learning.

Overview of Teacher Education in Bangladesh

Policies and Initiatives Related to Teacher Education

In order to appreciate the particular challenges Bangladesh teacher education
currently faces, it is vital to be aware of the policy context and the historical devel-
opments that have given rise to it. The first education policy in Bangladesh was
formulated in 1974 upon the suggestion of the Qudrat-e-Khuda Education Commis-
sion (1974). In the 1974 education policy, emphasis was given to in-service teachers
training. However, that policy has never been implemented. The second education
policy was proposed in 1988 by the National Education Commission (1988), where
pre-service training for secondary school teachers was suggested. Since 1988, at
least five more education policies have been proposed, but none of them brought
any significant change and improvement in the education sector. The latest educa-
tion policy in Bangladesh was formulated in 2010 (NEP, 2010), which is seen as
the polished version of all of the previous policies (Chowdhury & Kabir, 2014). A
number of strategies have been proposed for improving teacher education in NEP
(2010). These include.

1. Mandatory foundation training as well as C-in-Ed and B.Ed courses for primary
and secondary teachers, respectively, within 3 years of joining their posts with
college teachers being required to undergo a refresher’s course every three years.

2. Modernization of syllabus and curriculum of teacher training as well as increase
in the duration of C-in-Ed courses from one year to one and half years including
9 months of practical classes.

3. Formation of training facilities for the trainers both at locally and globally to
raise the benchmark of training.

4. Inclusion of extensive co-curricula materials in the training and proper evalua-
tion of trainees’ tasks.

5. Introduction of financial incentives for the trainees on the basis of their skill
evaluated through continuous assessment.

6. Development of high standards of training facilities will be ensured.
7. A commitment to ensure Internet connectivity for all educational and training

institutions so that academic staff/personnel can engage in effective digital
education practices.

The National Education Policy 2010 and ICT Policy 2015 particularly empha-
sized the use of ICTs to progress the quality of education in Bangladesh (BTRC,
2021; NEP, 2010). ICT laboratories and multimedia classrooms are being provided
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in the educational institutions (a2i, 2014; Government of Bangladesh, 2019). Thou-
sands of teachers in primary and secondary school levels have received 15-days-long
basic training on creation and use of multimedia content as teaching–learning tools,
and more than 20,000 teachers have shared their digital content through the online
teacher’s portal (Government of Bangladesh, 2018). However, the National Informa-
tion andCommunicationsTechnologyPolicy (NIP) inBangladesh has been criticized
to be ambiguous and techno centric as well as for not being able to address issues
associated with digital inclusion (Aziz, 2020). Besides, teachers’ belief and atti-
tude have been found to be a major impediment in the success of ICT in education in
Bangladesh (Khan et al., 2012).Moreover, the success of improved teaching–learning
using multimedia content has found to be largely dependent on two variables—(1)
how the technology is designed and implemented and (2) how the teachers are trained
to use it (Parvin & Salam, 2015). Therefore, educating teachers in ICT is crucial in
the successful implementation of the above initiatives (Government of Bangladesh,
2019).

History of Teacher Education in Bangladesh

Despite Bangladesh education policy being fairly recent, educational practice has
a much longer history dating back to the colonial period. Teachers training in the
subcontinent started in the early 1900s in Guru training schools, which subsequently
transformed into primary training institutes (PTI) by the middle of twentieth century.
In 1951, there were 59 government and three private PTIs. Currently, there are a
total of 67 government and one private primary training institutes (PTIs) dedicated
for in-service training of primary school teachers. PTIs basically conduct C-in-Ed
and DPEd programs. C-in-Ed is intended only for teachers with secondary school
certificates, whereas DPEd is for teachers with higher secondary school certificates
and above academic qualifications. PTIs also run some short-term training programs
like ICT in education as per government decision (NAPE, 2017).

For secondary school teachers, there are 14 government training colleges and
a National Academy for Educational Management (NAEM). There is one training
institute dedicated for the Madrasa teachers. Besides, there are five higher secondary
teacher training institutes (HSTTI) for the subject-based training of higher secondary
college teachers. In addition to providing training, all 14 government training colleges
offer B.Ed courses, and some of them also offer M.Ed. course. Such courses are
also offered in the education and research institutes under the Dhaka, Rajshahi, and
Khulna Universities. Bangladesh Open University also offers B.Ed. courses through
distance learning. Apart from the above-mentioned public facilities, there are 106
private secondary teachers’ training centres (NEP, 2010). Though some facilities
are available, their standard in terms of infrastructure, quality of training, contents
taught are, to a large extent, of low standard. Moreover, a lack of coordination and
institutional linkage among these institutions was found to be an impediment in
improving the quality of teacher education in Bangladesh (ADB, 2015).
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Present Teacher Education

What is apparent from this overview is that there is not a coherent process of pre-
service teacher education in Bangladesh (Al Amin & Greenwood, 2018). In-service
teacher development programs in Bangladesh are too focused on teaching a perfect
lesson in the classroom without evaluating actual learning by a student (Thornton,
2006). As a result, there exists a significant gap between a teacher’s understanding of
curriculum and his/her actual teaching practice. Some studies suggest that teaching
practice in Bangladesh is largely driven by students achieving good grades in exam-
inations rather than their actual learning (Al Amin & Greenwood, 2018). There is
evidence that primary school teachers in Bangladesh would welcome peer support
through planning of lessons, preparing content, classroom observations and correc-
tive feedback. However, time constraints as well as the social structure of the schools
restrict teachers’ uptake of such embedded improvement approaches (Thronton,
2006; Rahman et al., 2018). Furthermore, the challenges of the curriculum in terms
of policies and technologies, poor academic background of teachers, perceived
low capability of many students, and contextual components influence teachers’
enthusiasm to develop professional learning communities (PLCs) (Thornton, 2006).
Attributes like attitudes, thoughts, efficacy beliefs, and perceived support are mostly
accounted for variances in teachers behaviour (Malak et al., 2018). There is also a
concerning lack of resources and support to enable teachers to include learners with
disabilities or other support needs (de Monchy, 2014).

In line with National Education Policy 2010, government primary schools have
progressed to adopt inclusive education; however, they faced several challenges in
implementing inclusive education because of inferior quality in teaching children
with special needs. Teacher collaboration and peer support are notably absent in
schools in Bangladesh. There is an urgent need for improving the in-service training
for school teachers providing them instructional techniques for diverse learners
and communication skills with different stakeholders to carry out quality inclusive
education (Siddik & Kawai, 2020).

Technology Integration in Developing Teacher Education
Improvements

Several pilots have taken place for technology integrated teaching–learning activ-
ities in Bangladesh. An online teachers’ portal (www.teachers.gov.bd) has already
been designed to store and retrieve subject-specific digital content for teacher educa-
tion classrooms. The portal can be defined as a building block of the professional
learning community (PLC) of teachers across the country. As the use of portable
devices like mobile phones is increasing in developing countries for teaching and
learning purposes (e.g. Shrestha, 2011), Bangladesh is no exception. The historical

http://www.teachers.gov.bd
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background of the utilization of mobile technology in teacher training is moder-
ately short. TeachingQuality Improvement in SecondaryEducation (TQI-SE) project
introduced mobile technology in teachers’ training in Bangladesh for the first time in
2006 (Pouezevara & Khan, 2007). Later on, English In Action (EIA), an education
development program of collaboration between the UK and Bangladesh govern-
ments, introduced audio–video materials and e-resources to utilize the potentiality
of mobile learning to ease the professional development (PD) of English language
teaching (ELT) community (Shrestha, 2012). EIA started to train teachers by adapting
mobile technology in classroom settingswhich is one of the first instances of adopting
an approach consistent with andragogical principles that we can identify (Karim
et al., 2017). To ensure the quality teaching–learning practices, Bangladesh Open
University (BOU), the only distance learning provider, has also planned to use
mobile and Internet technology for the learners (Islam, 2016). These initiatives indi-
cate that wedding appropriate curricular approaches with mobile technology may
hold out promise for teacher’s professional development in resource-constrained
contexts like Bangladesh (Shohel & Banks, 2010). Evidence suggests that adopting
the mobile technology in English teacher training program was able to upgrade the
teachers’ personal and professional skills (Karim et al., 2017). More specifically, it is
anticipated that this sort of change may transform teachers’ conventional classroom
behaviour towards a more student-centred one. However, some disparities are ascer-
tained between the policy of EIA and national curriculum (Karim et al., 2017). It is,
therefore, important to evaluate the approach so that teacher development programs
and the National Education Policy are mutually supportive.

Proposed Framework for Teacher Education

Building on the evaluation of how mobile computing devices can support education
and training (Ally & Prieto-Blázquez, 2014; Attewell, et al., 2010), we offer in this
section a possible framework applicable to the Bangladesh context. Our starting
point is premised upon the realization that perceptions, attitudes, and usage patterns
of technology integration vary significantly among teachers. Teacher educators need
space to assess the tools’ potentiality alongside the andragogical advantages it can
support. This change may assist pre-service and in-service teachers to shift their
stances towards the addition of portable deviceswithin the existing teaching–learning
settings.

Bearing in mind that mobile learning is defined as through interactions among
learners, devices, and context (Mouza & Barrett-Greenly, 2015), learning design
needs to be designed as well as employed taking into consideration the mobile
learning environment (Herrington et al., 2009). Features like portability of devices
and instant connectivity to data and networks are exclusive to mobile learning envi-
ronments and can afford significant advantages to mobile learners (Cheon et al.,
2012). It is favourable that Bangladesh haswitnessed a huge jump inmobile subscrip-
tion and usage of Internet through mobile devices in the last decade. The number of
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mobile subscriber has almost doubled in 8 years between 2013 and 2021, it jumped
from about 98million to little over 173million during this period (BTRC, 2021). The
number of Internet subscribers has also drastically increased over the last 5 years,
and it has increased from about 61 Million in 2016 (mobile Internet 58 million and
fixed line 3 million) to over 112 Million in 2021 (mobile Internet 103 million and
fixed line 9 million) (BTRC, 2021). Moreover, the country has a number of policy
initiatives to support e-readiness. The main telecom operators have begun to roll
out fourth generation (4G) mobile networks nationwide; the bandwidth of the only
submarine cable has also been raised to 200 gb/s. Further research is needed as to
the reliability of coverage where teacher education can most benefit from mobile
learning, but the prevalence of accessibility of mobile networks is greatly improved
to the extent it is viable to serve as a learning platform.

An important aspect that the mobility of learners opens up is new spaces for
reshaping formal, informal, and non-formal learning under the lenses of andragog-
ical approach. Moreover, learning content can also be reshaped or customized within
amobile learning platform (Grant, 2019). In addition, access to instructor/tutor is also
flexible inmobile learning settingswhich can takeplace either synchronously or asyn-
chronously. Furthermore, continuous availability of data services andnetworks is also
crucial to ensure collaboration as well as engagement. Hence, teacher collaboration
and peer support can be improved throughmobile learning platforms by offering one-
to-many and many-to-many communication and reducing the gap between practice
and curriculum. All of these possibilities can play a considerable role in transforming
learners from unmotivated tomotivated. However, the physical cultural and historical
contexts influence the learning. Aswell, the learners’ readinessmay vary based on his
/her perceptions, views, attitudes, and affordability of technology (Grant, 2019). The
above-mentioned characteristics are summarized in Fig. 45.2 to address the design

Fig. 45.2 Design characteristics of mobile learning environments ( Modified from Grant, 2019)
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of mobile learning environments.
As mobile learning is considered an emerging field to enhance distance learning,

Liu et al. (2008) emphasize the learners’ perceptions and design characteristics.
Besides, versatility of learners and variation of educational settings need to be consid-
ered under the lens of andragogical process design to achieve expected learning
outcomes. Hence, information related to learners’ need, readiness, and orientation to
learn is also imperative in m-learning design. Consequently, requirements as well as
constraints analysis should guide the development of mobile learning in the context
of Bangladesh. With this in mind, it is important to consider that learners also need
support services to foster their confidence and proficiencies to deal with any arising
impediments. Liu et al. (2008) suggest several support services like training and
community support need to be integrated into the development of mobile learning
design. As curriculum development and implementation follow top-down approach
in Bangladesh (Rahman et al., 2018), the process lacks flexibility, becomes bureau-
cratic, and creates difficulty (Fullan, 2007a, 2007b). Though teachers are the prac-
titioners of utilizing the prescribed method in the classroom, they are unfortunately
deprived of expressing their views (Ali & Walker, 2014). Learning experience and
learning objectives need to be considered to evaluate the significance of mobile
learning-integrated andragogical approaches. Figure 45.3 shows howmobile learning
activity protocol can be configured.

Fig. 45.3 Mobile learning activity design protocol ( Modified from Liu et al., 2008)
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There are dilemmas such as what tenets or scaffolds should be followed to
design mobile learning platforms and what instructional strategies can be embraced
to improve teacher education. This sort of technology integration could enable a
paradigm shift in teacher education in the context of Bangladesh. The implemen-
tation pathway of mobile learning in teacher education must be supported by tech-
nology andmobile applications infrastructure (Khaddage&Cosío, 2014). This raises
further research challenges such as applying the affordances of innovations in tech-
nology to learning content, interaction, and usability principles between technology
and andragogy, and optimum ways to text innovations in modes of instructional
practices. Cochrane (2010) identified several gaps in successful implementation of
mobile learning such as absence of explicit theory for effective design of mobile
learning, insufficient cross-sectional or longitudinal studies to assess the impact of
mobile learning activities, and poor policy support for learners and teachers to adopt
mobile learning. It is important that the development of mobile learning strategy in
Bangladesh addresses these gaps.

The four factors, namely technological drive, andragogical adoption, policy confir-
mation, and evaluation/further research altogether propose a framework to adopt
mobile-mediated teacher education in the context of Bangladesh (Fig. 45.4).

Andragogical considerations such as learners need to know, self-concept of the
learner, readiness as well as orientation to learn, and motivation of learners needs to
be best matched with technological adoption such as hardware and software. Hence,
at the heart of teacher education, audio-visual resources (restructuring of content)
can be made available on teachers’ mobile phones (changing instruction methods)
at 24/7 (accessibility) without making any significant investment (Bring Your Own

Fig. 45.4 Framework for M-learning implementation for teacher education ( Modified from
Khaddage & Cosío, 2014)
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Device). Furthermore, peer teachers can communicate among themselves (collabo-
ration) over mobile phones using communication software (technical support) and
launch events or workshops through audio–video conferencing (changing instruc-
tional strategies) apps in terms of their demand (learners’ need and desire).This
sort of synthesis will lead towards collaboration and improve self-concept of the
learner as they avail themselves of wider access to web 3.0 technology as well.
In addition, this sort of convergence needs to be supported by policy confirmation
(curriculum support) and prioritization (expectation and enforcement by Govern-
ment of Bangladesh). This paradigm shift will be redesigned based on acceptance
(readiness and motivation to adopt), design characteristics (contextualization avail-
ability of technological resources), usability (teachers’ skills to implement) as well
as new innovations.

Discussion

Teacher education is demanded to enrich teachers’ skills (Karimet al., 2018) irrespec-
tive of the courses. In addition, teacher education acts as a pivotal factor to determine
teachers’ actions (teaching–learning activity and assessment) in the classroom. The
purpose of any teacher education program is to promote positive transformation
among the teachers (Hargreaves & Fullan, 1992). Perceiving the potential outcomes
of teacher education programs, pre-service as well as in-service teachers needs to
be equipped with competences and strategies to facilitate interactive classrooms by
adopting audio-visual utilities and employing varied activities for enhanced students
engagement (Karim & Mohamed, 2019). Moreover, Sustainable Development Goal
(SDG) 2030 commits Bangladesh to increase the supply of competent teachers to
a large extent by 2030 through promoting international collaboration for teacher
training. Hence, Bangladesh has the opportunity to strengthen its teacher training
capacity through innovative strategies instead of relying on traditional approaches. To
meet the demand of SDG, Bangladesh needs to invest more on technology enhanced
teacher training programs considering andragogical elements to offer quality educa-
tion for the adult teacher/learners. This sort of paradigm shift must be supported
by awareness creation, redesign of content, and modification of instructional prac-
tices. To tackle teachers’ resistance to participating in this sort of paradigm shift,
it is advisable to prioritize work with remote learning contexts that can serve as
exemplars for wider uptake across Bangladesh. Professional development materials
developed for m-learning platforms need to be incorporated into revised classroom
resources produced by the National Curriculum and Textbook Board (NCTB) to
take the maximum advantages of audio-visual interactive instructional practices in
the classrooms. Finally, just-in-time access to an extensive educational resources
through mobile learning settings may bridge the disparity of retrieving and manipu-
lating information by the teachers and move forward to the educational opportunity
in every premises of the society.
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Chapter 46
Teacher Leadership in Teacher
Development for School Improvement
and Student Achievement

Ashley Yoon Mooi Ng

Abstract The impact of teacher leadership on teacher development and on their
career trajectory is gaining much recognition. Studies on teacher leadership in
addressing the complex changes in schools with its attending challenges are gaining
momentum. This is reflected by a smorgasbord of empirical work on teacher lead-
ership as a means of informing better governance and decision-making. There is
consensus among researchers to redress the belief that principals are the key factor
in school improvement and student achievement as principal leadership practices are
only one side of the coin. Principal leadership—no matter how sophisticated—relies
on teacher quality and how well principals work with them. Teacher quality is a
direct factor in school improvement and student achievement. This chapter aims to
contribute to the understanding of how teachers can develop their professional skills
and impact on the development of learning and teaching in schools through their
leadership practices—both formal and informal. This chapter has three broad aims:
(1) to introduce teacher leadership; (2) to inform its impact on their profession and
their professional skills; and (3) to assess its efficacy and challenges in educational
systems which are hierarchical and bureaucratic.

Keywords School improvement · Teacher leadership · Professional development ·
Professional learning communities

Introduction

Over the last two decades since the seminal work of York-Barr and Duke (2004),
followed by the rapid and massive changes happening in schools, teacher lead-
ership has gained momentum as a strong component in teacher development and
school improvement (Campbell et al., 2018; Harris et al., 2017). With the devolu-
tion of power in response to accountability levelled at schools and the advocating of
distributed leadership, it is inevitable that teachers begin to shoulder responsibilities
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on how schools should be improved (Cranston & Kusanovich, 2015). The concept
of teacher leadership can be seen from two levels of leadership: their leadership
role in assisting the management on school operation, which include but not limited
to evaluating educational initiatives and facilitating professional learning communi-
ties. With this role, teachers can provide vital information to the management, which
will result in making better and relevant decisions. At the instructional role, teacher
leaders oversee the core functions of teaching and learning and are role models in
the classrooms, whom their peers can seek guidance and inspiration (York-Barr &
Duke, 2004).

There are several reasons for advocating teacher leadership in schools. Schools
are too complex for principals to lead alone, and teachers need to share leadership
responsibilities (Barth, 2001). This is reflected in studies on educational change,
where teacher leadership in the form of teacher agency and collaboration resulted in
student achievement and school improvement (Datnow & Park, 2018; Harris et al.,
2017). As teachers are considered as the most important resource in developing
students, and principals are considered as second only to classroom teaching in its
effect in student learning (Leithwood et al., 2006;Mourshed et al., 2010), teachers are
increasingly drawn into decision-making and policy formation. Studies also showed
that principals are beginning to provide opportunities for teachers to take leader-
ship role (Leithwood et al., 2009). This put teachers in the role as key implementers
of change where they initiate, create, and implement educational change (Netolicky
et al., 2018; Rycroft-Smith &Dutaut, 2018). Teacher leaders build relationships with
other teachers to share knowledge and skills, which leads to their professional devel-
opment, address challenges, and take charge of resources, which leads to students’
educational achievement (York-Barr&Duke, 2004). In the present era,when teachers
are fromdiverse background and aremore collaboratively oriented, their involvement
and contribution to school improvement is no longer a question (Harrison & Killion,
2007). Sustainable school improvement needs more than the leadership provided
by the principal and formal leaders because challenges that schools are facing are
increasingly complex comprising both “technical challenges” and “adaptive chal-
lenges” (Heifitz & Laurie, 1997). Technical challenges have proven solutions, while
adaptive challenges require new learning, which encompass the identification of
the problems that irk the schools. This calls for a collective effort of everyone in the
school to find solutions to the problems,meaning it is crucial to have a robust teaching
force that participate actively in school improvement (Katzenmeyer &Moller, 2001;
Leithwood & Riehl, 2003) and Donalson’s (2015) study show that the effects of
teacher leadership are both positive and empowering.

Other reasons for teachers taking up leadership role is that their leadership roles
and contribution are often factored into their annual appraisal. Some perceived that
by taking up leadership role and responsibilities will develop them as teacher leaders
(Nolan & Palazzolo, 2011). Yet still others believe that additional leadership knowl-
edge and skills could provide access to leadership positions and opportunities in the
future (Hilty, 2011; Nolan & Palazzolo, 2011; Orr & Orphanos, 2011).
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Teacher leaders should be resilient in facing challenges, entrepreneurial, and inno-
vative to lead and manage change and forward thinking to challenge normative prac-
tices (Cranston&Kusanovich, 2015). To lead schools in an era of uncertaintieswhere
the need to increase school’s capacity to secure sustainable improvement, teachers
not only need to implement routine approaches that are successful but also ongoing
collaboration with colleagues and administrators at all levels in the school. How such
collaboration and working in partnership with administrators depends much on the
context where the teachers work. Unfortunately, there is a paucity of knowledge on
teacher leadership development in connection to context where teaching and learning
is taking place (Muijs & Reynolds, 2017). Context where teachers work and enact
their leadership practices should be taken into consideration because where they are
working affect their leadership role. If their voices are to be heard and that they should
be part of the decision-making and policy-making processes, then it is vital that the
development of teacher leadership should be studied and implemented according
to the context where it takes place. This chapter introduces the concept of teacher
leadership, its role in teacher development, how teacher leadership can be enacted
in schools, the supports and the challenges teacher leaders face, and concludes with
how context influences teacher leadership development.

