TEACHER
DEVELOPMENT

. ‘ Understanding
- /  Language Teachers’

»‘ Va Conceptual Change

S "

MAGDALENA KUBANYIOVA N



Teacher Development in
Action

Understanding Language Teachers’
Conceptual Change

Magdalena Kubanyiova
University of Birmingham, UK




© Magdalena Kubanyiova 2012

All rights reserved. No reproduction, copy or transmission of this
publication may be made without written permission.

No portion of this publication may be reproduced, copied or transmitted
save with written permission or in accordance with the provisions of the
Copyright, Designs and Patents Act 1988, or under the terms of any licence
permitting limited copying issued by the Copyright Licensing Agency,
Saffron House, 6-10 Kirby Street, London ECTN 8TS.

Any person who does any unauthorized act in relation to this publication
may be liable to criminal prosecution and civil claims for damages.

The author has asserted her right to be identified as the author of this work
in accordance with the Copyright, Designs and Patents Act 1988.

First published 2012 by
PALGRAVE MACMILLAN

Palgrave Macmillan in the UK is an imprint of Macmillan Publishers Limited,
registered in England, company number 785998, of Houndmills, Basingstoke,
Hampshire RG21 6XS.

Palgrave Macmillan in the US is a division of St Martin's Press LLC,
175 Fifth Avenue, New York, NY 10010.

Palgrave Macmillan is the global academic imprint of the above companies
and has companies and representatives throughout the world.

Palgrave® and Macmillan® are registered trademarks in the United States,
the United Kingdom, Europe and other countries.

ISBN 978-0-230-23258-7

This book is printed on paper suitable for recycling and made from fully
managed and sustained forest sources. Logging, pulping and manufacturing
processes are expected to conform to the environmental regulations of the
country of origin.

A catalogue record for this book is available from the British Library.
Library of Congress Cataloging-in-Publication Data

Kubanyiova, Magdalena, 1977-

Teacher development in action : understanding language teachers’

conceptual change / Magdalena Kubanyiova.

p.cm.

Includes bibliographical references and indexes.

Summary: “Bringing together multiple sources of data and combining existing
theories across language teacher cognition, teacher education, second language
motivation and psychology, this empirically-grounded analysis of teacher
development in action offers new insights into the complex and dynamic nature
of language teachers’ conceptual change. "— Provided by publisher.

Includes bibliographical references and index.

ISBN 978-0-230-23258-7 (hardback)

1. Language teachers—Training of. 2. English teachers—Training

of. 3. Language and languages—Study and teaching. 4. English
language—Study and teaching—Foreign speakers. 5. Teacher-student
relationships. |. Title.

P53.85.K84 2012

401'.93—dc23 2011043794

M 9 8 7 6 5 4 3 2 1
21 20 19 18 17 16 15 14 13 12

Printed and bound in Great Britain by
CPl Antony Rowe, Chippenham and Eastbourne



Teacher Development in Action



To Mirka

In memoriam



Prologue

As part of their supervised teaching practice on an MA in TESOL course,
student teachers were preparing to teach a class of undergraduates for
one semester. The English course in question was literature-based and
required the student teachers to design their own teaching materials and
tasks rather than rely on a standard textbook; something which most of
them had no prior experience of. To inspire them and help them enlarge
their repertoire of suitable tasks and activities, a series of practical work-
shops was organised on teaching English language through literature by
a team of supervisors.

One of these demonstrations included a choral reading task (described
in Kubanyiova, 2002) and two of my supervisees decided to try it out
in their own lessons. I observed both of them on separate occasions,
discussed their lesson with each supervisee in a post-observation con-
terence and concluded with a final evaluation. When the two student
teachers next met and compared their evaluations, the one with a con-
siderably lower score almost screamed in disbelief, turning to the other:
‘But you did the same thing!’

Yes, having observed both classes, | can indeed confirm: it was the
‘same thing’; and yet it could not be more different. The two teachers
attended the same workshop. They used exactly the same materials.
They ‘performed’ the same activity. They did it with students of similar
language proficiency, age, motivation, socio-economic background,
and previous language learning history in the similar-size classroom
at the same time of the day. Yet, in one teacher’s class, the classroom
atmosphere was soaked with enthusiasm and engagement: the students
cagerly debating over the right kind of intonation, practising pronun-
ciation of difficult words, often eliciting the teacher’s help, the whole
class roaring in laughter as they were performing the task together,
asking the teacher to let them ‘do it again’. In the other teacher’s class,
however, there was such a strong sense of tension, reluctance, embar-
rassment and boredom, all of which only intensified upon the teacher’s
command to ‘do it again’, that made me want to weep and run away.

