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Without discounting the importance of basic teaching skills in teacher
preparation, the orientation to teaching discussed in this book is an attempt to
look beyond these dimensions of teaching to the beliefs, knowledge, and
thinking that underlie their successful use. The argument pursued throughout
the book therefore is that teacher education needs to engage teachers not
merely in the mastery of rules of practice but in an exploration of the
knowledge, beliefs, attitudes, and thinking that inform such practice, fE
Second Language Teacher Education —35H, YEZ&E L : An alternative ap-
proach to the study of teaching and to the development of goals for teacher
preparation programs is the examination of the total context of classroom
teaching and learning in an attempt to understand how the interaction between
and among teacher, learner, and classroom tasks affect leaming. This can be
called a holistic approach, since it focuses on the nature and significance of
classroom events and involves both low-inference and high-inference cate-
gories. Such an approach implies different goals for teacher preparation:
“Holistic approaches work towards training goals not all of which can be
broken down into individually verifiable training objectives, and they stress
the development of personal qualities of creativity, judgement and adapt-
ability. . . The formulatic or prescriptivist nature of a mere ‘Vocabulary
training’ approach to [teacher training in TESOL] is contrasted by holists
with an ‘education’ in more general principles” , (Britten, 1985a: 113)
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Foreword

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

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

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

xi



teaching is not a new undertaking. Beginning two decades ago, Strevens
(1976), Spolsky (1978), and Kaplan (1980), among others, proposed
various frameworks or models for the relationship between language
teaching and the various academic disciplines that inform it, such as psy-
chology, sociology, and linguistics. In fact, Stern’s book, Fundamental
Concepts of Language Teaching (1983), presents a comprehensive sum-
mary of the work to date that bears on a general model of language
teaching. These antecedents differ significantly from the current work,
however. Although they ranged in scale from the specificity of what
Larsen-Freeman (1990) called a theory of second language teaching,
which includes knowledge of language learners, learning, and pedagogy,
to the breadth of Stern’s (1983) T! type theory, which positions language
teaching within the larger social and disciplinary milieu, they all took the
enterprise of language teaching as their point of departure. The second
language teacher is viewed as a dimension of the activity, not the primary
focus. But to understand how to educate second language teachers, one
must examine and ultimately understand not only the processes of teach-
ing but also the thinking of the teacher (Freeman 1995). And one must
examine how that thinking is learned. It is this focus on learning to teach
that has pushed professional thinking beyond training to an examination
of the full complexity of second language teacher education.

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

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

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

In the structure of this volume, Richards outlines one map of this ter-
rain. He begins, in Chapters 2 and 3, by describing teachers’ thinking
and cognitive activity as the focus of this work. This point of entry
moves us beyond training, as his title suggests, to examine how “to
engage teachers not merely in the mastery of rules of practice but in an
exploration of the knowledge, beliefs, attitudes, and thinking that
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inform such practice” (p. xiv). This domain, which Walberg (1977) first
called teachers’ mental lives, is a complicated one, primarily because it is
not directly accessible, and so it requires the investigator to make asser-
tions about how it might be organized (see, e.g., Freeman 1996: 736~
44), This is what Richards does in Chapters 4 and 5 when he discusses
teachers’ decision making and pedagogical reasoning as constructs for
examining teachers’ thought processes. Then, from this inner, private
world of teachers’ thinking, Richards’ discussions move outward, in
Chapters 6 and 7, to the public world of teaching. He examines how
teachers’ decisions and reasoning are enacted through planning and con-
ducting lessons (Chapter 6) and through using teaching materials and
texts (Chapter 7). Here the move beyond training is quite clear. From the
standpoint of delivery, one would be concerned with how best to train
teachers to plan lessons or use textbooks; from the perspective of learn-
ing to teach, one wants to study, as Richards does, how lesson planning
or the use of texts actually operates, and how thinking guides these pub-
lic enactments of teaching.

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

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

Donald Freeman
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Preface

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

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

* On what theories, research, and practices is SLTE built?

* What knowledge base is appropriate for preservice and in-service
teachers?

® What beliefs and principles do teachers hold, and how do these influ-
ence their practice?

* What constitutes skill and expertise in second language teaching?

* What role does experience play in the development of language teach-
ers?

* What kinds of activities can facilitate the professional development of
teachers?

® What is the relationship between the content of a teacher education
program and the practices of its graduates?

These are the kinds of questions L have had to reflect on in my most recent
experience in teacher education and program development. From 1989
to 1996 I served as head of a new Department of English at the City Uni-
versity of Hong Kong and, together with a group of exceptional col-
leagues, was responsible for developing both preservice (BA TESL) and
in-service (MA TESL) degrees for teachers and teachers in training. At the
same time, the university itself was implementing a variety of programs
and initiatives designed to ensure the quality of its programs, teaching,
and research as well as the long-term professional development of its aca-
demic staff. This book results from this experience, which took place in
a city that provided a fascinating context for exploring the dynamics of
language teaching and teacher education in a bicultural environment.
The book reflects changes in how I have come to understand my own
work as a teacher educator over the years, as well as changes in the phi-
losophy informing the field of SLTE. The title of the book — Beyond
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Training — reflects this reorientation away from training as the primary
focus of teacher preparation toward one that seeks a more holistic
approach to teacher development, built on the notion of the teacher as
critical and reflective thinker. By a training perspective, I am referring to
a technical view of teaching which assumes that teaching can be defined
in terms of a specified set of effective teaching practices and competen-
cies, that these can be taught and tested, and that their application is suf-
ficient to produce good second language teaching. Such competencies, or
skills, are often identified with procedural and managerial aspects of
teaching, such as lesson planning, rules and routines for classroom man-
agement, strategies for setting up grouping and seating arrangements,
ways of opening and closing lessons, techniques for effective question-
ing, eliciting, and giving feedback.

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

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

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

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

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

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

My understanding of the field of second language teacher education has
benefited greatly from ongoing dialogue with a number of colleagues
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