Teacher Leadership: An Overview

Teacher leadership is a subset of the larger phenomenon of educational leadership.
There is no consensus on the definition of teacher leadership (Wenner & Campbell,
2017; York-Barr & Duke, 2004). Bush et al. (2016) study on master teachers in
Malaysia and Philippines agree with Barth (2001) that teacher leadership can be
enacted from both formal and informal positions. As a formal position, teachers
are appointed as “master teachers” with the aim to keep talented teachers in the
classroom, with higher salaries and prestige. On the other hand, teachers can and are
encouraged to enact leadership without being appointed to formal positions, which
is without being awarded higher salary nor prestige. In this case where teachers not
appointed to formal positions will have to interpret their leadership roles themselves
such as in the case of subject heads allocated by the school. Still there are other
opinions about teacher leadership adding to the conceptual confusion over the exact
meaning of teacher leadership. Wasley (1991: 23) referred teacher leadership as a
solo endeavour in “the ability to encourage colleagues to change, to do things they
would not ordinarily consider without the influence of the leader” while Boles and
Troen (1994: 11) referred teacher leadership “as a form of collective leadership in
which teachers develop expertise by working collaboratively”. Ketzenmeyer and
Moller (2001) defined teacher leadership in terms of influence through their roles as
seen through the provision of leadership:
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• to students and their colleagues in their role as facilitators, mentors, coach,
curriculum specialists, and leaders of study groups;

• on operational tasks in the various departments and task forces organized in the
school;

• through decision-making as members of school improvement teams andmembers
of committees.

This leadership role included assisting teachers in aligning classroom practices to
realize school goals (Muijs&Harris, 2003), providing skills, expertise and assistance
via professional development programmes to teachers (Day & Harris, 2003) in the
form of involving in action research (Ash & Persall, 2000), peer observation (Little,
2000), and collaboration with others in the school (Lieberman et al., 2000).

Teacher leaders take on leadership roles at different times as the needs arise
(Ash&Persall, 2000). Sergiovanni (2001) calls it the “lifeworld” of the school andnot
focusing only on narrow achievement advocated by the “systemworld”. Katzenmeyer
andMoller (2001) assert that teacher leadership transforms schools into professional
learning communities by getting involved in decision-making within the school. In
this way, teacher leaders are involved in developing social, intellectual and human
capital, which in other words, teacher leadership is concerned with empowerment
and agency, very much affiliated to distributed leadership. Such was the situation
for the past two decades making it difficult to provide distinct definition of teacher
leadership. This ambiguity is perhaps best clarified with what Katzenmeyer and
Moller (2001) said about teacher leadership:

Teacher leaders lead within and outside of the classroom. A teacher leader is a member
and contributor to a community of teacher learners. They are influential in the continued
improvement of educational practice and accept responsibilities for achieving the outcomes
of their leadership (p. 6).

With the greater understanding of the concept of teacher leadership, it is clear that
teacher leadership can be acted individually or collectively, which influence others
in the school communities to improve teaching and learning practices (Harris, 2005;
Harris & Muijs, 2002; Katzenmeyer & Moller, 2001; York-Barr & Duke, 2004).
Such a view of teacher leadership would lead to teachers’ individual development,
collaboration, and organizational development (Katzenmeyer & Moller, 2001: 287–
288). Recent insights into teacher leadership include teachers influencing the process
of school transformation and educational change (Harris, 2005;Harris& Jones, 2019;
Wener & Campbell, 2017; York-Barr & Duke, 2004).

Despite having established such a consensus, the definition of teacher leadership
remains nebulous, mainly due to the influence of context. Cooper et al., (2016: 87)
noted that the definition of teacher leadership is “depending on school context” but
agree that teacher leadership “occurs within and outside classrooms to influence
school-wide instructional practice”. It is established that teacher leadership refers
to the teachers’ influence and agency and they work collectively with the purpose
to collaboratively influence policy and practices in schools (Campbell, et al., 2018;
Fairman & Mackenzie, 2015).
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Teacher leaders are vital in making positive change to the school as they can right
the wrong practices, overcome barriers to bring success, and align school practices
with the vision of the school (Hilty, 2011; Lai & Cheung, 2014). Teacher leaders
even go beyond their schools to influence policy at the district level through their
expertise (Hatch et al., 2005). Thus, support from teacher leaders are crucial at
all levels (Silins & Mulford, 2004). Schools improve and teachers developed from
interpersonal communication and the mentoring and coaching from teacher leaders.
As role models, teacher leaders inspire others through their confidence.

Although the benefits of teacher leadership are explicit, there are reports of
challenges that teacher leadership faces. Heavy workload, the constraint of time,
colleagues’ disapprobation, and unsupportive principals (Barth, 2001) are some of
the challenges reported that can negatively affect teacher leadership development.
Hulpia et al. (2009) added that the concept of teacher leadership, as a form of
distributed leadership added another dimension of complexity to the challenge, in
terms of communication and management structure. According to Tyson (1993),
teacher leadership although is widely supported, in reality, its development met with
obstacles due to how schools is organized and operated. This means that certain
practices in certain school culture could work against the development of teacher
leadership (Barth, 2001). Additionally, there is limited information on how teachers,
as adults learn from each other and how interpersonal relationships among them
work in schools. Learning to be teacher leaders is not included in initial teacher
training nor teacher preparation programmes where young teachers are exposed to
ways they could develop teacher leadership and at the same time to potential obsta-
cles in enacting teacher leadership (Hilty, 2011; Nolan & Palazzo, 2011). This would
have provided them with information on the complexity of teacher leadership. This
is evident when Barth (2001) reported that teacher leaders rarely make up more than
25% of a faculty.

As teacher leadership is not factored into teacher pre-service training programmes,
it means that teacher leadership is learned when they are on the job. Teachers learn
it as a form of professional development, and it therefore makes sense that teacher
leadership be introduced to teachers with a more dynamic andragogic approach
(Knowles, 1980). This will provide an environment suited to initiate teachers to the
complexity of the socio-emotional interrelationships of the individuals who try to
lead in schools as it entails the development of resilience on the one hand and can
be emotionally, psychologically, socially, and intellectually draining on the other
hand (Beatty, 2000; Goleman, 2006). With this in mind, Terehoff (2002) suggests
that adult learning principles be taken into considerationwhen designing professional
development programmes specifically in the area of teacher leadership development.

Four Waves of Teacher Leadership Development

Starting from the 1980s, educational leadership went through different phases that
shape teacher leadership (Little, 2000). Silva et al. (2000) traced the development
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Wave 1

• Managerial or Organisational Leadership (1970s)
• Teacher leaders assigned in formally assigned role who 

take charge of administrative responsibilites

Wave 2

• Instructional Leadership (1980s)
• Teachers participate in curriculum development and 

decision-making

Wave 3

• Distributed Leadership (1990s)
• Teacher leaders reshape school climate within and beyond 

classroom boundaries

Wave 4

• Transformational Leadership (2000s)
• Teacher leaders initiate change through bottom-up 

initiation

Fig. 46.1 Four waves of teacher leadership development. 2018 Adapted from Ng et al. (: 141)

of teacher leadership in three waves and Pounder (2006) added a fourth wave.
Figure 46.1 shows teacher leadership has undergone the four waves of managerial or
organizational leadership, instructional leadership, distributed leadership, and trans-
formational leadership experienced through the different generations of leadership
development.

In the first wave, teachers were appointed to formal roles as subject heads,
heads of department, senior assistants, and grade teachers. These roles were vested
with positional power, and the teachers’ task was mainly administrative (Reeves &
Lowenhaupt, 2016) with an emphasis on maintaining efficiency and effectiveness by
meeting targets and deadline (Wasley, 1991),whichwas the normof the industrial era.
The second wave emerged as a response to the emphasis on instructional leadership
where teachers used their instructional expertise by appointing them as curriculum
leaders and asmentors to new teachers (Katzenmeyer &Moller, 2001). They actively
collaborated in goal setting and in creating an environment conducive to teaching and
learning. This was the period, which paved the way for the development of shared
instructional leadership in school improvement (Reeves & Lowenhaupt, 2016). The
third wave in the 1990s with the advent of distributed leadership, teachers reshaped
the school climate informally both within and beyond classroom boundaries. In this
wave, instructional improvement was promoted and factored in the collaboration
and continuous professional learning of teachers and that schools as “professional
learning communities affect student learning, contribute to school improvement,
inspire excellence in practice, and empower stakeholders to participate in educa-
tional improvement” (Silva et al., 2000: 28). Crowther et al. (2002) expanded the
view on teacher leadership during this wave as it “ties school and community togeth-
er…to achieve whole school success” (p. xvii). In the fourth wave, as the concept of



46 Teacher Leadership in Teacher Development for School Improvement … 907

transformational leadership swept through schools in the late 1990s, teacher leader-
ship was focused on change through bottom up initiation (Pounder, 2006). With this
teacher leadership saw a change from direction as emphasized in instructional lead-
ership to influence in transformational leadership (Bush, 2014). Transformational
leadership is regarded as a direct factor affecting teacher motivation and school envi-
ronment in which teachers engage more in continuous professional learning in line
with self-interest and autonomy (Leithwood & Jantzi, 2006).,

Teacher Leadership in Relation to Other Leadership
Concepts

According to Ketzemeyer and Moller (2001), teacher leadership is closely aligned
with instructional, participative, and parallel leadership. Instructional leadership
refers to the teachers’ practices in teaching and learning to achieve student achieve-
ment andbuilding a conducive environment inwhich teaching and learning can thrive.
Participative leadership refers to the decision-making processes of the teachers,
which will promote organizational effectiveness. Teachers are involved in making
decisions as leadership “flows through the networks of roles that comprise orga-
nizations” (Ogawa & Bossert, 1995: 238). Spillane et al., (2001), later aligned this
participative leadership to distributed leadership. Distributed leadership links leader-
ship across people in schools that influence the conditions for teaching and learning.
Parallel leadership refers to teacher leaders engage in collective actionwith their prin-
cipals to build school capacity. Such parallel leadership involves “mutual respectwith
shared purpose and allows individual expression” (Crowther et al., 2002: 38).

Leadership views changewhen the concept of leadership is linked to instructional,
participative, distributed, and parallel leadership. Leadership views changed from the
traditional leadership “great man” theory, which advocated solo leadership with the
leader at the apex of a hierarchical organization with formal position of power and
authority (Murphy, 2000) to leadership that involves social influence exerted by
one or groups of people over other groups of people (Yukl, 1994). Leadership is no
longer in the domain of particular roles but exercised by individuals while occupying
subordinate positions (Duke, 1994). It implies a different power relationship within
the school where the lines between leaders and followers are blurred. It opens up the
possibility for all teachers to become leaders at various times and that leadership is
a shared and a collective endeavour that involves many rather than a few.

Teacher Leadership and School Improvement

The effects of teacher leadership outweigh that of principal leadership because with
teachers taking on more leadership activities, teachers become more effective and
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they are empowered to influence student engagement (Leithwood & Jantzi, 1998).
Improvement brought by teacher leaders is sustainable when the school encourage
and nurture professional learning communities (Holden, 2002). Schools that have
strong professional learning communities have teachers who are committed to share
learning with a shared sense of purpose, who participate in decision-making and
engaged in collaborative work (Hargreaves, 2002). Muijs and Harris (2003) argue
that professional learning communities have a strong impact on school and class-
room improvement that progress is sustainable as professional skills and capacity is
built over time. Such professional learning communities increased knowledge, which
comes with improved attitude to teaching (O’Connor & Boles, 1992). Empowering
teachers lead to higher teachers’ self-esteem, which leads to enhanced work satis-
faction, which in turn leads to higher performance (Katzenmeyer & Moller, 2001)
and to higher teacher confidence (Lieberman, et al., 2000).

Teacher leadership enhances school effectiveness when there is strong collab-
oration between teachers (Little, 2000). This has positive effect in transforming
schools with teachers feeling less alienated. Crowther et al. (2000) even went as far
as to say that teacher leadership leads to improving the life chances of students in
disadvantaged high schools, a notion supported by the study on high-poverty urban
schools (Johnson et al., 2014).. Instructional leadership, considered as themost effec-
tive leadership in school improvement and student achievement (Leithwood, et al.,
2006; Robinson et al., 2008) would be more effective if it is a shared responsibility
between the teachers and their respective principals (Pellicer et al., 1990). This can
be achieved by involving teachers in decision-making, and this is reported to lead
to the decrease in absenteeism (Rosenholz, 1989). Involving teachers in decision-
making would take into account their opinions, providing them with the autonomy
to plan and create staff development opportunities (Donohoo, 2018; Leithwood &
Jantzi, 1998). Such collective actions would enhance student achievement and school
improvement (Sharratt, 2018).

Sharing leadership responsibilities with teachers and among teachers might slow
down implementation of reforms, but this is a small issue when compared to resis-
tance due to non-shared management (Weiss & Cambone, 2000). Studies on school
restructuring carried out in the 1990s (Griffin, 1995; Pechman&King, 1993) reported
that teacher leadership was inevitable in affecting successful school reform. Strong
teacher leadership couldmitigate the negative effects in the event of frequent changes
in head teachers or principals (Davidson & Taylor, 1999). Greater teacher participa-
tion in making decisions that affect the schools will lead to greater ownership and
commitment to organizational goals, and they become “more likely to see their deci-
sions are actually implemented” (Weiss et al., 1992: 350). Gronn (2000) summed
it up by arguing school improvement will happen when teachers have a stake in
leading school development. However, the question remains how exactly is teacher
leadership enhanced and developed? In other words, less is known about how teacher
leadership develops.
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Teacher Leadership and Teacher Development

Learning to lead can be a difficult task and it takes a long time to learn the skills
(Muijs, &Harris, 2003). There are challenges to address and preconditions tomeet to
ensure that teacher leadership operates effectively (Vail & Redick, 1993). Egalitarian
values among teachers militate against any teacher presenting oneself as a “leader”
(Katzenmeyer & Moller, 2001) and can be ostracized by others (Lieberman et al.,
2000). This is especially obvious in teachers assuming leadership role when they
do not hold formal position. While teachers readily acknowledge leadership from
formally positioned teachers, they are reluctant and hesitant to support assertive
behavior of non-formally positioned teachers (Little, 2000).

Schools are notorious for its up-downmanagement structures, and this has proven
to be an impediment to teacher leadership development. Such a set up prevents
teachers from attaining autonomy, which is an important requisite in teacher leader-
ship development, thus hindering teachers from taking up leadership roles in schools.
Management structure in schools, which are bureaucratic and hierarchical, puts
emphasis on stability and control, works against the need for flexibility, innova-
tive, and creative atmosphere that teacher leadership requires to flourish. Teachers
who wish to be leaders need to be involved in the process of deciding what roles
they wish to take on and the school’s administration, especially the principal or head
teacher needs to provide the support needed. Thismeans that the traditional top-down
hierarchical and bureaucratic set-up of the school needs to be replaced by a more
devolved and more shared decision-making set-up (Pellicer & Anderson, 1995).

Often the principals play an important role in developing teacher leadership by
providing a conducive climate in the school for teachers’ continuous professional
development (CPD), support the teachers in their activities, and recognize the contri-
bution of teacher leaders. Teachers are more ready to adopt curriculum changes when
there are frequent and open interactions between them and the principal. Such “high
consensus” school (Rosenholtz, 1989: 207) is characterized by the teachers and the
principal sharing a common goal. Such schools will have principals who encourage
teacher leadership, and this will free up much of the principals’ time to deal with
more complex issues in schools (Barth, 2001) and that the influence of teacher leaders
on teaching has increased (Little, 1995) due to the opportunities for experimentation
and innovation (King et al., 1996).

Collaborative practices among teachers with shared norms are important for
teacher leadership development. The most important ingredient in this is trust for
without trust the school will fail to develop into a professional learning community,
where teachers work as collaborative teams to make an impact on the school. An
important task of a teacher leader is to create collaborative cultures in the school
to develop common learning in schools where teachers learn in an environment of
trust and sharing (Caine & Caine, 2000; Little, 2000). Principals have indirect effect
on student achievement through promoting teacher related factors such as devel-
oping professional learning communities (Park et al., 2019) and building a learning
and innovative climate (Sebastian et al., 2017). Tayag and Ayuyao’s (2020) study
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on the effect of leadership styles that develop teacher capacity shows that there is
positive effect on student achievement The work of Ozdemir et al. (2021) in Turkey
showed teacher professional community has positive effect on student achievement
through shared responsibility and reflective dialogue. The impact of teacher profes-
sional communities on student achievement and school improvement is also seen in
studies carried out in Thailand (Hallinger et al., Hallinger, Piyaman, et al., 2017a),
the Philippines (Tayag & Ayuyao, 2020) and China (Hou et al., 2019; Liu et al.,
2016).

Interpersonal relationships, referring to how teachers build relationships with
other teachers and the school management, are crucial for teacher leadership to
develop. When there are good relationships based on trust, teacher leaders with
informal positions can use influence, which is more potent than authoritative
mandates, to influence teachers towards their own development (Katxenmeyer &
Moller, 2001). Clemson-Ingram and Fessler (1997) reported on the conflicts between
groups of teachers who do and who do not take on leadership roles found that leaders
and teachers need to understand the socio-emotional toll of teacher leadership (Beatty,
2000; Goleman, 2006). Overcoming such difficulties would require the individual
teachers to possess strong interpersonal relationships with colleagues and a school
culture that encourages change and leadership from teachers. Teachers themselves
might experience conflicts between their needs for achievement and leadership and
their need for affiliation and sense of belonging to the peer group. However, LeBlanc
and Skelton (1997) reported that high job satisfaction and strong collaboration could
overcome such a problem.

According to Lieberman et al. (2000), teacher leaders need to build various skills
such as building trust and rapport with colleagues, able to use data to inform on
organizational needs, have the confidence in managing change, able to allocate
resources efficiently to achieve common goals, and despite the heavy workload still
able to manage their own workload. In addition to these, Snell and Swanson (2000)
added that teacher leaders show strong skills in pedagogical and subject knowledge
and engaged in reflections on their own practices in their pursuit for continuous
improvement.

Developing teacher leadership with the intention towards teacher development,
teachers need time for them to learn the skills that they accumulate incrementally.
Young teacher leaders learn to plan and discuss issues that matters to them, such as
curriculum, school-wide plans, leading on study groups within their own schools,
and later learn to collaborate with other schools and institutions of higher learning,
and networking with international counterparts. These are crucial for developing
teachers to be leaders (Ovando, 1994; Seashore-Louis et al., 1996). Teachers should
not be restricted to only the development of subject skills and knowledge, but also on
leadership skills, which are required in leading study groups, mentoring of younger
teachers, carrying out action research, and collaborating with others (Katzenmeyer &
Moller, 2001). An important aspect on the development of teacher leadership is the
improvement of teachers’ self-confidence to act as leaders in the school. In line
with this, Clemson-Ingram and Fessler (1997) and Gehrke (1991) recommended that
structuredprogrammesof networkingneed to be set up to help teacher leaders develop
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their leadership potential. Through such networking, new teaching approaches can
be disseminated and with a wider participation in conducting action research, the
potential of teacher leadership can be enhanced (Darling-Hammond et al., 1995),
leading to the increase in teachers’ confidence. This will provide an environment
for mentoring, observation, peer coaching, and mutual reflection, which are pre-
requisites to teacher development. However, Muijs and Harris (2003) argued that
although developing teachers as leaders has its rewards such as a sense of collegiality
and improved teaching practices, they remain marginal activity in the schools unless
there are forms of remuneration to encourage teachers to engage in leadership tasks.
This remuneration would provide recognition for their roles and appreciation of
their time and effort, and would illicit respect and admiration from other teachers,
if not teacher leadership will remain ad hoc activity and not sustainable to school
improvement effort. Rewarding accomplished teachers does not necessary have to be
financial award. Acknowledging their expertise and contribution and by providing
opportunities for growth and influence such as involvement in decision-making are
some of the ways (Katzenmeyer & Moller, 2001).

Teacher Leadership and School Culture and Context

The key factor in teacher leadership development is building relationships with
colleagues and the principals (Silva et al., 2000). Teacher leadership flourishes in
collaborative settings and creating a culture of trust is crucial for this to happen
(Little, 2000). In this aspect, the key ingredient is establishing a trusting and collab-
orative relationship as it is the primary means of exerting influence (Muijs & Harris,
2007). In a culture where trust is absent, there will be no collaboration and teacher
leadership will not develop.

Schools are designed as bureaucracies with a hierarchical top-down, and one-
direction flow of communication and implementation of mandatory reforms will
not only impede teacher leadership development but also teacher development itself
(Wynne, 2005). Schools are traditionally structured in the way based on the classical
management theory, and it should be replaced with a structure that provides a climate
that encourage teacher collaboration, which involves teachers in decision-making.
Teacher leaders by using influence can have a profound effect and via collaborative
relationships and building healthy school climate, success would be school wide and
not only in the classroom (Ryan, 1999). Barth (2001) added that with the involvement
of teachers in decision-making, the higher will be the teacher morale, and this led to
more teacher commitments to fulfilling school goals.

Principals need to be prepared and developed (Bush, 2011; Ng, 2017), so do
teachers need to be prepared and developed for leadership. There are calls for both
pre-service and in-service teacher leadership development (Silva et al., 2000) and
that principals should also be trained to develop teacher leadership to improve school
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capacity (Smylie, 1995). Trainings in the form of continuous professional develop-
ment is vital for teacher leadership development. Specific skills of teacher leader-
ship such as mentoring, leading on action research, exemplary teaching practices,
leadinggroups and collaboratingwith others need to be incorporated into professional
development programmes (Ketzenmeyer & Moller, 2001).

An inspiring and supportive principal who provides the moral support to teachers
to take risks plays an important role in the development of teacher leadership (Muijs&
Harris, 2007). Such a principal is also willing to share power, release control (Acker-
Hocevar & Touchton, 1999), and share in the responsibility when initiatives fail
(Derrington & Angelle, 2013). Such principals respect and trust their teachers and
create school conditions that are supportive and conducive for effective and empow-
ering practices, empowering teachers to lead alongside the principal build collegiality
and active participation in school improvement programmes. Such schools are known
as learning organizations and are characterized by collaboration, risk taking, and a
shared mission (Silins & Mulford, 2004). Teachers thrive working in such an envi-
ronment where there are collegiality, communication, and collaboration resulting in
teachers feeling more committed to their job and more loyal to the school (Fennell,
1999).With a healthywork culture of trust, support, and respect where there is shared
purpose or goals for the school, it will lead to growth of teacher leadership (Moller
et al., 2001).