Inquiry begins in wonder and this is how mine started: I began and
have continued to wonder about what exactly transforms the same task
in the hands of different teachers in a way that has such a profoundly
ditferent impact on the students’ experience. And I have continued to
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xiv  Prologue

wonder about whether those who work with teachers can make any dit-
ference to what happens in their classrooms. How is applied linguistics
research and theory transformed into practice? And what do applied
linguists, language teacher educators, language education policy makers
and language teachers need to know and do to enhance students’ lan-
guage learning experience? As Diane Larsen-Freeman (2000) has said,
‘Much is mysterious about the teaching/learning process, and those
who approach it as a mystery to be solved (recognizing that some things
about teaching and learning may be forever beyond explanation) will
see their teaching as a continuing adventure.” This book documents my
journey in this mysterious land.
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1

Introduction

1.1 Why a book on failure?

This book documents the impact of a language teacher development
programme that had a grand mission to transtorm language classrooms —
and failed. The naivety of such an objective and the predictability of
this outcome in the context in which the programme was delivered are
admittedly all too obvious in the light ot the latest theorising about
how language teachers learn. We have come to understand that lan-
guage teachers develop in unique and individual ways (S. Borg, 2006).
We also know that their prior experiences, personal histories, beliefs
and knowledge, often gained through many years of the ‘apprentice-
ship of observation’ (Lortie, 1975), play a critical role in influencing
their teacher education experience. And there is no doubt also that the
unique sociocultural contexts in which the teachers do their work shape
the influence that teacher education has on actual classroom practices
(K. E. Johnson, 2006).

This awareness is a result of important epistemological shifts in second
language teacher education research which has moved away from the
behaviourist focus on the implementation of discrete sets of techniques
and skills to understanding why teachers do what they do in the class-
room and how they engage with and interpret the content of teacher
education (K. E. Johnson, 2009). Our understanding of the nature of
teacher learning and change has been greatly deepened thanks to these
shifts and has led to some important and fruitful, if at times a little heated,
debates about what should constitute the language teacher education
knowledge base and how we should go about the business of educating
teachers (Freeman and Johnson, 1998, 2004, 2005a; K. E. Johnson, 2003,
2006, 2009; Tarone and Allwright, 2005; Yates and Muchinsky, 2003).
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2 Teacher Development in Action

Yet, the results of the research project described in this book testify that,
as illuminating as these debates have been, they have not eliminated
the need to study ‘failure’.

The teachers who took part in this study can without exaggeration be
described as the best of the best, conscientious and hard-working indi-
viduals who deserve much respect for the work they do, often in the face
of adverse conditions. They are highly qualified professionals open to
a wide range of opportunities for continuing professional development
(such as attending national conferences and workshops, involvement in
national and international educational projects with their students, and
pursuing further studies, including MAs and PhDs), even though most
of these were, at the time of the project, not formally recognised in the
state school sector as professional development and certainly did not
count towards the teachers’ heavy teaching load. Most of these teachers
were highly regarded by their students and colleagues and some held
senior advisory positions in their schools. And, quite remarkably, all
of them voluntarily sacrificed their time, including their weekends, to
participate in this yearlong research project.

At the same time, the teacher development course which was at the
heart of this research was carefully developed to reflect, as much as was
practically possible, the latest developments in applied linguistics and
language teacher cognition. The content responded to the teachers’ spe-
cifically articulated concerns regarding learner motivation and group
dynamics in their English language classrooms. The teacher education
processes, in turn, were developed to account for how teachers learn;
recognising the importance of experiential knowledge and the need to
bring to a conscious level teachers’ tacit beliefs about language educa-
tion through reflection. A conscious effort was made not only to create
a caring and supportive environment, but also to extend teacher learn-
ing opportunities beyond the confines of the training room.

And yet, despite the conditions appearing ‘right’, the said teacher
development course failed to inspire these teachers’ conceptual change;
that is, change in their understanding of the principles for creating a
motivational climate for language learning, a shift in their beliefs about
the role of teachers in creating these conditions and a transformation
of their teaching practices, which would make a difference for students’
language learning. Individual and variable ways of teacher learning, the
unfavourable sociocultural context or, quite simply, an ineffective course
may be perfectly valid research conclusions explaining the failure. Yet,
without extending the inquiry and offering an in-depth anatomy of
the intricacies of teacher change (or, crucially for this book, the lack