A positive school culture that favours teacher leadership to develop has a high
degree of trust. Trust enables the development of strong relationships among staff
members, which facilitate the sharing of knowledge among colleagues, reflecting
on instructional work, mentoring of novice teachers, taking risks, nurturing relation-
ships, encouraging professional growth, accepting change and challenging the status
quo (Silva et al., 2000; Wynne, 2005).

Successful teacher leaders are self-directed, confident in taking risks, and able to
see opportunities where others might not. They are valued for their contribution, and
their work is respected by their peers for their professionalism, skills, and knowledge
(DiRanna & Loucks-Horsley, 2001). Despite their work with colleagues, teacher
leaders demonstrate a focus on student learning (Moller et al., 2001). Teacher leaders
carry with them a sense of empowerment that they could bring and make change, a
desire for the betterment of the school and the students they teach and are passionate
about their knowledge and skills.

Conclusion

Developing teacher leadership is not an easy task. It is related to re-culturing of
the school and that requires a fundamental shift in the purposes and practices of
the school. Scholars (Bellibaş & Gümüş, 2021; Hallinger et al., 2014; Leithwood &
Jantzi, 2006; Liu et al., 2016; Thoonen et al., 2011,) have documented the effects
of leadership on teacher development, but these are primarily on learning-centred
leadership such as instructional and transformational leadership. There is growing
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evidence (Hallinger et al., Hallinger, Liu, et al., 2017; Hallinger, Piyaman, et al.,
2017a; Lai et al., 2016; Liu et al., 2016; Piyaman et al., 2017) that links teacher
agency to teacher professional development. Therefore, further studies should be
conducted to link teacher agency to teacher leadership development. It should go
beyond to study teacher leadership development in specific school context taking
into account cultural factors such as power distance, short-term orientation, and
collectivism that characterizes a hierarchical and bureaucratic system (Shenganan &
Hallinger, 2021).
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Chapter 47
“Keeping the Knife Sharp”: Developing
a Sustainable, Grassroots Approach
to Professional Development
for Cambodian Primary School Teachers

Elizabeth King

Abstract Since the 1990s, many of the policies and programmes developed by
the Cambodian Ministry of Education, Youth and Sports, and its development part-
ners have hinged on developing the nation’s teachers to deliver quality education.
Acknowledging the centrality of teachers to achieve SDG 4 and the importance of
developing teachers’ skills, knowledge, and capacities throughout their careers, this
chapter explores teacher PD in Cambodia. It seeks to gain fresh perspectives and
insights into current PD practice through listening to the voices of teachers. Data
are drawn primarily from in-depth interviews with groups of Cambodian primary
school teachers in three government primary schools in distinct geographical loca-
tions. Findings suggest that while the teachers in this study clearly understood and
articulated their PD needs, these were not fully met through the current in-service
provision delivered through the Thursday Technical Meetings. This study under-
scores the need to acknowledge teachers as active agents who are best placed to
understand their PD needs and the situations in which they teach. It proposes a
sustainable, grassroots approach to developing teachers’ skills and capacities on an
ongoing basis through a reconceptualization of the Thursday Technical Meetings.

Keywords Sustainable · Grassroots approach · Cambodia · Professional
development · Collaborative learning

Introduction

Since the publication of the joint ILO/UNESCO report (1966) on The Status and
Rights of Teachers, teachers have gradually come to the fore in the global educa-
tion agenda. From the 1990s, the Education for All (EFA) discourse has reaffirmed
teachers’ centrality, contending that an education system is only as goodas its teachers
(2014a; UNESCO, 1990, 2000). Accepting teachers significance in achieving SDG
4 (United Nations, 2015), it is recognized that it is well-educated and well-trained
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teachers who are crucial in achieving quality education and enabling countries to
fulfil their EFA commitments (Bennell, 2011;Moon, 2013; OECD, 2005; UNESCO,
2014b; 2015). While acknowledging the critical role of initial teacher education
(ITE) (Luschei & Chudgar, 2011), increasingly professional development (PD) is
recognized as vital to develop the complex “knowledge, skills, and dispositions”
(McDiarmid & Clevenger-Bright, 2008, p. 144) teachers need in the increasingly
multifaceted world of the school and the classroom (Darling-Hammond et al., 2017).

In the Global South, this need for PD is viewed as critical to raising teacher moti-
vation and developing a professional teaching force (Avalos, 2011;Villegas-Reimers,
2003); as a vehicle to improve student learning (UNESCO, 2014a); a key factor in
“ensuring inclusive and equitable quality education and promoting lifelong learning
opportunities for all” (United Nations, 2015); and in fostering sustainable educa-
tional change (Bennell, 2011).Yet, in many of these countries, the absolute necessity
of recruiting and training huge numbers of teachers to meet expanding educational
demand (UNESCO, 2014b) has led to a focus on pre-service programmes, often at
the cost of neglecting in-service provision. Indeed, PD, where it exists in these coun-
tries, is generally deemed to be of poor quality (Hardman, et al., 2011). Cambodia
is no exception.

This chapter seeks to understand current PD practice in Cambodia. It is framed
by the idea, taken from O’Sullivan, (2008, p. 301) that “any efforts to improve
the quality of primary education must place what is happening in the classroom
centre-stage”. Focusing on research conducted in three government primary schools
in distinct locations, priority is given to hearing the insights and perspectives of
teachers on their experiences of PD. It ismycontention that if a sustainable, grassroots
approach to developing teachers’ skills and capacities on an ongoing basis is to be
developed, listening to teachers is key because they are best placed to understand their
classroom realities and their PD needs. This chapter begins by providing an overview
of PD in Cambodia and then pans out to understand what the wider literature views
as constituting effective PD. This chapter then outlines the methodology, before
presenting the findings and discussing PD practice in the schools in this study. It
concludes by proposing a sustainable, grassroots approach to PD.

Professional Development in Cambodia

Cambodian education in its modern form, including pre-service and PD training,
developed, albeit slowly, during the colonial period (1863–1953) (Fergusson & Le
Masson, 1997; Kheang et al., 2018).PD in this period took the format of short or
refresher courses held during summer vacations (Bilodeau, 1955). In schools, prin-
cipals used Thursdays to “give lectures on teaching, or model lessons” (Bilodeau,
1955, p. 45). Training was typically ad hoc with little follow-up and emphasized
upgrading knowledge (Galasso, 1990). Although massive expansion in educational
provision at all levels occurred after independence (1953), PD training remained ad
hoc, typically taking the form of one-off workshops, with little follow-up. As Ayres
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(2000, p. 49) asserts there were few resources and teachers remained “inadequately
prepared for the task required of them”. Civil war (1970–1975) brought massive
disruption and devastation to the education system. Schools in areas controlled by
the Khmer Rouge (KR) were forcibly closed, and many in urban centres, controlled
by government forces, were severely damaged as a result of rocket attacks by the
KR. Throughout this period, pre-service and PD provision were seriously disrupted
(Fergusson & Le Masson, 1997).

Arguably, it is the impact of the genocidal regime of the Khmer Rouge (KR)
(1975–79) that has had a profound and lasting influence on the education sector. In
its explicit policies to destroy anything modern, the KR targeted western education,
leading to the destruction of schools, school equipment, books, and the systematic
persecution of teachers. It is estimated between75 and80%of teachers had either died
or fled Cambodia by 1979 (Ayres, 2000; Galasso, 1990; Kheang et al., 2018). When
the KR was ousted in 1979, the new government faced “an educational chaos that is
arguably unparalleled in modern history”(Ayres, 2000, p. 147). The most pressing
issue was establishing schools and recruiting and training teachers. Throughout the
1980s, ministry focus was on developing pre-service training. PD provision took
the form of ad hoc, short courses mainly focusing on upgrading teachers’ content
knowledge.

Since the 1990s, substantial developments have occurred comprising building
schools, classrooms, revising curricula, and producing textbooks. Nevertheless,
systemic and complex issues including a deeply entrenched patronage system,
corruption, ongoing underfunding of education, and a risk-averse mentality act
as barriers to effective educational reform (Ayres, 2000; Berkvens et al., 2012;
Dawson, 2009). While the issue of teacher shortages has led the Ministry of Educa-
tion, Youth and Sports (MoEYS) to focus on developing pre-service training, a
number of PD programmes have been introduced. In 1995, cluster schools were
established to develop teachers’ skills through trainings centred on the Thursday
Technical Meetings and to foster collaboration among primary schools within a
locality. These monthly technical meetings, led by the principal, have become the
main means of regular PD provision (Tandon & Fukao, 2015). To provide support
to all primary schools, the MoEYS has developed District Training and Moni-
toring Teams (DTMTs). Following a cascade model, these DTMTs, trained by their
provincial counterparts and comprised of district officials and cluster school princi-
pals, visit on a biannual basis to support schools enact the MoEYS’ Child Friendly
Schools (CFS) policy. Their roles and tasks, outlined in a CFS document (MoEYS,
2008), include support to teachers and on assessing how schools are performing
benchmarked against each of the CFS dimensions.

Other avenues of PD take the form of ad hoc workshops run by the MoEYS
and its development partners. These short courses are also delivered via a cascade
model and focus on passing on a particular skill or specific knowledge decided
by central MoEYS officials to a small number of, typically, senior teachers who
cascade that training to the teachers in their school (King, 2018). NGOs also offer
PD to teachers in the locations where they work. For example, Kampuchean Action
for Primary Education (KAPE) and Save the Children have developed a range of PD
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initiatives. The positive impact on teachers’ practice of regular NGO involvement in
PDwas illustrated in BO et al.’s study (2018).While these PD programmes have been
beneficial, a number of studies have shown how the ministry’s focus on pre-service
provision has adversely affected the development of effective, ongoing PD provision
for all teachers (King, 2021; BO et al., 2018; Pich, 2017; Sopheak Song, 2015).
Indeed, to meet national goals of creating a “knowledgeable” and “entrepreneurial”
workforce able to contribute to the nation’s socio-economic goals (MoEYS, 2019)
and its EFA commitments hinges on effective pre- and PD provision.

Literature Review

The wider literature views PD as central to developing effective teachers able to
improve and add value to student learning (Bennell, 2011; Darling-Hammond et al.,
2017). It is vital in helping to increase retention rates among teachers (Borman &
Dowling, 2008) and is seen as leading to school improvement and developing
effective educational systems (Darling-Hammond et al., 2017; UNESCO, 2014a).

In rapidly changing societies, the need for teachers to be continually learning is
essential, particularly with the impetus for countries to become knowledge based to
compete in an increasingly interconnected and globalized world (Boeskens et al.,
2020). This complexity is seen in the wider roles teachers are expected to fulfil.
Teachers are to be competent users of information technologies, especially so with
the realities of the COVID pandemic; capable of utilizing a range of assessments;
skilled in assessing the learning needs of all students as a result of more inclusive
policies (Darling-Hammond&Lieberman, 2012); and effective communicators with
the wider community (Bautista &Ortega-Ruiz, 2015). These and other competencies
are themselves complex and, therefore, need to be developed and refined throughout
a teachers’ career (Avalos, 2011; Joyce & Calhoun, 2010).

How PD is conceptualized has moved from a narrow consideration of learning-
specific, often prescribed, knowledge and skills to the notion of growth in learning
(Mockler & Sachs, 2011)that builds upon pre-service and induction programmes to
span the whole career of a teacher (McDiarmid & Clevenger-Bright, 2008). This
idea of a continuum of learning that provides ongoing opportunities for teachers to
be growing and developing their skills, dispositions, and knowledge is seen as vital
(Joyce & Calhoun, 2010; McDiarmid & Clevenger-Bright, 2008).

This expanded understanding has, at least in theGlobalNorthwheremost research
is undertaken, formed around several elements seen as constituting a rubric for effec-
tive PD. Foremost is that training is based on adult learning principles (Knowles et al.,
2011) that are transformative in nature empowering teachers to transform their own
learning and that of their students (Moore, 2004). Moreover, training is school based
(Guskey & Yoon, 2009); considers the professional learning needs of individual
teachers (Darling-Hammond et al., 2017); is characterized as collaborative, partic-
ipatory, and reflective; and involves ongoing follow-up (Bautista & Ortega-Ruiz,
2015; Fiszer, 2004; Larrivee, 2008;Mockler & Sachs, 2011). As Avalos (2011, p. 10)
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argues, such training should be “about teachers learning, learning how to learn, and
transforming their knowledge into practice for the benefit of their students’ growth”.

A plethora of PD models, with an array of terminology, has been developed over
time. INSET, in-service training, professional development (PD), teacher develop-
ment, and continuing (or continuous) professional development (CPD) are not simply
a case of semantics as the activities included are diverse. Training may be nation-
wide, providing all teachers with information on a new policy or curriculum; may
cover training of specific groups of teachers in a particular subject; focus on the
particular needs of a school; or refer to the individual learning that a teacher under-
takes (Fiszer, 2004; Joyce & Calhoun, 2010; Villegas-Reimers, 2003). It may occur
in the school, at a teacher training college or university, at teacher centres, or at home
via the Internet for distance courses. It may take the form of workshops, seminars,
self-directed study, action research, coaching, collegial development such as lesson
study or cascade training (Fiszer, 2004; Joyce & Calhoun, 2010; Villegas-Reimers,
2003).

Transformative Learning

The underlying assumptions about teachers and the nature of teaching are acknowl-
edged as determining the effectiveness of PD programmes. If teachers are seen as
technicians or managers and teaching as technocratic, a deficit model of training
centred on the notion of transmission is predominant (Fiszer, 2004; Kennedy, 2005;
Sachs, 2011). Transmission models view teachers as passive participants, lacking
certain skills that require training in core competencies, defined centrally, within a
framework of circumscribed teacher standards and an audit culture (Sachs, 2011).
This view is pervasive among some donor agencies in the Global South who see
teachers as conservative and resistant to change leading to teacher-proof prescrip-
tive policies and training programmes that limit the active participation of teachers
(Kim & Rouse, 2011; Klees, 2012). In this model, training typically takes the form
of standardized lectures or workshops delivered by government trainers or external
consultants at central locations. These are critiqued as prescriptive, with little connec-
tivity to teachers’ classroom experience, fail to consider teachers’ PDneeds, and offer
few opportunities for feedback (Fiszer, 2004).

In contrast, where teachers are seen as professionals and teaching as a complex
activity, a transformative model of teacher PD reflecting that complexity is prevalent
(Sachs, 2011). This view sees teachers as active participants empowered to engage in
improving the quality of education using their professional and personal knowledge
(Babione, 2015). Drawing upon adult learning principles (Knowles et al., 2011),
a transformative model emphasizes the importance of teachers bringing into the
PD process what they have learnt from their teaching experiences (Moore, 2004). It
recognizes that enabling teachers tomake connections between their experiences and
current knowledge and new skills and new knowledge empowers them to transform
their learning and that of their students (Avalos, 2011; Sachs, 2011). In Tanzania,
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Hardman et al., (2015, p. 618), found that where teachers were able “to explore their
ownbeliefs and classroompractices and to explore alternative pedagogic approaches”
resulted in lasting changes in classroom practice. This has been shown to be the case
even where workshops, often decried as prescriptive and ineffective, have been used
if they have been based on transformative principles (Guskey & Yoon, 2009).

School-Based

While acknowledging a place for distance learning, residency programmes, and
teacher centres, especially when teachers work in remote regions, it is the school
that is seen as the most effective place for the delivery of PD (Fiszer, 2004; Joyce &
Calhoun, 2010). School-based models may focus on an individual school, or a group
of schools within a locality for example the cluster school model used in Cambodia,
or the Resource Centre model used in many African nations.

For PD to lead to a revitalization in teacher learning, it must be embedded in the
professional lives of teachers and in their working realities (Mockler & Sachs, 2011).
Situating PD in actual classroom scenarios relevant to teachers’ working situations is
key to enabling theory–practice linkages (Darling-Hammond et al., 2017; Guskey &
Yoon, 2009).Moreover, grounding teacher learningwithin the school and particularly
the classroom enables teachers to be actively engaged in inquiry learning in authentic
situations empowering them to reflect on that learning and, importantly, critically
evaluate it (Mockler & Sachs, 2011).

Studies undertaken in the Global South have shown that keeping teachers in their
working environment is key in enabling them to relatewhat is learnt to their classroom
experience (Bennell, 2011). O’Sullivan (2008), in her study on teacher learning in
Namibia, found that teachers were more likely to implement new practices if they
had seen them used effectively in similar classroom situations. In Tanzania, Hardman
et al. (2015) found that school-based PD significantly contributed to improvement in
teacher professionalism and classroom practice, especially when linked to coaching
and follow-up by experienced colleagues. Likewise, Owen and Wong (2021), in
Timor-Leste, found that developments in teachers’ skills and classroom practice
occurred where school-based PD was accompanied by mentoring and follow-up by
school leaders who had also undergone capacity building.

Individualized Learning

Acknowledging that teachers are individuals with their own learning preferences and
PD needs is fundamental to transform teacher learning (Mockler & Sachs, 2011).
Recognizing that the learning needs of teachers are different throughout their careers
is vital in engaging teachers in professional learning (Fiszer, 2004). Richter et al.
(2011) showhow thePDneeds of teachers changeover the course of their professional
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lives. Interestingly, their study found that experienced teachers were less likely to
participate in generalized training programmes they perceive as holding little in the
way of new learning. What this underscores is the necessity of tailoring training
programmes to be supportive of individual teacher’s PD needs at the various stages
of their careers (Fiszer, 2004).

Some studies conducted in the Global South show the importance of taking
teachers’ views and professional development needs into account in PD programmes
(O’Sullivan, 2008; Villegas-Reimers, 2003). O’Sullivan (2008), in her research in
Namibia, contended that for professional learning to be internalized and enacted in
classrooms tailoring training to meet the specific school and classroom situations of
particular groups of teachers is essential.

Collaborative Learning

The idea of collaboration, undergirded by mutual trust, is recognized as enabling
teachers to reflect on their own practice as well as wider schooling issues and is an
important element in the change equation (Mockler & Sachs, 2011). Collaborative
approaches including peer coaching (Gutierez & Kim, 2018), inquiry-based prac-
tice/research (Babione, 2015), lesson study (Stigler & Hiebert, 1999), and profes-
sional learning communities (PLCs) (Stoll & Louis, 2007) have all been shown to
be effective in developing teachers’ skills.

Two approaches based on the principles of collegiality are lesson study and PLCs.
Lesson study (Stigler & Hiebert, 1999), originally developed in Japan, is a peer-
learning approach that enables teachers to collaborate in designing lessons and then
deliver them to colleagues for feedback, thereby empowering teachers to learn from
one another. This approach of studying teaching and learning activities collabora-
tively and continually has been shown to improve classroom teaching in many situa-
tions (Villegas-Reimers, 2003). In Indonesia, Suratno and Iskandar (2010) found this
approach to PD increased teacher competencies and led to mutual learning commu-
nities within schools. Kim et al. (2019), in their study in Cambodia, showed how
teachers’ capacity was developed and student learning outcomes were improved as
a direct result of this approach. Similarly, collaborative learning that grows from,
and builds upon, the value of the individual teacher’s work and practice is central to
effective PLCs ( Stoll & Louis, 2007). Hairon&Dimmock (2012), in research under-
taken in Singapore, demonstrate how the cultural environment in which PLCs are
introduced is key in determining its effectiveness, while Somprach et al.’s (2017)
research undertaken in Thailand highlighted the significant role of principals in
effective PLCs. Significantly, Saito et al. (2008), in their study in Vietnam, found
that without collegiality and mutual trust, it was virtually impossible to implement
innovative pedagogical practices in the classroom.
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Reflective Practice

Another element recognized as being a characteristic of effectivePD is the importance
placed on teachers’ critical reflection in and on their practice (Schön, 1987). Freire
(2005) saw critical reflection as an important interplay between theory and practice
and as such an effective way of teachers being continually trained. It is contended,
reflection “encourages teachers … to evaluate what was learned, by whom, and how
more effective learning might take place in the future” (Moore, 2004, p. 101).

Reflection is seen as a process, most effectively carried out in a supportive group
within the school, with teachers moving from “surface” to “pedagogical” reflection
and then to becoming critical reflective practitioners (Larrivee, 2008). This reflective
practice enables teachers “to deal more consciously with the inevitable dilemmas and
trade-offs involved in everyday decisions that affect the lives of students” (Larrivee,
2008, p. 88). Moreover, critical reflection enables teachers to critique the discourses
and underlying assumptions within which teaching and learning are framed and
is, therefore, vital to improve and help change teacher practice (Babione, 2015;
Freire, 2005; Mockler & Sachs, 2011). Reflective practice, common in ITE and PD
programmes in the Global North (Darling-Hammond et al., 2017; Moore, 2004),
has been shown to be effective in the Global South (O’Sullivan, 2002; Suratno &
Iskandar, 2010) if adapted to accommodate what teachers were able to do and the
particular cultural situation.

Methodology

Data for this chapter were drawn from research conducted in three large, government
primary schools situated in three geographically distinct locations reflective of the
places where teachers work: a populous urban site, a rural, agrarian-based province,
and a remote, poor region. Each of the schools was large with between 900 and 1200
students, and 27–39 teachers, taught the full primary grades (1 to 6), and operated a
double-shift system, comparable to similar schools nationwide.

The sites were selected to see if regional differences affected teachers’ PD expe-
riences (Yin, 2009). All interviews were conducted in their local settings to enable
in-depth and detailed understanding of issues surrounding teacher PD (Creswell,
2013). To gain fresh perspectives and insights into the issue of PD practice teachers’
voices, often overlooked in research, was prioritized. Across the sites, 29 semi-
structured interviews were undertaken with teachers and principals. Most teachers
had taught between 10 and 15 years, although some were nearing retirement, others
were newly qualified, and some held positions of responsibility. More females than
males were interviewed, reflecting the gender bias at primary level. An anonymous
survey of all 104 teachers at the schools was conducted to cross-check data collected
through teacher interviews.
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To gain broader perspective on issues concerning PD, semi-structured inter-
views were conducted with teacher education advisors working in each location.
Of different nationalities: Western, Asian, and Cambodian, they represented a range
of agencies: multilateral (2), bilateral (1), Non-Governmental Organisation (NGO)
(3), and non-governmental professional association (1). Semi-structured interviews
were also undertaken with MoEYS’ personnel working at the national, provincial,
and district levels in each location. These voices offered differing perspectives on the
issue of teacher PD. A documentary analysis of MoEYS’ documents and relevant
grey literature, available in the public domain, were reviewed.

The same data collecting tools were used, and a cross-case comparisonwas under-
taken to investigate commonalities and patterns across sites (Yin, 2009). Data sources
were triangulated and cross-referenced tominimize validity threats (Creswell, 2013).
Interviews were conducted in either Khmer or English according to interviewee pref-
erence. The researcher is a foreign national who has lived in Cambodia for many
years, including working as a teacher–educator in Cambodian primary schools and
speaks fluentKhmer. Informed consentwas sought fromparticipants.All information
was explained verbally face to face with individual participants as the most cultur-
ally appropriate way to clarify the nature of the research; to do otherwise would be
extremely impolite and culturally inappropriate. The research was conducted under
Ethics Clearance No. 1238047.

Findings and Discussion

In the schools in this study, PD for all teachers centred on the monthly school-
based, Thursday Technical Meetings. Additional training took place through work-
shops conducted by the MoEYS and its development partners. Further training was
conducted in some areas by NGOs.

Thursday Technical Meetings

At the schools in this study, the Thursday Technical Meetings occurred monthly;
the first part was attended by all staff, followed by separate grade group meetings.
Principals led the whole staff meetings, during which they might provide some form
of pedagogic training. This training, typically, only occurred if they or a senior
teacher had attended a ministry workshop and they would use this time to “provide
training” to staff (Principal-A). In School-C, it was “the vice principal who conducts
this training” (Teacher-C7). It was only at School-B that such training had recently
occurred. In the previous month’s meeting, Principal-B explained they provided
training from a workshop they had attended on reading initiatives. One teacher found
this to be very “helpful” (Teacher-B3); however, another shared how the emphasis
was on “talking about teaching techniques” andwas “not really useful” (Teacher-B8).
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Interestingly, Principal-B equated their role “as trainer” to providing “guidance to
remedy problems” raised by teachers. This focus on “asking questions of the principal
to ensure I understand what I should do” (Teacher-A8) was common among teachers
at each school. None of the teachers spoke about being given opportunity to practise
what had been discussed. As Teacher-C8 perceptively remarked: “there are things
that you have to see to understand”.

It appeared, however, that most of the whole staff meetings were merely a conduit
for the principal to pass on “information” from the central ministry or raise “issues
to discuss” with staff (Principal-B). Teacher-C7 explained that “we usually talk
about school policy”, while Teacher-A3 explained how following a ministry direc-
tive “the principal taught us about issues affecting newly qualified teachers”. Most
teachers shared how in this part of the meeting they “listened” and “asked” clarifying
questions. As Teacher-B9 stated, “mostly we just listen to the principal and follow
instructions they give us or pass onto us from the ministry”.

In the latter part of the Thursday Technical Meeting, teachers gathered in their
grade groups, led by the grade leader whose role was to provide the group “with the
new teaching plan for the next month” (Principal-A). Principal-B further explained
how these meetings were places where teachers:

… can help each other and talk about pedagogy… raise an issue regarding weak or naughty
students to discuss and try to find a solution. Typically, teachers raise an issue for discussion
from a lesson they do not understand and ask for support and help from those in the grade,
particularly, the grade leader.

As Teacher-C5 explained “the grade teacherwill help and explain thingswe do not
understand”. Teachers across the sites spoke warmly of these meetings. Teacher-B4
stated how they found it helpful in overcoming issues “in pedagogy and classroom
management”. Others spoke about these meetings being places to share “ideas with
other teachers… including problemswehavewith particular students” (Teacher-C4);
and “discuss any problems about teaching” (Teacher-A7). Theywere viewed as times
“to encourage each other” (Teacher-B7) and “ask for guidance and input so that I am
able to teach my students effectively” (Teacher-B8). Yet, while helpful and valued,
the focus of thesemeetingswas on planning rather than on professional development.
As Teacher-A1 explained “we discuss what we will teach in the following month.
We look at the student books and choose what we will teach. We then put this into
our next month’s teaching schedule”.

The grade leaders in this studywere all experienced teachers. Theywere approach-
able as a teacher explained, “if the grade leader asks us to do something we don’t
think will work with our students, we can propose a new approach. They gener-
ally reconsider their point and change” (Teacher-B5). The grade leaders were often
candid about their need for further training as the following statement shows, “even
though I have been teaching for a long time, and attended some training programmes,
I need more training to be able to teach well” (Teacher-C2). Indeed, even for grade
leaders there was little further training available and that mainly occurred through
occasional ministry run workshops.
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Noticeable from this study was that “the content of PD training comes from the
provincial ministry” (Principal-C) rather than decided by the school. Essentially,
training was uniform and appeared not to attend to their school and classroom situ-
ations. Yet, it is connectivity to classroom realities that is seen as key to developing
teachers’ practice (Darling-Hammond et al., 2017;Hardman, et al., 2015;O’Sullivan,
2008). This uniformity did not address the different PD needs of individual teachers,
some of whom were newly qualified while others were highly experienced. These
factors, common to all countries (Richter, et al., 2011),were exacerbated inCambodia
(BO et al., 2018; Pich, 2017). Many teachers in the 40+ age group openly shared
how their education had been severely disrupted as a result of upheavals in the 1970s.
Many held a grade 9 qualification, although others shared how they had subsequently
completed their grade 12. In contrast, younger teachers held a grade 12 certificate,
and four held bachelor’s degrees. Regardless of age, substantial numbers spoke about
needing to “expand subject knowledge” especially in science and social studies. “In
Social Studies I, and many teachers, do not have specific knowledge and skills to
teach this well”. (Teacher-A8). Another stated: “In science, my knowledge is weak”
(Teacher-B8). Others spoke about their need “to learn new things to improve my
knowledge” (Teacher-A5). An experienced teacher frankly shared how “I really need
to increase my knowledge…I want to gain knowledge…to teach my students well”
(Teacher-C1).

Similarly, teachers were acutely aware of gaps in their pedagogical skills. One
recognized that their “pre-service training was not enough…What I learnt at college
has changed over time” (Teacher-C3).While younger teachers had completed 2 years
of pedagogic training,manywhowere 40+ had received atmost 1 year of pedagogical
training. Teacher-B3, openly spoke about their ad hoc training, consisting of a “three-
month course, a fifteen-day course, and a two-month course over a period of a few
years”. Teacher-A7 shared how they began teaching in 1981 and attended “many
short training courses…that together amount to 1 year of training”. Many identified
“improving classroommanagement skills” (Teacher-B5), “developing administrative
skills” (Teacher-B1), “conducting group work” (Teacher-C3), “training on asking
open questions” (Teacher-C5), “lesson planning”, and “making lesson materials”
(Teacher-A1). Indeed, across the sites many shared how they lacked basic teaching
materials. Teacher-C2 summed up many teacher comments, saying “we have only
theory, but we do not have materials and it can make it hard for our students to learn
effectively”. Regardless of age, most teachers spoke of wanting to “understand and
incorporate new methodologies” (Teacher-A6). In the words of Teacher-B3: “If we
don’t have training then we can’t learn, and it is like being blind”.

Follow-Up

While training is absolutely necessary, ongoing support and follow-up are critical to
enable teachers to enact what they have learnt (Fiszer, 2004; Joyce&Calhoun, 2010).
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As a long-term advisor explained: “teachers need on-the-job support and someone
to give them the confidence that they can implement” new practices (Advisor-C).

Responsibility for regular follow-up after training lies with principals, who an
official described as “the permanent monitor to check upon the teaching and learning
in the school” (MO-B). A senior teacher reiterated this by explaining that it was the
principal who “is there to provide help and feedback to support staff” (Teacher-B4).
Interestingly, Principal-C while acknowledging the importance of “follow-up for
teaching and learning” interpreted their role as “inspecting teaching to see if there is
anything our teachers lack” rather than building and developing existing skills.

Principals in this study did visit classes to observe teaching. Some teachers shared
how their principal and senior teachers were supportive, approachable, and ready to
offer guidance. Teacher-A3 shared how theywere “really helpful in areas that I did not
understand clearly”. The overriding impression, however, was that while support and
follow-up were available, they were insufficient and inadequate. One frankly stated
that, in their opinion, those who were charged with providing support in their school
“lacked the skills to effectively help us because they also need to receive further
training” (Teacher-C2). Another teacher bluntly stated: “I did receive support, but it
is not enough. But [this person] does not have enough skill and ability to really help
me” (Teacher-A1).

External Training

While the Thursday Technical Meetings were the primary locus of PD for teachers in
this study, training provided by the ministry, their development partners, and NGOs
offered other avenues of professional learning.

An official explained, “there are many short courses and workshops arranged by
theministry and its development partners to inform teachers about new developments
in education” (MO-E). However, a senior long-term advisor explained that often
“only one teacher from a school attends a workshop” (Advisor-C). Similarly, a grade
leader shared, in their experience, it was “usually only the principal, the deputy and
a grade leader” who were invited to attend such trainings (Teacher-B8).

Providing further insight, a principal explained how the central ministry “asks
the Provincial Office of Education to select some schools and in these a few staff
are selected to attend the training” (Principal-A).This process was reiterated by an
official who explained how “some partner agencies work in some schools in some
districts and invite teachers to attend a workshop; but not all teachers attend. This
is done in conjunction with the provincial ministry of education” (MO-H emphasis
added). A senior teacher remarked how they had “not attended any ministry work-
shops” that year (Teacher-A7); whether that was because their school had not been
selected to send teachers or training in that locality was scheduled for later in the year
was unclear. Yet, many teachers across the sites echoed that they had not attended
any workshops within the past 2 years, while Teachers-A1 and B9 explained they
had never attended ministry workshops even though they had taught for 15+ years.
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Others stated how financial constraints including “insufficient per diem” (Teacher-
C8), hindered attendance at workshops, explaining that “generally, only teachers
from areas close to the training attend” (Teacher-B3).

What appeared to characterize these trainings was their ad hoc nature and the
limited number of those asked to attend. This focus on training only a few senior
teachers makes two major assumptions. The first is that the content of training will
be understood in exactly the same way by all participants; the second is that they will
accurately pass on what they have learnt to their colleagues who will then enact new
practices in their classrooms. Criticisms levelled against this form of training focus
on how information becomes “watered down” as it trickles from the central ministry
to the school (Advisor-A). Moreover, this approach often results in the content of
training not being implemented in classrooms (Hayes, 2000) and fails to effectively
develop the skills, knowledge, and competencies of all teachers (Dichaba&Mokhele,
2012).

In some provinces where these schools were situated, several NGOs conducted
PD training. In location A, an NGOwas “training on non-violence in schools” (MO-
A), but this only took place in specific areas while another NGO provided “training
in English language pronunciation for teachers” (Principal-A) at the teacher training
centre. However, Principal-B shared that “our school does not have any organisations
helping us with training”.

Interestingly, location C had several active NGOs providing support to primary
schools in the province. An official commented how these NGOs “help to develop
the quality of teaching and learning in all subjects” (MO-D). They described how
one NGO organized trainings on “developing school libraries and library lessons”
and another “NGO gives training to all primary schools in the province” explaining
“in one year they focus on one geographical area and in another a different area”
(MO-D). Another official described how local NGOs funded “a series of workshops”
delivered by trainers from the Primary Teacher Training Centre “focusing on training
teachers to produce teaching materials …Afterwards teachers were given materials
to use” (MO-I).

Noticeable from interviews with teachers from School-C was how they all spoke
enthusiastically about PD received from NGOs. For example, Teacher-C5 explained
how their school had several blind students and an NGO recently “provided training
on sign language” that they found to be “practically helpful and deepened their
understanding”. Teacher-C2 shared about a “very helpful and useful” workshop “run
by [named] NGO on how to calculate using probability”, a topic they had lacked
confidence in teaching prior to the training. WhileTeacher-C3 shared:

we were invited to prepare lesson plans for Khmer literature. The new textbooks given by
the ministry focus on student-centred learning but we have difficulties in teaching that so
they [NGO] train us on how to prepare lesson plans that incorporate this teaching technique.

What characterized the PD received by teachers at School-C was that it was
school based and related to what they were teaching. As Teacher-C2 shared “these
training programmes cover teaching techniques which enable us to understand more
about teaching”. Moreover, a trainer working with one of these NGOs providing
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ongoing PD described how they “work closely with teachers … to identify the
learning needs of staff. We ask what they need to help them improve their teaching”.
Further explaining that training “occurs on a monthly basis…is activity driven…We
follow up regularly” (Advisor-E).

Conclusion—Developing a Sustainable, Grassroots
Approach to PD for Cambodian Primary School Teachers

Findings from this small-scale study suggest that while teachers clearly identified
areas where they needed further PD, the current format of training did not, generally,
attend to the PD needs either of individual teachers or the specific school situations.
The need for effective PD is acknowledged as an official emphasized: “we need to
enhance the capacity of our teachers in their ability to teach”(MO-D); however, as
Advisor-C asserted, “simply providing more training is not the answer”.

What is a possible way forward? O’Sullivan (2008, p. 302), calls for a “common-
sense approach” to PD that focuses “onwhatworks rather than dwelling onwhat does
not work”. Further contending that “common-sense knowledge tends to be grounded
in the field and to emerge from experience” (p.306). This suggests that basing PD
at the school, teachers are able to relate what they are learning to their classroom
situations and are better able to embed these in their classroom practice. Moreover, it
signifies by focusing on what works, on what teachers know and are able to do, and
is a solid foundation upon which to build and further develop teachers’ pedagogical
skills.

Teachers in this study fully understood the situations in which they taught. They
recognized their pedagogical strengths and weaknesses often being candid about
areas they needed further training to teach effectively. This suggests that teachers,
and not the central ministry, are best placed to determine the particular skills and
knowledge they need to develop to enhance their classroom practice. Teachers
further recognized the necessity of ongoing school-based support to consolidate
their learning.

Drawing upon these ideas,my suggestion is that theThursdayTechnicalMeetings,
a regular feature of school life, offer an effective site for school-based, ongoing PD for
all teachers. It is contended that these meetings with their long history in Cambodia
present not only an indigenous, but a sustainable and low-cost vehicle of ongoing PD
(Sopheak Song, 2015; Khieng Sothy et al., 2015). School-based training has been
shown to be beneficial because it enables the specific learning needs of teachers in a
particular school context to be accommodated (Opfer & Pedder, 2011).Further, it is
seen as being the most effective way to develop teachers’ pedagogic skills especially
in countries like Cambodia (BO et al. 2018; Hardman, et al., 2015; O’Sullivan, 2008;
Owen & Wong, 2021).

To be the locus of effective PD, the Thursday Technical Meetings, I suggest, need
to be transformed into collaborative and participatory spaces hallmarked by adult
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learning principleswhere the primary focus is on professional learning that empowers
teachers to develop their pedagogical skills and grow in confidence and competence
in using these skills. While allocating time for discussing and disseminating ministry
directives is absolutely necessary, the focus of these meetings must be on PD where
teachers’ pedagogical needs and the school context take centre stage.

This calls for flexibility in what these Thursday Technical Meetings would look
like for individual schools. They may include the principal or senior teachers feeding
back from a recent workshop; however, for this to enable teachers to develop new
skills, it would require those who attended the workshops to demonstrate what they
had learnt, rather than only talking about it. Enabling teachers to observe new prac-
tices helps them to see what is required of them.Moreover, teachers would need time
and a safe space to practice these new skills with colleagues, allowing them to grow
in confidence in introducing new pedagogical practices.

Data from this study showed teachers’ PD needs were not uniform. Recognizing
the spectrum of teachers’ PD needs in a particular school is important. As Principal-
B observed, “we are all individuals and have different levels of understanding as
teachers”. These meetings may focus on further training for principals and senior
teachers, charged with providing follow-up, to equip them with the skills required
to effectively coach their staff. They may also target training for specific groups of
teachers, for example, new teachers, or for those teaching a particular aspect of the
curriculum. Tailoring training to particular PD needs is imperative if all teachers are
to develop their skills.

Space for tailored training exists within current Thursday Technical Meetings
where grade groups gather to collaboratively plan lessons for the forthcomingmonth.
These planning times have the potential to be transformed into the locus of effec-
tive professional learning. A possible model to follow is lesson study that offers a
collaborative and safe place for teacher learning and one in which teachers are able
to reflect on their practice. Teachers design lessons, pertinent to what they will teach
in the coming month, and practice these with their colleagues who provide feedback.
Used in some schools in Cambodia (BO et al., 2018) although mainly in secondary
maths and science training, it could easily be adapted into primary schools “as a way
to improve teaching” (Advisor-B).

Using external experts is seen as an important factor in developing professional
learning (Guskey & Yoon, 2009). Inviting NGOs to deliver participatory PD during
the Thursday Technical Meetings would provide another avenue to develop teachers’
pedagogic practices. Teachers in Location-C spoke appreciatively of NGO training.
In Cambodia, KAPE’s programmes and Maryknoll’s work in primary schools are
examples of effective NGO involvement in working collaboratively with teachers to
develop their teaching practices.

This reconceptualization of the Thursday TechnicalMeetings offers a sustainable,
grassroots, “common-sense” approach to developing teachers’ skills and capacities
on an ongoing basis. In the words of Principal-B: “To stop it from becoming blunt a
knife needs to be sharpened regularly, we need to be continually learning to remain
good educators”.
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Chapter 48
Enhancing Identity Construction
Through Inquiry into Narratives

Esther Yim Mei Chan

Abstract Over the past several decades, a growing amount of research has consid-
ered the roles and challenges of adopting inquiry-based approaches to create
successful teacher education practices. Reflection is a valuable component of teacher
education programmes; however, determining how to involve students in reflective
practices remains a challenge. In the first part of the chapter, I demonstrate the use of
narrative inquiry as pedagogical intervention to support teacher candidates’ identity
development. In the second part, I discuss the use of three commonplaces (time,
place, and personal–social) to allow me to capture the richness and complexities of
experiences. In addition, through Pearl (a pseudonym), one of the research partic-
ipants, I illustrate how narratives create space for identity development. Reflective
journals, autobiographical and personal stories with relation to identity construction
are included as data sources in this study. Overall, the study found that participants
favoured narrative methods for pedagogical purposes, and they exhibited strong
initiatives for reflection of their identity development. I suggest the use of narra-
tives for inquiring the storied experience that present a model to realizing a more
constructivist way for identity development.

Keywords Identity construction · Narrative inquiry · Three commonplaces ·
Reflective practices

Introduction

The principles of narrative have influenced the professional practices of many
teachers,with the application of narrative concepts to generate newknowledge (Chan,
2015; Craig, 2006; Phillion, 2005). A view of narrative as the basic unit of a person’s
life has long been prevalent, as noted by Polkinghorne (1988, p. 17), “narrative is the
fundamental for linking individual actions and events into interrelated aspects of an
understandable composite”. Ontologically speaking, narrative refers to the storied,
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structured quality of experience understood in aDeweyan sense (Clandinin&Rosiek,
2007). Building on the work of educational researchers (e.g. Connelly & Clandinin,
2006; Clark & Rossiter, 2008), I prioritize attention to the voices of people and adopt
narrative methods for pedagogical purposes. It is a move in favour of individuality,
placing value on how people experience and give meaning to their lives. Connelly
and Clandinin (2006, p. 375) stressed that “story somehow, becomes a portal through
which a person enters the world and by which their experience of the world is inter-
preted and made personally meaningful”. Epistemologically speaking, narrative is
a form of accessing and expressing knowledge and experience. Methodologically
speaking, it refers to procedures for collecting field texts to study lived experiences
as stories to live by. In this chapter, I view narrative as both the method (narrative
inquiry) and the phenomenon (inquiry into narrative).

In the first part of this chapter, I begin by presenting the history of narrative in
the social sciences, I then demonstrate the use of narrative inquiry as pedagogical
intervention to support teacher candidates’ identity development. In the second part, I
discuss the use of three commonplaces (time, place, and personal–social) to allowme
to capture the richness and complexities of experiences. In addition, through Pearl (a
pseudonym), one of the research participants, I illustrate how narratives create space
for identity development.

Narrative Research

Over the past 30 years, a growing number of studies in social science research has
adopted narrative as a method of data collection, a tool for methodological analysis,
and a mode of representation. Why did narrative research become popular in the
social sciences? Why did many teacher–researchers become interested in the narra-
tive constructionof reality?The “narrative turn” in the social sciences occurredduring
the 1980s; a movement was started by a cognitive psychologist, Jerome Bruner, who
acknowledged the importance of personal truth from a subjective perspective (Lyons,
2007, p. 604). During a 1984 meeting of the American Psychological Association,
Bruner made an announcement that challenged the old positivism, with a startling
assertion about narrative. He stressed that the traditional logical–scientific mode of
thought and a narrative mode of thought are complementary, and that neither one can
be replaced by the other. According to Bruner’s (1986, 1987, 1990, 1991) studies,
personal meaning (and reality) is constructed while making and telling of one’s
narratives. In recent years, many educators have used their life stories and personal
narratives as new methods of knowing in teaching and learning (e.g. Barone, 2001;
Chan, 2015, 2017; Conle, 2000; Craig, 2006;Yu&Lau, 2011; Xu&Connelly, 2010).
According to Connelly and Clandinin’s (1994, p. 415) view, stories or narratives are
“the closest we can come to experience”, and they called their study of experi-
ence narrative inquiry. Narrative is not only the texts we read but also a medium
for reflecting on personal practical knowledge and the objects used for educational
research (Clandinin & Connelly, 2000).
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Pinnegar and Daynes (2007, p. 7) asserted that the “narrative turn” in social
science research caused four notable changes: (1) a shift in the relationship between
researchers and the people participating as subjects; (2) a move from numbers to
words as data; (3) a shift from a focus on the universal and disembodied to the
local and specific; and (4) the acceptance of narrative as a particular method of
knowing, which is distinct from the logical–scientific mode. In the field of education,
researchers that work within this “narrative turn” agreed that we live and make sense
of our past experiences through stories.

Storytelling has been acknowledged as a powerful tool for reflection that enhances
our understanding about ourselves as learners, our contexts, and our practices (Chan,
2017; Connelly & Clandinin, 2000; Phillion, 2005). Within the context of education,
teachers and students are storytellers and characters in their own and in others’ stories.
Narrative is used in variousmethods by different disciplines, and is often synonymous
with the story construct. While engaging inquiry into narratives, researchers must
first listen to the practitioner’s story. Because researchers cannot exclude themselves
from the inquiry relationship (Clandinin & Huber, 2010), which results in a process
of collaborations through which “two people negotiate, co-construct, and story the
meanings and values of essentially incomplete experiences” (Bochner et al., 2000,
p. 17). It is a relational inquirywhich creates opportunities for the co-construction and
reconstruction of narratives. I believe that narrative can be a powerful tool for critical
reflections if inquirers adopt “a sense of a search … a sense of continual reformula-
tion” in the inquiry process (Clandinin & Connelly, 2000, p. 124). By reconstructing
experiences, they learn how to “get the benefit of past effort in controlling future
endeavour” (Downey & Clandinin, 2010, p. 384). In the following sections, I share
the experience of using narrative approach for advancing components of identity
development.

The Context

In 2015 I taught a course called “Child Development” to undergraduate students, I
found it boring in presenting developmental theories. In addition, the content was
presented in English and originated from the West, thereby making it even more
difficult for my students to comprehend. I have continued to develop this course,
and, in recent years, I adopt narrative approach to promote students’ learning. To do
this, narrative learning activities are conducted as pedagogical intervention by which
participants are engaged to review their experience and its relationship to the social
context through storytelling. The stories that they tell may be fragmented, excited,
or chaotic but useful for reflective practices. Bruner (2002, p. 85) stressed that it
is “through narrative that we create and re-create selfhood, that self is a product of
our telling”. The advantage of storytelling is that it can enable the understanding
of both personal and social aspects. Bronfenbrenner (1986) and Vygotsky (1962)
acknowledged that the earliest influence on a child usually come from the socializa-



940 E. Y. M. Chan

tion provided by the parents and family. A self-inquiry of howwe shape our identities
in various contexts of development (e.g. family and school) is therefore important to
enhance understanding of child development.

Pedagogical Intervention

I taught first-year pre-service students in the Early Childhood Education (ECE)
programme. According to my records, they have recently graduated from high
schools in Hong Kong. During the course period, I attempted to advance students’
identity development by using a narrative learning approach. Through course assign-
ments, such as chronicling events, storytelling, and reflectivewriting, students gained
first-hand experience of narrative inquiry. The guiding questions and prompts, which
were written at the beginning of the course, invited students to make sense from their
own childhood experiences with the theme: “How did I become who I am?” The
course activity was conducted to support teacher candidates’ identity development.
This included three stages: preparation, implementation, and reflection.

1. Preparation

Students were introduced to some basic concepts in narrative inquiry and were given oppor-
tunities to listen to my autobiographical stories in relation to the theme “How I became who
I am”. After this session, students were encouraged to provide me feedback through email.

2. Implementation

After the preparation stage, students were requested to collect personal stories through
chronicling. The following example questions were provided to elicit students’ ideas:

• Who were the characters?

• When did it occur?

• Where did it occur? Describe the setting.

• Why did it leave a lasting impression on you?

After 7 days, students were required to plan a 15-min presentation of their own chronicles
with personal stories in class that were based on the primary theme “How I became who I
am”.

3. Reflection

After students completed the presentation of their chronicles with stories, an online group
discussion forum was created, wherein the students exchanged opinions and commented
about their experiences with relation to the activity. In addition to the group reflections in
the forum, students were required to write reflective journals in response to the following
questions:
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• While rereading the stories, reflective journals, and peer response, do you notice any
themes, patterns, and/or similar ideas?

• Have you constructed any images of children according to your autobiographical stories?

• How have your early experiences influenced you as a person?

The Study

The current study aims to understand the role of narrative in teacher education, and
how narratives create space for identity development. The participants were first-year
pre-service student teachers of the Early Childhood Education (ECE) programme at
a university in Hong Kong and their ages ranged between 19–21 years. They have
attended the courseChild Development adopted a narrative learning approach. Using
systematic sampling on a class-by-class basis, follow-up focus group interviews and
the relational inquiry were scheduled to enable an in-depth examination of students’
views. Five to seven students from each class were sampled systematically on a
voluntary basis, with a total of 15 students participating in this study. To maintain
anonymity and confidentiality, pseudonyms were used for the participants, and all
the data that were collected during the study period were kept confidential. To fulfil
the requirements of the ethical review committee in the institution, the participants
provided informed consent to demonstrate that they clearly understood the study
aims and procedures and their right to withdraw from the study without enduring
any type of penalty.

Instruments

Data for the study were gathered through two methods, the focus group interview
and relational inquiry.

The interview questions of the focus group interview were developed on the basis
of the research aims and were classified into four primary categories: (1) Students’
learning experiences related to the narrative learning process; (2) The advantages of
this narrative learning approach; (3) Comments regarding the use of personal stories
to connect learning about identity development; and (4) An example that illustrates
how storytelling presents an improved method to learn.

For the relational inquiry, data sources included family stories, school stories,
reflective journals, and autobiographical writing. The data came primarily from two
informal meetings and subsequent conversations with the participant. Collabora-
tively, we interpreted the narratives to analyse their meaning in terms of identity
construction. After identifying narratives related to identity formation, I then refined
the analysis by reviewing its relationship within the three commonplaces (time,
personal–social, and place). As Clandinin and Connelly (2000) stressed that we can
become wakeful to how participants, events, and objects are “placed at a particular
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moment, temporally, spatially and in terms of the personal and social” (p. 89). Finally,
I looked for evidence regarding how narratives create space for identity development.

Trustworthiness of Inquiry

Narrative inquiry is an unfamiliar term and not a prevalent research methodology
in Hong Kong, I therefore had to explain it to participants when I invited them
to be involved in this study. It covered issues such as ethics, anonymity, and rela-
tional responsibilities. Brannelly and Boulton (2017) proposed to add another type of
ethics, called ethics of care. The rationale behind this requirement is to ensure that the
entire inquiry process is not only ethical but also highlight the researcher’s respon-
sibility of not causing harm to participants. In the relational inquiry, I am aware that
both participants and researchers need to feel comfortable to share their beliefs and
assumptions when connecting multiple life events. As a narrative researcher in such
a participatory relationship, I adopted narrator-centred interaction to follow the flow
of narrator’s stories, by listening without judgement. Regarding to the critique about
how I could guard against my participants’ intention of telling what they wanted me
to hear, my view is that narrative inquirers’ concern is on the role of experience in
shaping the interpretation of the events. Clandinin and Connelly (2000) stressed that
every story or “response is valid to some degree and contain the seed of an impor-
tant point” (p. 183). I therefore encouraged my participants to tell their embedded
stories and helped them to make sense of themwithin the three commonplaces (time,
personal–social, and place). Understanding narrative inquiry from a relational point
of view, I needed to stay wakeful to those critiques and ethical matters.

As the fundamental ethical principle is the obligation to do no harm to our partic-
ipants (Brannelly & Boulton, 2017; Mockler, 2014). I believed that ethical matters
need to be narrated over the entire inquiry process. At the beginning, I obtained
informed consent from the participants. Consent refers to participants’ willingness
to form part of the study and their freedom to withdraw from it whenever they
wish. Later, we negotiated how to present information, and the use of pseudonyms
to protect participants’ anonymity. Finally, all the research texts and my interpreta-
tions were sent to the participants for comments to ensure I had represented their
meaning accurately. This kind of checking is one of the criteria for the establishment
of trustworthiness and credibility (Niekerk & Savin-Baden, 2010).

Findings

Generally, participants favoured narrative methods for pedagogical purposes, and
they exhibited strong initiatives for reflection of their identity development. As
students noted in the focus group interview, the storytelling activity was fun and
useful because “their sharing of experiences through storytelling could stimulate
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reflection” (First-year student, A, B, H, G, K & M). Clandinin and Connelly (2000)
advocated narrative inquiry in which storytelling was acknowledged as a powerful
tool for reflection on what personal practical knowledge teachers have and how
such knowledge is formulated. From this perspective, narrative refers to the storied
quality of experience, becomes a means to access and express knowledge. Narrative
learning activity is a way of acquiring experiential knowledge for future practices.
It has emerged as a new mode of learning, presenting a special challenge to the
traditional Chinese classroom. The theme generated from the focus group interviews
concerning the role of narrative in teacher education are described as follows:

A Process of Knowledge Construction Telling or writing stories on personal expe-
riences is a cognitive process through which students attempt “to make sense of life
as lived” by untangling the narrative threads that have contributed to their knowledge
and practices (Clandinin & Connelly, 2000, p. 77). As some students noted in the
focus group interview, they make sense of past experiences and come to know those
factors affecting their development:

Our growth and development are affected by our environment and other factors; however, the
question remains whether we can see the interrelationship among those factors. (First-year
student, G)

Everyone’s life stories are socially and historically situated in their lives, and I make sense
of my own experiences that are developing at a given time and place. (First-year student,
K & M)

A Tool for Reflection Another theme derived from the study was the recognition of
storytelling as a tool for reflection. It is through the telling and retelling of life stories,
pre-service teachers have opportunities to reflect on what they have experienced in
their lives and tell the meaning that lived experience has for them. As the students
noted in the focus group interview, they valued their peers’ sharing of experiences
and telling of personal stories, both of which they believed would facilitate reflective
thinking abilities. Carter (1993) also supports the use of stories with teachers because
these stories are closely linked to teachers’ reflections in and on action. To achieve
the goal of supporting pre-service teachers to become reflective thinkers, I adopted
narrative ways of learning as pedagogical intervention in the Child Development
classes. Because classroom is regarded “as a place where students and teachers tell
stories to one another to make sense of where they have been and help them grow and
develop in the future” (Connelly & Clandinin, 1988, p. xvi). From this perspective,
storytelling can function as amediation tool of accessing and expressing experiences,
and it is a reflective act when inquiries take place. In the following excerpts from
the focus group interview, students describe how storytelling create resonance that
encourage reflection:

I reflect more when resonating the tutor’s story with my story. During the autobiographical
session, her story led me to recall my high school teacher’s practices, and its impact on me.
(First-year student, A, B & J)

I feel sympathetic when listening to her story. Because I have had a similar experience. I
remember a book saying that life is just like a rope, and a knot as a difficulty that we must
face; therefore, everything is fated to occur’. (First-year student, K)
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The result indicated that students valued the process of writing and telling auto-
biographic stories for later review and reflection. They also perceived storytelling as
a tool for reflection. By using life stories and making sense of past experiences, they
were engaged to build knowledge that shape their multiple identities. Thus, inquiry
into narratives is considered as a meaning-making process. In the current study, the
theme “How did I become who I am?” was one of the questions that helped them
to shape and reshape their evolving identities. According to my observation, they
began to question more while inquiring about how past experiences have influenced
who they are and who they are becoming. They were driven by the questions that led
to the development of their inquiring mindset, which is the "core value of narrative
inquiry" (Yu & Lau, 2011, p. 79).

With a commitment to develop a more effective pedagogy for teacher educa-
tion, I adopted narrative inquiry not only as a teaching approach but also a tool for
research into teaching. In the following sections, I discuss the use of three common-
places (time, place, and personal–social) to capture the richness and complexities of
experiences. It is through a relational inquiry with one of the participants, Pearl (a
pseudonym), to increase understanding of how narratives create space for identity
development.

Discussion

In this inquiry, storytelling serves as a medium of accessing and expressing expe-
rience to support identity construction. The stories and reflective writing have been
used with the consent of the research participant, Pearl (a pseudonym). Based on the
frame developed byClandinin andConnelly (2000), I wrote the current study tomake
sense of the storied experiences within the three commonplaces (time, personal–
social, and place). According to Pinnegar and Hamilton (2012, p. 12), “in every
aspect of the analysis process including selecting texts for representation of our
ideas and learning, each of the three dimensions is important and each contributes to
the development of empirically grounded understanding that emerge from the data”.

Time (Past, Present, and Future)

Connelly and Clandinin (1988) stressed that storytelling is the reconstruction of
events in the past and is considered as a tool to understanding ourselves in the
present. Pearl was a pre-service student–teacher, and at the time of the study, she
was in her early twenties. She was encouraged to tell her personal stories by means
of chronicling to connect it to identity development. The first story that she told
illustrated the image of an abandoned child that she has constructed for herself in
the past.
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I was very happy during my childhood years. However, as I grew up, the quarrels between
my parents increased. One day, my father said, ‘I won’t return home’! After 3 years, my
parents were divorced and the money that my father gave us for our living expenses was
so little that my mother had to work to make ends meet. Since that incident, I believed my
parents did not care about me. During that time, I hated my mother very much. I believed
that it was her fault and the reason why my father left was that he could not tolerate my
mother’s bad temper. Ever since, my academic results became increasingly worse. I was
also depressed.

According to Pinnegar and Hamilton (2012), the event that we choose to label as
the beginning of a narrative is the point from which we choose to begin; however,
this is also the point wherein we bring forward a past in connection with the present
and reimagine potential and multiple futures. While analysing our past through
this perspective, our past stories become open for retelling-reliving-reinterpretation,
which allows us to clarify or provide evidence for our interpretation (Clandinin &
Connelly, 2000). Taking this notion into consideration, I put more attention on the
narratives rather than the person who speaks, given that I understand a person’s
identity as fluid, incoherent and always in the process of “ongoing construction and
negotiation in talk” (Taylor, 2010, p. 7). Here is Pearl’s second story describing her
image as a teenage girl experiencing depression and staying at the hospital:

My uncle passed away and I believed that no people loved me anymore. I wanted to find
someone who would love me. At the age of 15, I fell in love with my first boyfriend who
was a model student at my school. At the beginning, we frequently spoke through phone
calls because he always taught me how to deal with academic difficulties. He always made
me feel happy. After a year, our relationship became worse. I heard that he fell in love with
another girl. I was shocked and upset. Although I knew that he no longer loved me, I could
not accept that he fell in love with another girl in such a short time. My depression became
worse than before. I lost control of my emotions and always cried. Many relatives thought
that I was emotionally imbalanced. My brother also disliked me. Eventually, I was sent to
the hospital. During that moment, I realised that my mother loved me deeply. She gave up
her job and looked after me when I was at the hospital. She worried about my feelings, my
life, and my future. She did not want me to suffer from depression anymore. Because I had
more time to chat with her, I realised that my father’s abandonment was not her fault.

Images are embedded within the narrative unity of our experience (Carter, 1993).
Childhood stories or experiences become the focal point of our images of chil-
dren within our personal perceptions. Through Pearl’s reflective writing, I get a
glimpse at how a student–teacher moves back and forth between her multiple iden-
tities (child/teenage girl/student/teacher) as she engages in telling and retelling her
personal stories. The image of an abandoned child emerged in her embedded stories,
which affected her emotional development. Retelling her life stories creates space
for Pearl to reshape her evolving identities, to confront her depression, and offer
possibilities for reliving her continuing story while positioning her as an increas-
ingly effective teacher. In the following excerpt of her reflective journal, she explains
how she worked hard to develop and ground her image of herself as a teacher in her
future classroom:
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My confidence is restored now, and I can concentrate on my studies. I have a clear goal
of being a good teacher in the future. It is because I want to transform the thoughts of
children who have unstable emotions and unhealthy self-esteem into positive ones. Through
my experience, I suffered a lot because of my unstable emotions. It is difficult to change
my emotion from an unstable one to a steady one instead. I do not want children to suffer
a lot because of their emotions. My past experiences significantly affected my emotional
development.

According to Correa et al.’s study (2014, p. 450), “the linguistic and semiotic
uses that the future teachers employ in creating narratives of their stories, memo-
ries, discussions and reflections not only reflect their emerging identities but also
contribute to their formation”. In her reflection, Pearl illustrates how she wishes
to help children in future. Her narrative creates her imagined teacher identity as a
“good teacher”, which is a vital aspect of identity in the context of positioning. Rice
and Coulter (2012, p. 87) emphasized that “recognition of identity, whether it be
ascribed or essential, is necessary for identity making”. In telling and retelling of her
embedded stories, Pearl repeatedly moves backward and forward between her child-
hood and adulthood to reshape her evolving identities. Connelly andClandinin (2000)
stressed that all experience has prior experience and future experience. Therefore,
time is crucial for the narrative learning activity, particularly when helping students
to see our experience as developing along with temporality.

Personal and Social Interaction (Inward and Outward)

Pearl’s story is profoundly personal. Her reflections are consistently self-directed and
grounded in emotion. It is an interpretation of an experience wherein a story resides
and the potential for reliving emerges. As she relived the past through her storytelling,
she drew on her unpleasant experiences and chose to confront her problems. She
recalled her memories and began to tell personal stories that immersed her in the
images of an abandoned child and a girl experiencing depression. In her reflection
over the first story, she appears to have adopted an identity as a failing student because
of receiving terrible examination results:

Children are likely to spend most of their time with their family during their childhood.
Therefore, changes in the family can have an immediate effect on children. As I shared in
my first story, I was a happy child with high self-esteem. I always received praise from others
because of my good academic results. However, my father’s abandonment had significantly
affected my emotional stability, and I felt extremely upset. Research has indicated that
fathers play a vital role in their child’s development. Children’s increased interactions with
their fatherswill lead them to be increasingly affected. It has been said that a father’s affection
towards their child may even be stronger than that of a mother. This is because if fathers
sustain affectionate involvement, it may affect children’s cognitive, emotional, and social
competence. I was affected by my father’s abandonment, and my emotions transformed into
an unstable stage. I experienced difficulties while concentrating on my studies. Receiving
terrible exam results caused my self-esteem to decrease and I believed that I was useless.
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From this perspective, Pearl’s narratives of fear and failuremay lockher in “prisons
of biography” (Connelly & Clandinin, 1994, p. 149). However, as she continues to
tell her embedded stories, she is explicit about moving away from her identity as a
failing student. In her second story, Pearl’s narrative is once again ladenwith emotion
but in a different way. Depression seems to be an integral part of her story; however,
other emotions—love and caring—make their first appearance in her third story that
she perceives herself as a struggling student.

I stayed at the hospital for two weeks. My teacher spoke to me on the phone whenever she
was free. I felt relaxed when I spoke with her. I also realised that my behaviour was silly
and crazy. I began to understand more about myself because she always told me what I was
good at and what my drawbacks were. Apart from that, I was deeply influenced by her. I
remembered that she told me, ‘Do the right thing at the right moment’. Therefore, I did my
best to improve my scores. With the support of my friends and teacher, I quickly recovered
and restored my self-esteem.

In her reflection, Pearl wrote as follows:

School is a significant factor that deeply affects our development during our adolescent
years. It is not only a place where we can acquire knowledge but also one where we meet
our peers and teachers. Most students gain valuable memories and are easily influenced
by others during their school years. According to the sociocultural theory suggested by
Vygotsky, adults and more capable peers help children to master culturally meaningful
activities; communication between them becomes part of children’s development. In my
experience, my emotional development underwent a critical change during my school years.
In the third story, I discussedmy emotions after undergoing a significant change inmy school
life. Because of my teacher, my thoughts were different than they were earlier. In addition
to my friends, my teacher also treated me well when I was sent to the hospital. She was the
person that made me understand how unhealthy my thoughts were. Her words woke me up:
‘Do the right thing at the right moment’. I realised that I should cherish my own time and
work hard on my studies. I should not waste time on the meaningless and uncontrollable
factors anymore. I was deeply influenced by my teacher.

Pearl described her childhood memory as an unhappy one and how she was
suffered in the context of poor parent–child ties. In her reflective inquiry, she
drew on her experiences as a patient in the hospital where she developed a new
understanding about social relationships (child–parent, student–teacher, and peers).
Zembylas (2005) argued that emotion is a discursive practice that helps us think
about the complex relationship in the social context. He writes:

Emotions are not private or universal and are not impulses that simply happen to passive
suffers (the Aristotelian view). Instead, emotions are constituted through language and refer
to a wider social life. (Zembylas, 2005, p. 937)

Telling and retelling embedded experiences created space for Pearl to look inward
into her emotions and outward to those support in the social context. She no longer
stayed locked in the prison of her old narrative as she constructed a transforma-
tive retelling of who she was as a student and who she may become as an early
childhood teacher. Based on this perspective, this retelling creates the possibility
for “reliving our stories with changed actions in our lives” (Connelly & Clandinin,
1994, p. 155). The identity of Pearl’s teacher has been shaped and informed by her
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experiences as a child, particularly her experience of being neglected by her parents.
Her desired identity seems to be rooted in “fantasies of rescuing” young children
with similar emotional problems (Britzman & Pitt, 1996, p. 118). Simultaneously,
Pearl has demonstrated continued awakening and transformation, while she critically
reflected on her life stories. The voice of her high school teacher, who told her: “Do
the right thing at the right moment” serves as a guide for her present and future
actions. Pearl’s storytelling provides a window to understand a student’s personal
struggles and tension. However, her inquiry is also a response to the school support
provided by teachers and peers. The personal–social dimension is, therefore, empha-
sized in this inquiry that focusses not only on individual experience but also on
the social narratives within which it is shaped and expressed (Clandinin & Rosiek,
2007). The use of narrative learning activity provides a new lens for us to understand
the complexities of relationships in the family and school context. This can lead
to insightful disclosures about the influence of the home, school system, and other
contextual factors on identity development.

Place (Situation)

While reading through Pearl’s three stories and reflective writing, we notice a trans-
formation.Her reflections demonstrated a drastic change in her emotions, from that of
a hopeless child to a student full of hope and commitment towards learning. Through
her reconstruction of experiences, Pearl has revealed a shift in her thinking regarding
school as a significant place to provide support for her growth and development.
According to Clandinin and Connelly’s (2000, p. 26) perspective, “context makes all
the difference” in terms of narrative notions. In this study, Pearl was compelled to
examine the fundamental questions about her development and evolving identities.
She was encouraged to review her upbringing by constructing a chronicle and telling
her life stories with the theme of “How I became who I am”. Such inquiry is at the
heart of critical reflection and is considered a meaning-making process to promote
identity development. Because development occurs within a complex system of rela-
tionships that are affected by the surrounding environment (Bronfenbrenner, 1995),
it is normal that Pearl begins her reflection about the influence of family on emotional
development, and subsequently, that of the school. She continues to reshape potential
student and teacher identities in her school and family stories. Alsup (2006, p. 53)
asserted that “personal narratives don’t simply reflect identities, they are peoples’
identities”. From this perspective, narrative learning activity provides a window to
understand identity development and it is always situated in place.

To develop a sense of professional identity that incorporates one’s personal iden-
tities is one of the most crucial parts of teacher education (Alsup, 2006). Pearl is a
pre-service student–teacher; therefore, if she can work through her multiple iden-
tities to define who she is and how she is becoming the person she wants to be,
it can provide helpful insights. In her reflective inquiry, she gives herself different
identities by telling stories of a changing context in terms of a series of stages. In the
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first story, she describes her image as an abandoned child situated at home. In the
second story, she discusses a teenage girl experiencing depression and staying at the
hospital. In the third story, she describes a struggling student manoeuvring between
home, school, and the hospital. A new story is then constructed as she imagines the
potential teacher identity in her future classroom. Based on her past experiences in
different contexts (places), she has engaged in deep reflection to explore her shifting,
evolving identities that promotes theory building. Her reflections of her own patterns
of learning in the family and the school context lead her to apply theories to explain
this phenomenon. Such an inquiry creates a possibility for reflective and proactive
learning with relation to identity development.

Commentary and Concluding Remarks

Identity is not singular or unchanging; it is continually informed, formed, and
reformed as individuals interact with others over the course of time (Day et al.,
2006). To gain increased understanding about the development of a teacher iden-
tity, we need to be aware that the interactions are dynamic because the timing of
environmental change affects its influences on relationships. Bronfenbrenner (cited
in Berk, 2004, p. 29) called the temporal dimension of his bioecological model the
“chronosystem” (the prefix “chrono- “ means “time”), which aligns with Connelly
and Clandinin’s (2000) theory that time is vital for studying human experiences as
developing along with temporality.

In the field of early childhood education, researchers (e.g. Grieshaber &Cannella,
2001; Ryan et al., 2001) have challenged overly simplistic linear models of teacher
development. Grieshaber and Cannella (2001) argued that the dominant discourse of
developmentally appropriate practice (DAP) creates a definition of the good teacher
only in terms of DAP, without the acceptance ofmultiple and contradictory identities.
As illustrated in Pearl’s case, her reflection of identity development through story-
telling has constructed a story of continuity between the multiple student and teacher
identities. Such an inquiry moves students away from the stance of passive receivers
of expert knowledge to individuals who construct knowledge while valuing their own
understandings and experiences. If identity formation is an ongoing process, narra-
tive learning activity, with its focus on experiential knowledge, is effective to engage
teacher candidates tomake sense of their past experiences for identity construction in
a shifting context. The process of identity construction is both reflexive and dialogic,
thereby involving the personal and professional selves of the individual. Because
identity construction is one of the most vital parts of teacher preparation, using
narrative to explore identity development for pedagogical purposes is a pragmatic
approach to support teacher development.

According to Dewey’s (1938) view, students are knowledge builders who may
reflect on and grow in experience. Reflecting on one’s experiences is the key to
successful learning, but it requires practitioners’ intention to reflect. The use of a
narrative learning approach is to create a learner-driven environment so that students
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are the generators, not just the consumers, of knowledge. The idea of developing
teacher candidates into reflective thinkers is promising. What methods can be used
to encourage teachers to participate more actively in reflective thinking to facili-
tate identity construction? Schon (1983) stressed that students become aware of the
centrality of lived experiences when they reflect; however, experience alone does
not necessarily lead to reflective learning, but deliberate reflection on experience
is essential. As a teacher–researcher, I envision that the interest developed through
storytelling that the individual is engaged in, and the subsequent inquiry as a process
of change that continues to create new possibilities for reflective engagement. This
process demands that the learner is willing to reflect and create connections between
the past and ongoing experiences. Moreover, guiding students in the habit of reflec-
tion requires teachers to act as models of reflective practice (Loughran & Berry,
2005). The fact that identity development can, in part, be understood as a narra-
tive process, I resonate with De Groot’s (2018) view that teachers can guide this
development process using a narrative learning approach.

To conclude, narrative has become a vehicle for implementing curricula on teacher
development (Conle, 2000, 2003). My interest in narrative ways of learning and
employing it as a teaching pedagogy has intrigued students to engage in dialogue
about how they construct their evolving and multiple identities. As these students
realize that identity construction is a process of teacher development, I hope that they
will be increasingly open to reflect and reshape their shifting and evolving identities
in their future classrooms.
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Chapter 49
Influence of Leadership Training
on Taiwanese Elementary School English
Teachers’ Instructional Leadership

Grace Chin-Wen Chien

Abstract This study explored ten elementary school English teachers’ learning
about teacher leadership. Based on data analysis of document, online posts and
interview, the study had the following major findings. First, none of the participants
had had trainings on teacher leadership prior to the study. Secondly, different graphic
organizers (e.g. Consultancy in Triads) and guiding questions provided in the series
of training sessions led the participants to reflect on their roles as teacher leaders
by examining their leadership practice, improving their problem-solving strategies,
and arousing their interest in learning leadership. Suggestions on fostering English
teachers’ leadership were provided.

Keywords Graphic organizer · Instructional leadership · Reflective practice ·
Teacher leader ·Workshops

Taiwanese Ministry of Education’s (1998) stipulated that teachers should have a
weekly or monthly professional dialogue with other teachers of the same grade level
or subject to discuss and design curriculum for their learners. Elementary school
English teachers in Taiwan take turns being the leader of the English teachers (here-
after, teacher leaders) in each school and leading the professional dialogue. Author’s
(2014a, b) study of the current situation of the professional dialogue of elementary
school English teachers in New Taipei City revealed that, in the 2013 academic year,
it has primarily been led by the teacher leaders during their common time and in
their classrooms.

Some of the novice teachers have neither the competence to lead the professional
dialogue nor the professional identity as a leader (Chien, 2014b, 2016). Gibbons and
Knapp (2015) suggest that teacher leaders should be trained to facilitate ongoing
professional dialogue around issues regarding teaching and learning.

Adopted from current research studies on instructional leadership, this study
designed and delivered on-site and online trainings on leaderships with integration of
artefacts and tools for ten elementary school English teachers in order to equip them
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with the skills and competence required to work with other adult learners. This study
addressed these questions. First, what did elementary school English teachers learn
about leadership from the trainings? Secondly, what was elementary school English
teachers’ attitude towards leadership? Suggestions on fostering English teachers’
leadership were provided.

Related Literature Review

Ackerman and Mackenzie (2006) regard teacher leaders as “experienced teachers
who have tested their beliefs about teaching and learning and codified them into a
platform that informs their practice” (pp. 66–67). A good teacher leader embodies
leadership competence and qualities such as the ability to communicate, being ener-
getic, or possessing resources to be shared or used by the group (Bond, 2011; Chaibi,
2008; Christison &Murray, 2012; Melouk, 2009). Teacher leaders must have knowl-
edge of self, others, schools and teaching (Bond, 2011;Bowman, 2004). In addition to
knowledge, teacher leaders should be equipped with metacognitive skills for inquiry
and reflection, interpersonal skills for collaboration and mentoring, and leadership
skills (Bond, 2011). Göker (2012) proposes the reflective leadership model, in which
all teachers in EFL schools are empowered to lead and contribute to any instructional
strategies about their students’ learning.

Shakir et al. (2011) interviewed two EFL teachers regarding their perceptions of
distributed leadership in their own schools in Malaysia. Although these two teachers
had different perceptions about the principal, with one positive and one negative,
they both valued the impacts of distributed leadership on school improvement. In
Baecher’s (2012) study, a survey among a total of 24noviceESL teachers inNewYork
discovered that 22 of them were involved in at least three of the “seven domains of
Ash and Persall’s (2000) theory of Formative Leadership”, particularly “the domain
of professional development” (p. 320). These teachers thought positively about being
asked to provide professional development to their colleagues because they could
grow and expand their expertise. Their leadership was developed through “appren-
ticeships, participation and self-study” (p. 324). As for the professional develop-
ment for teacher leadership, Baecher (2012) suggested, “the development of teacher
leaders should be included in both pre- and in-service teacher education” (p. 326).
Moreover, teachers should be familiarized with “the different leadership options
available in their schools” (Baecher, 2012, p. 327).

McGee et al. (2014) investigated the influence of 18 ESOL (English as a second
language) teachers or lead teachers’ leadership on English teaching and learning in
two primary schools in New Zealand. McGee et al. (2014) identified major effective
leadership practices, including establishing goals and direction, enabling leaders to
be role models with credibility through their knowledge of ESOL, providing ESOL
professional learning for teachers and those in leadership, and empowering ESOL
teaching and learning. TheseESOL lead teachers,whowere the holders of knowledge
in these two schools, shared their knowledge with other colleagues and became
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their role models. Moreover, the teacher leaders in the second school also provided
professional learning for their colleagues through the teacher inquiry project, so
their ESOL pedagogy and cultural knowledge were established through professional
development.

There are a limited number of studies on professional development on leadership
and teacher leaders in the TESOL field (McGee et al., 2014; Shakir et al., 2011).
Interviews and questionnaires were the major research methods employed in the
most recent empirical studies on teacher leaders in the TESOL field. This study
uses qualitative (interviews, observations, documents) to explore how Taiwanese
elementary school English teachers learned leadership from training sessions.

The conceptual framework in Fig. 49.1was based onYork-Barr andDuke’s (2004)
Teacher Leadership for Student Learning Conceptual Framework andMacBeath and
Dempster’s (2008) Leadership for Learning Principles. English teachers’ knowledge
about, perceptions of, and competence regarding leadership and teacher leaders were
affected by the design and delivery of trainings as well as school conditions. Their
learning regarding the leadership enabled them to practice their leadership in profes-
sional dialogue among English teachers in their own schools or teacher learning
communities (TLC).

Fig. 49.1 Conceptual framework of the study
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Methodology

This study used the qualitative data by closely examining the influence of trainings
on teacher leaders’ practice and perceptions of their leadership. This research also
employed a multiple case study in order to explore these ten elementary school
English teachers’ learning about teacher leadership from training sessions.

Research Setting and Participants

Starting from 2013 academic year, the researcher conducted consecutive research
studies regarding elementary school English teachers’ professional dialogue in New
Taipei City. In the 2017 academic year, the researcher sent invitations to English
teachers who had been involved in the consecutive studies and also became or
were interested in learning teacher leadership. Ten English teachers responded their
willingness and took part in this study.

Anna, Judy, Lisa, Rose, and Sara participated in last year’s study and continued
to participate in this study. Of the ten participants, only one was male (the leader)
and the rest were female. With regard to educational background, four teachers had a
bachelor’s degree and the other six had their master’s degree in education. Compared
to Hedy, who had the most teaching experience with 26 years of instruction, Rose
had only two years of elementary school English instruction.

As for employment and status, Anna served as the director of academic affairs
in her school and Sara served as the director of an English Wonderland. The rest
worked as full-time English teachers. Five teachers were leaders of a teacher learning
community and four were subject leaders.

Data Collection and Procedure

Datawas collected during the 2017 fall semester. The data in this study included docu-
ments (i.e. training handouts), online posts, and interviews.While documents, online
posts, and interviews were used to answer the first research question, interviews were
used to answer the second research question.

The researcher designed the interview protocol based on empirical studies (i.e.
McGee et al., 2014). Semi-structured interviews were conducted at the end of the
study. Sample questions were “what trainings have you received for the role you
currently held?” or “what did you learn from trainings about leadership?” Each
participant was interviewed for at least an hour and the interview was audio-taped
for later transcription and analysis. Transcriptions were sent to the interviewees for
checking.
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A total of five training sessions were designed in this study and participants
were expected to gain an overview of teacher leadership. Artefacts and tools from
Larner’s (2007) book was integrated into the trainings. The first and the last were on-
site trainings and the rests were online. The first training session on how to become
a teacher leader, was designed and delivered by the researcher, in the beginning of
the 2017 fall semester. The second training session focussed on big pictures that
the teacher leaders might have and the third training session aimed to help these
participants learn to plan and lead meetings. The fourth training session led the
teachers to examine the challenges they faced as teacher leaders. The participating
teachers were given tools and graphic organizers to practice leading professional
dialogue in order to become effective teacher leaders. This last training aimed to
help the participants to reflect on their experiences in leading professional dialogue
and in being a teacher leader.

Data Analysis

To maintain confidentiality, pseudonyms were assigned to participants and their
schools. Documents, interview transcripts, and online posts were initially read and
coded based on the conceptual framework. Open coding (e.g. journal articles) were
employed to explore elementary school English teachers’ learning about leader-
ship, identify common themes (e.g. topics), and refine the themes through ongoing
synthesis and elaboration as in Fig. 49.2. When common themes emerge, data were
reorganized according to the researcher’s interpretation (e.g. learning from training).
Direct quotations were preserved as much as possible.

Fig. 49.2 Data analysis
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Results and Discussion

Based on the data analysis, participants’ learning from leadership trainings were
discussed in terms of definitions of teacher leaders’ and leaders’ visions, experience
of planning and leading meetings, consultancy for being teacher leaders, as well as
comfort, risk, and danger of being teacher leaders. Participants’ attitude towards the
trainings were explored, too.

Definitions of Teacher Leaders and Leaders’ Visions

On the first training, participants’ written definitions of teacher leaders were mainly
categorized into three types: planning and implementing curriculum (n = 4), facili-
tating teachers’ professional growth (n= 4), and completing and negotiating admin-
istrative work (n = 2). Nina said, “Teacher leaders will lead the team or a group of
teachers from the same grade level or subject area to design and implement curricu-
lum”. As being a teacher leader of the English teacher, Nina’s definitions of teacher
leaderswasmainly related to thefirst type.With their past experience of being instruc-
tional coaches, Anna, Hedy, Judy, and Sara regarded teacher leaders as facilitators
for teachers’ professional growth. Sara wrote and shared in the training, “Teacher
leaders must have broad visions and provide members in the same organization with
different kinds of support”.

In the Big Pictures online training session, participants were asked to share the
visions they had as being a teacher leader. Their visions were mainly related to
instruction. The top vision was “developing teachers’ expertise and competence in
English instruction” (n = 4), followed by “teachers’ helping and supporting one
another” (n = 3). Other visions included “cross-disciplinary lesson plans” (n = 1),
“improving learners’ English proficiency” (n = 1), and “teaching demonstration” (n
= 1). Online posts by Lisa, Judy, and Amy are shown here:

Online Post 1: Each teacher in my school can be very familiar with English strategies and
what students of different grades should learn and achieve after they leave their class. And
my colleagues will have the desires to keep learning and improving their teaching methods.
(Lisa 0201)

Online Post 2: Every member will be the expert in the field of teaching aids and willing to
share with the teachers in the workshop. (Judy 0201)

Online Post 3: Most of our teachers are working as one team which provides support to each
other. (Anna 0201)

Participants in this study had big ideas or visions as being the leaders. Anderson
(2005) suggested that teacher leaders should know the direction of the institutions in
which they work. Moreover, they should recognize when they need to make course
corrections.
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Participants had similar visions when they took on the role of teacher leaders.
Six participants wrote that they needed administrative support in order to make their
visions fulfilled. As exemplified by Mary and Tina:

Online Post 4: I need the administrators’ support and involvement. They need to provide a
classroom for teaching demonstrations and observations, negotiate the schedule and arrange
the substitute teachers (Mary 0202)

Online Post 5: I need administrators’ support, particularly in purchasing all the teaching aids.
(Tina 0202)

Teacher leaders like Tina and Mary in this study should recognize the existing
school culture and collaborate with schools in appropriate ways (Silva et al., 2000).
“Organizational effectiveness... is dependent upon both capable leadership and sound
management” (McCaffery, 2004, p. 58). In this study, participants called for adminis-
trative support in terms of classroom arrangement andmaterial purchases. Such a call
seems to be under the characteristics of leadership and management, as claimed by
Christison and Murray (2012), that leaders set visions, motivate staff, mould teams,
and empower people, while managers budget, staff, administer, and create systems
and structures (p. 1).

In addition to the administrative support, two participants thought that they needed
external experts to fulfil their visions. While Bill needed experts in lesson planning,
Mary needed experts in supervising teaching demonstrations, as illustrated by two
online posts:

Online Post 6: In order to design cross-disciplinary lessons, I want to invite experienced
teachers to share their lessons and lesson study. (Bill 0202)

Online Post 7: I hope that experts in English education can be invited to our teaching demon-
strations. These experts can be professors, instructional coaches, or experienced English
teachers. (Mary 0202)

Two participants specifically identified their need to readmore about instructional
leadership, as in the following two posts. They thought that reading more about
instructional leadership might help them become competent teacher leaders.

Online Post 8: Readings as reference help us work on the right track. (Anna 0203)

Online Post 9: I need to study more about instructional leadership and leadership ability.
(Hedy 0203)

In addition to reading books on leadership, Anderson (2005) also suggested that
teachers can attend workshops and sessions on leadership. Moreover, teachers can
attend TESOL leadership development certificate programs or access leadership
websites.
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Experience of Planning and Leading Meetings

A tablewas designed to guide participants to reflect on their experiencewith planning
meetings, as shown in Fig. 49.3. Participants were asked to discuss when the meeting
was, what the agenda was, and what problems they faced.

Bill, Hedy, Lisa, Nina, and Tina shared the same meetings that the researcher
observed. Rose wrote about her experience of planning a meeting on discussing an
English scavenger hunt. Judy, Lisa, and Mary wrote about their experience of plan-
ning the meeting on discussing teaching practice. Anna wrote about her experience
in planning a teaching demonstration. Some of the posts are shown below.

Online Post 10: Agenda: 1. explain the public teaching plan 2. examine the content of School
Evaluation 3. Go through the outline of each learning area. (Anna 0301)

Online Post 11: Agenda: (a) Share last two weeks’ lessons, from G1 to G6. (b) Share the
ideas for the next two weeks’ lessons. (c) I shared what I learned from the class observation
in one elementary school on November, 24, 2017. (Sara 0301)

The instructional leadership that Anna and Sara demonstrated aimed to improve
colleagues’ professionalism in English language teaching contexts through discus-
sion, collaboration, and learning. Language teachers can practice their leadership on
a daily basis, because they have daily opportunities to lead through influence and
teaching (Sams, 2010).

Lieberman and Miller (2004) claimed that teachers learn to become leaders on
their own, through trial and error, and learning by doing the job. Participants in this
study did not receive any formal training prior to taking the positions of leadership.
Lisa said, “I was new to school and was asked to be the teacher leader. I was learning
by doing. I observed how other teachers talked in the professional dialogue and
modified my ways of talking and interacting with other teachers”. Teacher leaders
are learning on the job (Sams, 2010).

Figure 49.4 shows the graphic organizer for the participants to reflect on their
roles in facilitating the meeting recorded in Fig. 49.3. Participants were asked to

Fig. 49.3 Agenda planner
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Fig. 49.4 Facilitator and teacher leader: reflection and evaluation

evaluate what they did, what worked, what did not work, their learning, what they
expected to learn going forward, and support that they needed.

What participants gained themost from the training being leaders in leadingmeet-
ings was “coordinating and negotiating with the administrators” (n = 3), followed
by “time constraints” (n = 2), “reaching consensus” (n = 2), “topics for discussion”
(n = 1), “importance of graphic organizers for professional learning” (n = 1), and
“knowledge and expertise” (n = 1). Some of the participants’ online responses are
shown below:

Online Post 12: The decisionswemade during themeetingswere not to be fully implemented.
I learned that there was a huge gap between teachers’ needs and administration. I had to
negotiate between English teachers, administrators, director of bilingual program, and native
English speaking teachers. It was tough. (Nina 0302).

Online Post 13: We had the consensus about the teacher learning community. But it turned
out that some teachers just wanted to chat during the meetings. I learned from leading the
meeting that consensus was just the consensus. (Bill 0302)

Online Post 14: Effective leading discussion relied on clear agenda and graphic organizers.
We had a clear agenda and diagram to organize our thoughts. (Hedy 0302)

Heffernan (2005) identified the tasks and characteristics of leaders in TESOL. The
role of teacher leaders is to involve thosewho have the skills to transform the thinking
of others and direct the profession on a desired course. Hence, these leaders must
strive for common goals within the institutions, aiming to continuously be responsive
to context while working in close conjunction with colleagues and adjusting their
skills to fit the needs of others. Participants in this study engaged in different tasks
while they played the roles of teacher leaders and gaining professional learning.

Leading occurs in individual teachers as well as within groups of teachers (Sams,
2010). Wren (1995) claimed that groups have special characteristics and their own
dynamics, which must be understood to lead successfully (p. 353). Figure 49.5
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Fig. 49.5 Reflection and
assessment

was designed to guide participants to reflect their experience of leading meetings
(Fig. 49.3). Participants were asked to write down problems or questions under “I
wondered” and skills and strategies that they learned in leading the meetings under “I
realized”. Then they had to brainstorm any strategies that they would do differently
under “Now I want to” and pick one on which they would like to take action under
“Next steps”.

Actions that participants might take for the next steps were mainly divided
into administrative and instructional preparations. With regard to administrative
preparation, participants thought that they could negotiate with the administrators:

Online Post 15: I will plan the meeting agenda in detail and email my colleagues in advance.
(Bill 0303)

Online Post 16: Before each meeting, I learned that I should totally understand the meeting
agenda. I should negotiate with key administrators ahead of the time. So I have a better
understanding of the administrative practice. (Nina 0303).

With regard to instructional support and preparations, participants thought that
they needed to announce the big ideas they had, scaffolded these with colleagues to
accompany the big ideas with guiding questions, and learned to be patient:

Online Post 17: I wonder if most teachers understand the big picture I want them to get. I
would simplify my questions and contents to get more focused information. (Anna 0303)

Online Post 18: I realize that I should ask more questions for colleagues to think and discuss,
instead of providing solutions or my own experiences immediately. Now I want to be patient
and ask more open questions. (Lisa 0303)

McGee et al. (2014) used the interview to explore the leadership practice that
supports language education in two schools in New Zealand. In the current study,
participants’ awareness of making the goals and big ideas was clearly in accord with
McGee et al.’s (2014) conclusion that establishing clear goals and focuswas regarded
as the effective leading practice (2014).
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Consultancy for Being a Teacher Leader

Figure 49.6 was designed to help participants describe their problems to their friends
or experts for consultation. Participants were first asked to describe a difficulty or
challenge they faced as being a teacher leader to an expert. They were also asked
to write down the probing questions the experts asked under Probing Questions in
Consultancy in Triads.

Based on the challenges and problems participants had, participants went to ask
other experts. These experts asked them some questions, illustrated by the following:

Online Post 19: 1. Why do you care so much? Why is that your duty to teach other teachers
how to teach and why do you have to prepare the teaching materials for them? 2. How come
their problems become your problems? (Lisa 0402)

Online Post 20: Why could it be implemented effectively? Why could you make a right
decision and judgment? (Rose 0402).

Online Post 21: What strategies can be applied when I teach reading? What do you do when
you teach short stories? What to do when students don’t cooperate in groups? (Anna 0402)

These experts played the roles as critical friends to the participants. A critical
friend would be regarded as a trusted individual who “asks provocative questions,
provides data to be examined through another lens, and offers critiques of a person’s
work as a friend” (Costa & Kallick, 1993, p. 50).

With regard to “new insights and ideas” in Fig. 49.6, participants appreciated
the consultancy experience provided by the training session. They had different
perspectives from other experts. Through the Consultancy in Triads, these experts
as participants’ critical friends provided participating teachers with a new lens for
perceiving English language teaching and teacher leadership (Halim, 2008; Sachs,
2000). Here are samples of online posts:

Online Post 22: It helps me to think about the difficulty I encounter and see the problems
from a different point of view. “Consultancy in Triads” really worked, it worked better than
my past experiences. (Sara 0404)

Fig. 49.6 Consultancy in
triads
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Online Post 23: Help me to view my own frustrations as an outsider. (Lisa 0404)

Online Post 24: I particularly like the probing questions. In the past, when I asked other
experts’ suggestions, I prepared my questions first. This time I just shared my challenges
and problems. I invited other experts to ask me questions. They gave me suggestions and
discussed with me solutions. (Mary 0404)

Learning About Comfort, Risk, and Danger of Being Teacher
Leaders

Figure 49.7 was used to help participants identify their comfort, risk, and danger
zones while they played the roles of teacher leaders. The inner circle was the zone
of comfort, where participating teachers did what was comfortable, which did not
require any stretching or learning. “Sharing” was identified by all participants as
something with which they felt “comfortable”:

Online Post 25: Sharing my teaching ideas and methods. (Lisa 0501)

Online Post 26: Share my experience (Judy 0501)

The next ring represented the zone of risk, where participating teachers were not
always sure they knew what to do as they were stretching into new territory. “Nego-
tiating and allocating the jobs” was the risk that participants identified, followed by
“asking colleagues to put lesson plans and instructional ideas into practice”. The
posts below illustrate these ideas.

Online Post 27: I felt at risk when I was asking to negotiate with other teachers about what
duties or tasks they had to work on. (Tina 0501)

Online Post 28: Confront people who didn’t put things into practice. (Sara 0501)

Fig. 49.7 Danger, risk, and
comfort
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Participants felt at risk when taking the roles of teacher leaders. They themselves
learned the hard lessons about developing interpersonal skills in communicating
and negotiating. At the same time, they had to overcome the inhibitions when they
uncovered their leadership (Ackerman & Mackenzie, 2006).

Next, the outer ring represented the zone of danger, where participating teachers
were just trying to survive and could not pay attention to anything else, much less
something new. “Pushing teachers out of the comfort zone and trying something
new” was the biggest danger that teachers identified, followed by “not reaching a
decision that pleased everyone” and “lacking expertise and knowledge”. Here are
examples of from online posts:

Online Post 29: When teachers were not willing to collaborate or negotiate, but we had to
make a decision that pleased everyone. Under such a circumstance, I felt being at danger.
(Nina 0501)

Online Post 30: Someone asks the questions that I don’t have that aspect of knowledge. (Judy
0501)

Online Post 31: Push old or “experienced” teachers to join the lesson plan group. (Lisa 0501)

Online Post 32: No one was willing to give it a try and deliver a teaching demonstration. I
did that every year in the past two years. (Mary 0501)

The biggest danger these teachers identified in this study was in accord with Silva
et al. (2000) that teacher leaders model the professional growth through leaving their
old comfortable habits and gaining growth from developing an inquiry perspective.
Many teachers are afraid of confronting hard issues that will transform the teams or
schools (Heifetz & Linsky, 2002). Participants in this study vented their worries and
dangers in these online posts in terms of negotiating and facilitation. Their dangers
and worries were similar to the finding of Heifetz and Linsky (2002), concluding that
“the essence of leadership lies in the capacity to deliver disturbing news and raise
difficult questions in a way that moves people to take up the message without killing
the messenger” (p. 74).

Participants regarded the zones of comfort, risk, and danger in Fig. 49.7 as a
useful tool to lead them to do reflective practice. Moreover, such a tool helped them
examine their roles as teacher leaders.

Online Post 32: I reflected again and again on “comfort, risk, danger.” After observing my
colleagues’ responses during the meetings, I thought I could apply “the Zones of Comfort,
Risk, and Danger” into leading my teacher learning community. Sometimes I could give my
colleagues a break as the comfort. Sometimes I can stimulate their thinking and give them
some pressure. (Bill 0502)

Online Post 33: I try to use the strategies that I learned here to solve the problems. (Sara
0502)

Online Post 34: “The Zones of Comfort, Risk, and Danger” helped me to seek different
perspectives and get out of my blind spots when being a teacher leader. I could get out of
my comfort zone. (Rose 0502)

In this study, tools were utilized to guide participants to reframe their experience
for self-awareness on their leadership practice. Reflection involves the process of
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witnessing one’s past experience in order to take a closer examination at it. Reflective
practice often requires teacher practitioners to be curious and assertive to gain self-
awareness and understanding of the world (Yang & Bautista, 2008).

Attitude Towards Leadership Trainings

All of the participants stated that they had not taken any training or courses in
instructional leadership or teacher leaders before this study. At the end of the study,
in addition to the online courses offered by the researcher, two participants responded
that they recently took related courses in their graduate programs. While Rose said,
“I enrolled in a graduate program this academic year. I took a leadership course this
semester”, Mary also said, “I was the second-year graduate student. I read journal
articles related to teacher leadership”. This finding was in accord with Anderson’s
(2005) study that many TESOL teachers lacked training and knowledge for teacher
leadership when they were forced to move into the leadership positions. Teacher
leaders have to learn through trial and error (Liebeman & Miller, 2004).

At the end of the study, participants were asked what they learned from the series
of training sessions. “Examining and reflecting their roles as teacher leaders” was
the top lesson that participants learned (n = 5), followed by “arousing interests to
learn more about teacher leadership” (n = 3) and “a process of action research” (n
= 2). First, with regard to self-reflection, Sara said, “This whole series of training
sessions led me to have self-evaluation and improve my instructional leadership and
strategies”. Bill also said, “During thewhole series of training sessions, what I gained
the most was to reflect on my role and try to find external resources to accomplish
my role as a leader of the teacher learning community”. Odell (1997) stated that
teacher leaders need to become reflective and inquiring in order to produce change
in the social context and curriculum in schools (p. 123). Bond (2011) also suggested
that teacher leaders should have the metacognitive skills of inquiry and reflection.
The training sessions enabled the participants to reflect on their own roles as teacher
leaders.

Participants were motivated to learn more about teacher leadership. While Judy
said, “I would like to take some course of creating the warm and positive learning
community”, Lisa stated, “I want to start with self-education by reading related books
and ask other teacher leaders’ help or suggestion”. Participants in this study became
autonomous learners. Teacher leaders are willing to continue to learn and develop in
the enactment of teacher leadership at their respective school sites (Poekert, 2012).
Such continuous learning on leadershipmight lead to improved professional learning
for their colleagues and themselves.

The tools used in the series of training sessions helped participants, too. Hedy said,
“Some of the tables in the training sessions were good problem-solving models. I
could use not only in teacher leadership but also inmy classroompractice”.Mary also
said, “The process that I was involved with in this study was like an action research.
I discovered and analyzed the problem. I analyzed the current situations, looked for
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help, wrote down resolutions, made judgments, and chose the right solutions. So my
problems were solved”. According to Sams (2010), the third wave of teacher lead-
ership in the TESOL field has focussed more on training and collaborative activities
through assisting colleagues with professional development activities or problem-
solving. The tools and training sessions led participants like Mary to move in the
direction of teacher leadership in their professional development activities.

Implications

This study explored ten elementary school English teachers’ learning about teacher
leadership. Based on data analysis of interviews, document, and online posts, the
study had the following major findings. First, none of the participants had had
trainings on teacher leadership prior to the study. Participants learned to develop
teacher leaders’ visions, plan and lead meetings, consult for teacher leaders and
expect risks and dangers while taking roles as teacher leaders. Secondly, different
graphic organizers (e.g. Consultancy in Triads; Danger, Risk, and Comforts) and
guiding questions provided in the series of training sessions led the participants
to reflect on their roles as teacher leaders by examining their leadership practice,
improving their problem-solving strategies, and arousing their interest in learning
leadership. Suggestions on fostering elementary school English teachers’ leader-
ship are provided in terms of integrating leadership issues into English teachers’
professional development and integrating tools and reflective practice into leadership
training.

Integrating Leadership Issues into English Teachers’
Professional Development

Before this study, participants had not received any formal training on leadership.
Alexandrou and Swaffield (2012) stated that “Both teacher leadership and profes-
sional development are in the service of pupil learning, and teacher leadership is
itself a form of learning, affordingmany opportunities for professional development”
(p. 160). Leadership issues should be integrated into English teachers’ professional
development offered at the school or district level (Danielson, 2007). Subject teachers
or leaders of teacher learning communities should learn to become competent teacher
leaders (Baecher, 2012; Taylor et al., 2011).

Professional development and trainings are required to develop teachers as leaders
and to assist teachers and administrators in conceptualizing their roles (Poekert,
2012). Effective professional development becomes the impetus for teacher leaders’
professionalization in leadership competence and skills, which enables them to
influence and improve the instructional practice of their colleagues (Murphy, 2005).
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Integrating Tools and Reflective Practice into Leadership
Training

Teacher leaders need to learn the necessary skills of curriculum planning, instruc-
tional improvement, assessment design, collaboration, and facilitation (Danielson,
2007). Graphic organizers such as T-charts can help teachers classify their concepts,
communicate more effectively, solve problems, brainstorm ideas, or reflect on their
leadership practice. The provision of graphic organizers can facilitate teachers as they
learn and process the knowledge and concepts in professional development (Author,
2012). Hence, different types of graphic organizers and reflective practices could be
included in the professional development on teacher leadership (Göker, 2012).

Conclusion

Based on the data analysis of documents, interviews, and online posts, the study
had the following major findings. Participants’ lack of training on leadership called
for the integration of leadership issues with reflective practice and graphic orga-
nizers into English teachers’ professional development in order to equip teachers
with knowledge and competence in leadership and TESOL. The findings of this
study were expected to point to the practical implications of designing and delivery
trainings to prepare elementary school English teachers to become teacher leaders
in professional dialogue. The tasks to be designed and implemented in the work-
shops may provide guidance for language teacher education programs for in-service
teachers’ professional development and learning. Therefore, this study was intended
to contribute to enriching research and practices related to professional development
in teacher leadership.

The activities and tasks to be implemented in the workshops were based on
Larner’s (2007) book. There are other books and resources available on equipping
elementary school English teachers to be ready for teacher leadership. It is important
to note that the results and influence of theworkshops on participating teachers’ skills,
knowledge, competence, and perceptions of teacher leadership may be restricted.
A further study could analyse the effects of different types of tools and graphic
organizers on English teachers’ professional learning about teacher leadership.
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Chapter 50
Teacher Education in Pakistan:
Structure, Problems, and Opportunities

Naima Qureshi and Qudsia Kalsoom

Abstract This chapter discusses teacher education in Pakistan with a specific focus
on professional development of the teacher educators. The chapter will be orga-
nized in four sections. Section 50.1 will provide an overview of the structure of
pre-service and in-service teacher education programmes in the country and accred-
itation standards for teacher education; Sect. 50.2 will discuss induction and profes-
sional development practices in teacher education; Sect. 50.3 will discuss problems
in teacher education with reference to professional development of teacher educators
and research output. The Sect. 50.4 will discuss the way forward.

Keywords Teacher effectiveness · Teacher education · Pre-service · In-service ·
Professional development

Introduction

Teacher effectiveness is one of the most important school-related factors in student
achievement and teacher preparation and development are foundational in developing
effective teachers (Darling-Hammond, 2017). In addition to positive outcomes with
reference to students’ academic success, more competent teachers are more likely
to enter and stay in the teaching profession (Vagi et al., 2019). Since teacher prepa-
ration and development directly influences the competencies of teachers, it needs to
be planned and executed carefully. Darling-Hammond (2017) notes that the coun-
tries that have well-developed systems for teacher development have taken some
useful initiatives to ensure effective teacher preparation and development. Some of
them include: using professional teaching standards focussing on critical knowledge,
dispositions and skills; mechanism to assess teachers’ performance against teaching
standards; integration of high-quality clinical work/ teaching practice alongside
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thoughtful coursework; induction models to support novice teachers through collab-
orative planning, skilful mentoring and reduced teaching loads; and profession-wide
capacity building through sharing of research and good practice.

Considering the centrality of teacher preparation and development in improving
overall quality of education, Pakistan underwent a profound teacher education reform
from 2005–2012. The reform efforts started with the project “Strengthening Teacher
Education in Pakistan (STEP)” in 2005 with the support of UNESCO and USAID
(UNESCO & USAID, 2006). Kalsoom (2017) note that reform in teacher education
was done to address a range of issues such as: lack of standards for teachers’ profes-
sional development; no policy of accrediting teacher education programmes and low
social status of teachers; poor quality of teacher education programmes; and lack of
teachers’ subject knowledge. Teacher education reform in Pakistan involved devel-
opment of professional teaching standards, establishment of accreditation council
for teacher education programmes, changes in the nomenclature, structure and the
content of pre-service teacher education programme.

Development of teaching standards has been largely viewed as a strategy to
improve the quality of teachers. The underlying assumption in this regard is that
teaching standards can guide teachers’ learning in addition to licensing or certifi-
cation of candidates and accreditation of programmes (Darling-Hammond, 2017).
Literature from the USA indicates that teachers who meet the teaching standards are
more effective teachers than those who do not (Goldhaber & Anthony, 2005; Vande-
voort et al., 2004). Considering the impact of standards on teachers’ quality, many
countries (such as Canada, Australia, Singapore, Finland, and New Zealand) have
developed teaching standards (Darling-Hammond, 2017). As a part of teacher educa-
tion reform, the Policy and Planning Wing of the Ministry of Education, Pakistan
developed National Professional Standards for Teachers (NPST) with the support of
USAID and UNESCO in 2008 (Ministry of Education, 2009). These standards were
adopted by the representatives of all provinces in the National Steering Committee
Meeting held in November 2008 (Ministry of Education, 2009). NPST primarily
focussed on teachers’ knowledge of school subjects, educational psychology, educa-
tional assessment, effective communication, professional ethics, and learning envi-
ronments. There are ten NPST and each NPST has three elements i.e. knowledge and
understanding (what a teacher knows), dispositions (behaviour, attitude and values),
and performance/ skills (what a teacher can do and should be able to do). These stan-
dards served as a framework for the preparation of B.Ed. (Honours) and Associate
Degree Programme.

To improve the quality of pre-service teacher education, another important initia-
tive was establishment of National Accreditation Council for Teacher Education
(NACTE) in 2007. NACTE has a mandate to accredit teacher education programmes
offered at the public and private sector institutions in Pakistan. NACTE devel-
oped seven standards for accreditation “to be evidenced through 154 indicators”
(Mirza, 2015, p. 100). The standards include: (1) Curriculum and Instruction; (2)
Assessment and Evaluation System; (3) Physical Infrastructure, Academic Facilities
and Learning Resources; (4) Human Resources; (5) Finance and Management; (6)
Research and Scholarship; (7) Community Links and Outreach. In addition to the
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standards, NACTE (2009, p. 2) has included a conceptual framework as a prerequi-
site of accreditation. The programme ethos states that “the program has developed
a knowledge-based shared vision to prepare committed and competent teachers and
educationists” (NACTE, 2009, p. 2).

The current chapter provides an overview of the structure of teacher education in
Pakistan and discusses practices and problems in detail.

Structure of Teacher Education in Pakistan

Teacher education in Pakistan comprises of initial teacher preparation/pre-service
teacher education and continuing teacher development/in-service teacher educa-
tion. Currently, Pakistan offers three pre-service teacher education programmes:
B.Ed. (Honours) Elementary, B.Ed. Secondary, and Associate Degree. Previously, a
range of different teacher preparation programmeswere offered, including: One-year
Certificate in Teaching (CT), One-Year Primary Teaching Certificate (PTC), One-
Year Diploma in Education, One-year Bachelor in Education and Masters in Educa-
tion. These programmes aimed at preparing teachers to teach at different educational
levels such as primary school (grades 1–5), middle school (grades VI-VIII), and
secondary school (grades IX and X). PTC was offered after matriculation (10 years
of education) and CT was offered after twelve years of education. Bachelor and
Masters in Education were offered after 14 years of education. As a result of teacher
education restructuring in Pakistan, PTC, CT, Diploma in Education, and one-year
B.Ed were phased out and replaced with four-year B.Ed (Honours) programme and
a two-year Associate Degree in Education in 2016 (Higher Education Commission,
2016). The details of these programmes is in Table 50.1.

Table 50.1 Pre-service Teacher Education Programmes in Pakistan

Programme Admission/Entry
requirement

Duration Programme creditsa

Associate Degree in
Education

12 Years of
Education

2 Years/4 Semesters 68

B.Ed. (Honours)
Elementary

12 Years of
Education

4 Years/8 Semesters 135

B.Ed. (Honours)
Secondary

16 Years of
Education

1.5 Years/3 Semesters 76 Credits

12 Years of
Education

4 Years 142 for Social Sciences
162 for Subjects
requiring laboratory or
field work

aProgramme Credits mentioned in the Table have been taken from the source Higher Education
Commission ()
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Issues and Problem in Education and Teacher Education

In Pakistan, poor quality reflected in students’ learning and overall the performance of
teachers has been an area of concern for many years (Government of Pakistan, 2005;
Jamil, 2004). Teachers’ competencies have been identified as one of themajor factors
for low quality of education in schools. Bakhs has further pointed out the challenges
regarding quality of education including low level of teacher’s competence, lack
of support for teachers, unsupportive culture, weak sector governance and manage-
ment, unhealthy learning environment, insufficient teaching and learning resources
in schools, promotion of teachers on sonority rather than on performance and weak
monitoring and accountability mechanism particularly in rural schools (Nawab,
2020). In the context of Pakistan, the studies of Akhter (2013), Ali (2011), Sultana
(2001), World Bank (2006) also asserted that, at a fundamental level, classroom
pedagogies and within school environment and culture do not encourage children to
think independently and to engage learners in higher order thinking skills.

In addition, teacher education programme and quality of teaching have been
widely criticized in various national surveys, policy documents and research studies
(Akram & Zepeda, 2015; Dilshad 2010; Shaukat & Chowdhury, 2020; Tahira et al.,
2020, Qureshi, 2016; World Bank, 2006). The studies have also noticed correlation
between poor quality of teachers’ preparation (initial and in-service training) and
poor students’ performance in schools (Government of Pakistan, 2009, 2017–25,
PTEPDP, 2004). The National Education Policy (1998–2010, 2009, 17–25), repeat-
edly highlighted that poor quality of teachers is owed to an obsolete structure of
pre-service trainings, non-provision and weak mechanism of induction programme,
insufficient professional support for teachers, poor governance and administrative
structures. Pakistan Educational Statistics (2008–2009) andAcademy of Educational
Planning and Management (2009) also identified that above 90 per cent of teachers
are trained but unfortunately had little impact on the quality of teaching in schools.

Research studies in the field of teacher education in Pakistan have identified a
range of issues and challenges faced by teacher education (Akhter 2013; Govern-
ment of Pakistan, 2009; Jamil, 2004; Shaukat & Chowdhury, 2020; Qureshi, 2016).
Akhter (2013) also indicated that the pedagogy of teacher education programmes is
rigid, examination-based and attributed by chalk-talk, memorization of lecture, and
transmission style of teaching, overemphasis on theory and content (Akhter, 2013).
In addition, assessment practices used in teacher education programmes including
design and content of the test papers have also been criticized.

Huma (2013) also highlighted that “in Pakistan there is no other examination or
test to assess teacher’s competence for certification than the exams conducted by the
universities at the end of courses and programs” (p. 303). Christie and Afzaal (2005)
criticized that in teacher education programmes, selected material is tested again
and again, low level of questions, lack of using critical or analytical approaches for
assessing learners led student–teacher to memorize the selected material and likely
to score high in the examination.
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As a result of traditional assessment practices that focus solely on memorization
make student–teacher a passive receipt of knowledge (Ahmed &Malik, 2011; Khan,
2011). Apart of it, low quality of examination papers in terms of its reliability and
validity, selection of paper setters, and lack of training in assessment and evaluation,
lack of assessment tools used for evaluation of students’ teachers (Kamarani, 2011)
do not bring any qualitative improvement on students’ learning. Mirza et al. (1999)
also highlighted the issue of teachers’ competence and lack of skills in designing
tests and using student-centred pedagogy in classrooms.

It has also been discussed that the poor assessment practices used in teacher educa-
tion programme do not develop problem-solving and inquiry-based attitude among
student-teachers. Jamil (2009) asserts that poor assessment practices in universities
discourage student-teachers who are motivated in using inquiry-based. Although
Education Policy (2009) mentioned the significance of measuring students’ perfor-
mance through multiple assessment techniques, yet most of the time, advanced and
varied assessment practices are rare in practice (Akhter, 2013; Khan, 2011). Iqbal
and Shams (2012) have also highlighted that teacher education programmes have
failed to prepare teachers according to the needs and culture of the school and lack
congruencywith school context (Ali, 2011).Westbrook et al. (2009) also asserted that
courses of pre-service teacher education have limited focus on classroom practices
and real school context. In result, teacher exhibit poor application of teaching skills
and pedagogies and lack understanding how students learn. Lack of preparation, less
supportive culture of school, lack of resources, overcrowded classrooms adds more
obstacles in promoting quality teaching and learning (Westbrook et al., 2009).

Even until recently, Tahira et al. (2020) have concluded in their study that teacher
education in Pakistan is facing varied issues, i.e. poorly equipped training institutes,
short-term training for teachers, emphasis on quantitative expansion rather than on
quality, narrow scope of curriculum, emphasis on theory, lack of research, lack of
supervision and accountability, poor quality of instruction and insufficient training
of teacher educators.

Poor monitoring, accountability and appraisal are some more factors respon-
sible for ineffective in-service teachers’ professional development in Pakistan
(Khan, 2011). Nawab (2020) argues that performance of teachers is evaluated
through Annual Confidential Report (ACR) which very rarely counts professional
development of teachers.

In the private sector schools of Pakistan, appraisal system is more effective which
include the frequent visits of school heads in the classrooms, evaluation of teacher’
lesson plans, evaluation by third party, consultations and meeting with parents
(Hyun & Sajjad, 2018; Nawab, 2020). It has also been noticed that teachers in
private schools perform better (Nadeem et al., 2020) because they fear of being
fired or reprimand by private school heads.

In addition, in Pakistan, the teaching profession has failed to attract academi-
cally strong candidates. Rashid and Mukhtar (2012) and Akhter (2013) have pointed
out that usually teaching has not been a first choice of many graduates because of
lesser incentive, lack of privileges, service condition for primary schools and lack
of respect of teaching profession (Saeed et al., 2013). Akhtar goes on commenting
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that a many graduates who do not qualify for professional universities, i.e. medicine
and engineering, seek to take admission in teacher education universities/colleges.
Generally, it has been noted that teaching is not a choice for men and most of them
prefer to have part-time jobs. In addition, appointments are often based on the basis
of political affiliations (Ali, 2000) and are not based on qualifications and experience
(Westbrook et al. 2009).

Unfortunately, a general perception has developed in the country teaching does
not require any special preparation, knowledge and skills (Nawab, 2020). In Pakistan,
currently, in most private schools, having a teaching qualification or certification is
not a requirement. Therefore, anyone with undergraduate degree without any profes-
sional qualification can join the private schools (Khan, 2011). Although, the National
Professional Standards have been introduced in 2009 in Pakistan, however, Shaukat
andChowdhury (2020) has raised concerned over alignment of standardswith teacher
education course content and its relevance with Pakistan context.

Initial Teacher Education, Induction Provision
and In-service Professional development Opportunities
of Teachers

After having a teacher education degree, a teacher is appointed as a school teacher.
After appointment as a school teacher, there is a system of induction training
programme for school teachers. Overall different models of in-service training provi-
sions prevails in Pakistan including cascade training, mobile teachers training, cohort
model, district training and support centres and cluster based mentoring. In Pakistan,
cascade model of training is considered the most popular model. In this model the
first generation of teachers is trained as Master Trainer and the training is delivered
to other teachers in stages. Usually, Master trainer are selected and rained at district
level.

The study of Butt and farooq (2019) noted that induction training covered different
areas, i.e. ICT, project work, interactive methodologies, and multi-grade teaching.
The training proved useful in terms of its effectiveness of teaching. However, Idris
et al. (2021) note that induction training focusses more on content teaching and is
not appropriately aligned with National Professional Standards for Teaching.

Continuous professional development opportunities for teachers have been a
neglected area in Pakistan. It has been said that most of the teacher training
programmes are organized on ad hoc basis.

In Pakistan, mainly professional development of teachers has been a provincial
matter. Currently, almost 300 teacher education institution are functioning in Pakistan
with different nomenclatures across all four provinces of Pakistan. These institutes
offer different professional qualification, pre-service and in-service teacher educa-
tion programmes to teachers and education managers. Major government teacher
education institution include Quaid-e-Azam Academy for Education Development
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in Punjab, Provincial Institute for Teacher Education (PITE) in Sindh and Khyber
Pakhtun Khan, Education Directorate, Bureau of Curriculum and Extension Centre,
Institute of Teaching in Gilgit Baltistan and Azzad Jamu and Kashmir, various
Government College of Elementary Teachers, institute of Research/Education in
different universities, University of Education, and Allama Iqbal Open University
(AIOU).

In Pakistan, private universities and different degree-awarding chartered institutes
also offer pre-service and in-service teacher education programmes. Some of them
are: Agha Kahn University, Karachi, Notre Dame Institute of Education (NDIE),
Beacon house National University, University of Management and Technology,
IQRA University etc.

Many study and policy reviews have criticized that continuing professional devel-
opment (CPD) activities in Pakistan have been running with little clarity of basic
objectives fromvarious diverse institutions. Different donor agenciesworked to insti-
tutionalize the CPD in Pakistan. Asian Development Bank initially started Provincial
Institutes for Teachers Education (PITEs) in the mid-1990s as part of the Teacher
Training Project (1992–2000). At provincial level, PITE act as an apex teacher
training institutes which replace the Bureaus of Curriculum & Education (BoC&E)
which assist provincial departments of education in organizing the trainings (Singh
et al., 2020). As a part of teacher education reform in Pakistan, 380 teacher resource
centres (TRCs) were also established across the country (UNESCO & USAID,
2006). TRCs are responsible for training teachers of the surrounding five to six
schools (SAHE, 2014). Most of these TRCs were established in the provinces of
Punjab and Sindh and a few in the Khyber Pakhtunkhwa (KPK) and Baluchistan.
However, TRCs were restructured or abolished due to administrative ambiguities.
In Punjab, TRCs were revamped into District Training & Support Centers (DTSC)
and Cluster Training & Support Centers (CTSC) in 2006. At the same time, different
clustered-based training models were introduced by donor agencies and different
private training providers. In 2004, Directorate of Staff Development (DSD) was
institutionalized for the first time in Punjab.

After the inception of DSD, it has launched a CPD framework which adopted
mentoring as a key strategy for professional development of teachers in primary
schools. Clusters Training and Support Centres were established in high schools.
Senior school teacher used to act as a mentor. District Teacher Educators (DTEs)
were responsible to assess teacher’ trainingneeds, help them in their areas of improve-
ment and conducting capacity building training for them (DSD, 2009). DTEs used to
visit classroom and carried out students’ assessment to plan need based training for
teachers. The focus of the training andmentoring include planning assessment activi-
ties, classroommanagement, effective communication with students, teachers’ diary
and assigning and checking students’ home work (Anwar, 2014). Master trainers of
DSD used to provide all professional support and guidance to DTEs. The mentors’
guide book and coaching guide contains all the information regarding all respon-
sibilities of DTEs. Accordingly, all mentors were supposed to prepare and submit
activity plans to DSD or in-charge DTSC (Anwar, 2014). The findings of the study
of Akhlaq et al. (2015) and Munir et al. (2021) show that mentoring model did not
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bring a significant change in teacher performance. The major issues as perceived by
DTEs include lack of teacher’ interest, multi-grade teaching, teacher’ poor content
knowledge, lack of resources and extra file work (Munir et al., 2021).

Under the Education Sector Reforms (ESR) in Pakistan, the government of Sindh
Training and Resource Centers (TRC) were held responsible to offer decentralized
in-service training for local teachers.

Currently in Punjab, Quaid-e-Azam Academy for Education Development
(QAED) previously known asDirectorate of Staff Development (DSD) is responsible
for training of education personnel, i.e. teachers, teacher educators, and education
managers. The overall mandate of the QAED is to establish the system of teachers
and educationmanagerswhosework affects the quality of learning in schools directly
or indirectly (QAED, 2021). QAED is mandated to take care of 0.3 million teacher’s
professional development including leadership and management courses, courses in
early childhood education, school-based CPD and promotion link training are some
of the core responsibilities of QAED.

In recent years, Punjab province has taken different initiatives to improve the
teacher education system.

Induction of Teacher Educators

A report by UNESCO (2006) on the Situational Analysis of Teacher Education in
Pakistan indicated a lack in the core competencies of teacher educators working
in different teacher education institutions. Besides, the report criticized the selec-
tion criteria of teachers, neglect in selecting appropriate candidates, absence of job
descriptions and relaxation in qualification requirements. In the past, the National
Education Policy (Government of Pakistan, 1998) also indicated “there is no stan-
dardized procedure for appointment of teacher educators in teacher training institu-
tions. In [the] existing system, any person belonging to [a] school or college cadre
can be transferred to teacher education institutions” (Government of Pakistan, 1998:
48).

The report also found that teacher educators follow traditionalway of teaching, i.e.
giving lectures and notes, and fail to develop critical thinking, inquiry, and problem-
solving among student-teachers. Teacher educators due to their limited competencies
and skills avoid using group work and other interactive learning techniques in class.
Aswith all the other previous reports and research studies, report concluded that poor
quality of teacher educators is the one of the reason for poor quality of education in
(UNESCO, 2006, p. 45).
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The UNESCO report (2006, pp. 50–58) highlighted following challenges specific
to teacher educators and teacher education institutes.

• Low competencies among student–teacher and teacher educators
• Absence of separate standards for teacher educators
• Ill-trained and in-experienced teacher educators with respect to their diverse roles
• Teacher educators were apprehensive of change
• Transfer of teacher educators to higher education institutions with no regard to

their relevant experience and qualification
• Teacher educators were transferred with no regard to their relevant experience

and qualifications.

Induction, Professional Development Opportunities
and Challenges for Teacher Educators

There is a lack of induction training of teacher educators. A project “Pakistan Teacher
Education Programme and Professional Development” conducted by USAID (2006)
concluded that beginner in-service teacher educators had very limited or no guidance.
Induction programme were not provide to them. Most of the teacher educators had
been a school teacher with Master degree with no familiarity with the expectations
and demands of higher education settings. The study by USAID (2006) also raised
concern on the nature and content of the training. It was also observed that trainings
did not focus on pedagogical skills rather it was focussed on subject specific topics.
The study showed that almost 70–80%of facultymembers had received 3–5 different
trainings. A few of them also had opportunities for foreign training too. However,
teacher educators did not find it suitable to their institutional context.

Qureshi (2016) in her study on professional development of teacher educators of
a prime teacher education university, highlighted that for newly appointed teacher
educators therewas no formal induction programme. In another study byKhan (2011)
also highlighted a lack of provision of induction programme for beginning teacher
educators. Both the studies by Khan (2011) and Qureshi (2016), mentioned the chal-
lenges which teacher educators face in the absence of formal induction programme.
For the beginner teacher educators, the early years of their induction into teacher
education were found very stressful and challenging. Teacher educators especially
those who had been transferred from school education department found difficul-
ties in fulfilling the requirements of higher education. They also faced challenges in
understanding the requirement of semester system, designing formative assessments
and to get involve in research. The same challenges were faced by those beginner
teacher educators who had very little or no prior experience of teaching and research
in higher education setting.

Warwick and Reimers (1994) documented that most of the schools teachers had
opted to transfer to teacher Education Colleges when either they had failed as school
heads or had reached their time of promotion. Warwick and Reimers (1994) had
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also mentioned that most of the teachers had low morale about the status of teaching
profession, had serious doubts about themselves as teachers and were low motivated
to work in schools. Most of these teacher educators had limited skills as researchers
or were not provided institutional support to undertake research activities.

The same was revealed in the research of Qureshi (2016) that teacher educa-
tors who had transferred from teacher Education Colleges to the university had
limited experience of teaching in higher education settings. Few teacher educators
had no professional qualification and background in research. This indicates that is
no specific prerequisites to enter into the field of teacher education in Pakistan. Inad-
equate professional induction of teacher educators and no identified standards for
teacher educators also identifies a gap in the system and neglect from education poli-
cymakers. It also raises the question of professional adequacy of teacher educators
in Pakistan.

Qureshi (2016) maintained that a very few teacher educators attended induction
programme offered by the University or by Higher Education Commission. Most
of the induction provisions were either in the form of meeting with head of the
department or welcome party by faculty members. Head of the department mostly
provide administrative support and orientation to the university rules and regulation.
Most of the information is provided verbally.

Few teacher educatorswho have attended the induction programme byHEC found
it useful, however, they were not asked by the management to cascade the training
to their fellow colleagues. When the same was asked from the representative of the
HEC, she viewed it as the responsibility of the university to cascade the induction
trainings within their universities (Qureshi, 2016).

In the absence of formal induction programme, the learning of teacher educa-
tors is based on informal discussions with colleagues and or trail-and error. Teacher
educators with school background rely on their prior experience of school or college
teaching, however, it has been frequently discussed in the literature that school and
university settings has their own different demands and settings. Mere school expe-
rience cannot sufficiently facilitate the teacher educators in their roles as teacher
educators. There are serious concerns about of the quality of teaching when teacher
educators themselves have not been given opportunities for their own continuous
learning (Qureshi, 2016).

Saleem et al. (2014) also concluded in their research that in Pakistan there are
no agreed upon instructional competencies for university teachers at National or
instructional level. Similarly, Sajjad (2007) elaborated a few issues regarding profes-
sional development of faculty members including inadequate duration of training
programme, rigid and inflexible programme schedule, incompetent trainers, lack
of facilities to the participant of trainings, improper design of modules. System-
atic mechanism for continuous professional development opportunities and policy
provision for the development of university teachers is missing.

Qureshi (2016) noted that teacher educators do not have any system of mentoring.
Heads of the department are usually over-occupied in their administrative jobs.
Academic support and mentoring are not mentioned by heads as their professional
role. The support of the heads was limited to providing guidance on day-to-day



50 Teacher Education in Pakistan: Structure, Problems … 981

activities, timetabling and general administrative tasks. This indicates that heads
of the department are neither trained to provide academic leadership to their staff
nor is it considered a professional role for them. Moreover, inequitable system,
favouritism and absence of needs assessment in selecting the teacher educators for the
professional development programmes are other major challenges (Qureshi, 2016).

Lack of collegial relationships and synergy among university and government
teacher educators, differences in their career promotions, differences in their profes-
sional repertoires were noted in the research of Qureshi (2016), where university
had two groups of teacher educators firstly those who were fresh appointed by the
university and secondly those who were transferred from Government Elementary
Colleges. Lack of communication and collegiality between teacher educators restricts
the informal learning opportunities among teacher educators such as discussion,
observation, and mentoring. There are limited examples of peer learning, discussion
and informal collegial support. Such examples are from those teacher educators who
had similar professional and academic backgrounds (Qureshi, 2016).

Findings of the study conducted by Qureshi (2016) further highlighted the exces-
sive involvement of senior teacher educators in teaching and administrative tasks as a
barrier for their professional development and research activities. Teacher educators
frequently mentioned that due to heavy workload, it is very challenging for them to
engage in research activities. The samewas indicated by a research of Akhter (2013).
She discussed various factors including both personal and institutional factors which
restrict teacher educators to engage in research. Personal factors include lack of
understanding of the process of research and fear of plagiarism. Institutional factors
involve insufficient monetary benefits, lack of support and facilities by the university,
lack of time and excessive work load, involvement in administrative tasks (Qureshi,
2016). The study of Qureshi also reported that few beginner teacher educators who
were appointed with a Master degree were involved in their higher studies (doing
Ph.D.) found it very difficult to cope with the requirement of their advance studies,
to perform teaching duties, to prepare lectures for the courses which they themselves
had not studied before and to efficiently manage other administrate tasks assigned
by the department heads. They also complained that university does not provide
support in terms of flexible office timings and expects them to produce research.
In a recent research conducted in a public sector university comprising 700 faculty
members from four faculties of science and social sciences concluded that time,
lack of funding and unavailability of study leave were major challenges that nega-
tively affect the continuous professional learning of university teachers (Dilshad
et al., 2019). Akhter (2013) also noted that in case of these challenges and discour-
aging environment to produce research, most of the teacher educators use to prefer
teaching in private universities in the evening for extra income. It has been raised by
Memon (2007) that though teacher education institutions receive substantial funding
to promote research but they fail to produce quality research output. Less engagement
of teacher educators in research poses questions over the future quality of research-
informed teacher education provision in Pakistan as well as the quality of teacher
educators as an occupational group.
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Dilshad et al. (2019) also concluded that Higher Education Commission (HEC)
should frequently and systematically plan professional development opportunities
for university teachers. Formal and informal both professional development activ-
ities must be given equal weightage in annual performance reports and promotion
of university teachers. There is a need to offer an equitable and fair provision of
induction training facilities for all teacher educators. Secondly, professional needs
and backgrounds of teacher educators should be taken into account while designing
the induction programme (Qureshi et al., 2020).

Historically, the first initiative for in-service training of university teachers was
taken by University Grants Commission (currently known as Higher Education
Commission in 1990s. The three months training programme aimed at training and
developing teachers working in higher education institutions, colleges and universi-
ties. The programme could not be carried out on a continuous basis due to the lack
of funding. Often teachers’ own lack of interest to attend professional development
programmes have also been noted.

Duration of the training programme varied such as short courses and long courses
that may take place once a week or may extend to two years. Sajjad (2007) also
noted professional development of faculty members in universities of Pakistan is
still not satisfactory. It has also been noted that professional development activ-
ities for teachers are insufficient. Common approaches for professional develop-
ment of teachers include orientation, induction, apprenticeship, team teaching and
pedagogical skills training.

HEC has established Learning Innovation Division (LID) with the mandate to
offer opportunities of learning for university teachers. The training offered by HEC
aimed to develop faculty knowledge, skills and competencies in different subject
areas however, no special provision for teacher educators serving at university is
offered by HEC nor the university teachers’ participation in professional activities
is mandatory (Dilshad et al., 2019).

There is little evidence regarding the professional development opportunities for
teacher educators serving in public sector universities of Pakistan. Few research
studied have analysed the issues related to professional development of university
teachers and analysed the effectiveness and support mechanism available for univer-
sity teachers (as a general group of teachers in universities) (Dilshad et al., 2019;
Sultana, 2010). Khan (2011) and Qureshi (2016) pointed out that in Pakistan context,
professional development of teacher educators have not been discussed widely. In
addition, Izadinia (2014) concluded in the time of her study that most of the studies
were carried out in North America, Europe and Australia but only four studies have
been found in Asia one in China, two in Israel and one in Pakistan.

Studies by Khan (2011) and Qureshi (2016) identified the opportunities of profes-
sional learning. Without formal professional opportunities, the learning of teacher
educators is characterized by incidental and occasional learning. Self-study (reading
books) and using internet were also attributed as a source of learning. Findings also
indicated that mentoring, collaborative teaching and reflection were not considered
as source of learning.
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Way Forward

In viewof the structure, practices and issueswhich are discussed above, there is a need
to improve the teacher education system in Pakistan. It is a sad fact that teaching has
not been recognized as a profession in Pakistan. A comprehensive policy is required
to bring the teaching as professional and prestigious profession.

Although the recent initiatives taken by HEC and Government of Pakistan
including devising the standard of teachers is a positive way forward, however, there
is a need for fully incorporating the standards in the teacher education programme
(Shoukat & Chowdhury, 2020).

In Pakistan, there is little recognition of teacher educators as a specialized group.
To improve the quality of teacher education, there is a need to recognize the status
of teacher educators and to set specific professional criteria for the appointment
of teacher educators. Also, there is a need to defining the roles, characteristics and
expectations of teacher educators. The establishment of separate standards for teacher
educators could also help to raise the quality of teacher education system.

A strong policy should be devised to look into the multiple providers of teacher
education in Pakistan. Pre-service and in-service teacher education programmes
across province and with sub-sectors of training providers should follow the same
standard, duration and benchmarks for quality of education. The interinstitutional
linkages between different tiers of education department within and across provinces
should be strong for the effectiveness of the education system.

There is a need to reform the entry requirement and profiling of teachers so
that academically strong and interested candidates may be attracted in the profes-
sion. Countries having well-developed teacher education systems such as Finland
have very stringent standards to recruit teachers (Darling-Hammond, 2017). After
teachers joining in the profession, their professional growth should begivenpriority at
all levels. System of professional development opportunities for teachers and teacher
educators needs to be more formalized and structured. Involvement of teachers in
professional development opportunities should be linked to their promotion. In addi-
tion, there is a need to devise strategies for trained teacher educators to scaffold the
trainings.

Assessment of professional developments needs of teacher educators should be
contextualized and based on their existing knowledge, skills and experiences. At
university level, teacher educators’ performancemanagement and assessment should
be done according to their diverse roles. A policy should be devised for continuous
mentoring and support for teachers and teacher educators. Workloads of teachers
should be carefully considered so that theymayget quality time to involve in scholarly
activities.

There is a need to bring policy reforms regarding recruitment and selection of
teacher educators. Ongoing professional development support and mentoring of
beginner teacher educators should not be overlooked especially for those who do
not possess contemporary pedagogical skills and research competence. Role specifi-
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cations and training for heads in terms of academic leadership and mentoring would
also be a good strategy to improve the quality of teaching and learning (Qureshi,
2016).
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