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日期

時間
2011年9月27日（星期二）

09：30~10：00

10：00~10：05 主持人：臺北市教師研習中心　吳主任金盛

致詞貴賓：臺北市政府教育局　丁局長亞雯

10：05~10：30 主持人：臺北市政府教育局　丁局長亞雯  

主講人：國家教育研究院　吳院長清山

10：30~11：00

11：00~12：00

主持人引言5分

鐘，每位與談

人15分鐘，綜

合座談10分鐘

─

主持人：國家教育研究院　吳院長清山

與談人：上海浦東教育發展研究院　周副院長襄文

與談人：廣西壯族自治區教育廳師範教育處　何處長錫光

與談人：臺北市教師研習中心　吳主任金盛

12：00~13：30 午餐

13：30~15：10

主持、總結15

分鐘，每位發

表人15分鐘*5

評論10分鐘

 

─

主 持 人：張德銳(臺北市立教育大學教育行政與評鑑研究所教授)

評 論 人：吳麗君(國立臺北教育大學教育學系教授)

發表人1：孫志麟(國立臺北教育大學教育經營與管理學系副教授)

題  　目：沒有一個落後的教師：教師專業發展機制

發表人2：陳菊(廣西師範大學教師教育學院副院長)

題　  目：提高中小學骨幹教師培訓有效性之探討－基於知識管理的  

視角

發表人3：林榮淑(臺北市北投區湖田國小教師)

題　  目：淺論國小教師終身教育－「教師」到「全人教師」 

發表人4：周寧醫(上海市浦東教育發展研究院主任)

題　  目：上海市浦東新區教師在職的研習現狀與問題

發表人5：石淑旻(臺北市教師研習中心組員) 

題  　目：教師在職進修之文獻分析
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13：30~15：10

主持、總結15

分鐘，每位發

表人15分鐘*5

評論10分鐘

─

主 持 人：高熏芳(淡江大學教育學院院長)

評 論 人：張奕華(國立政治大學教育學系教授)

發表人1：黃瓊秋(臺北市立教育大學附小附幼園長)

題　  目：追求持續轉變之可能─以「市教大附小附幼教師專業學習

社群發展」為例

發表人2：張新(上海市浦東教育發展研究院教師專業發展培訓部主

管)

題　  目：在尊重訴求的分層培訓提升教師專業發展水平─以上海市

浦東新區教師職後培訓工作為例

發表人3：張瑞生(臺北市立陽明高中主任)

題　  目：推動教師專業學習社群策略之初探

發表人4：崔春華(上海市浦東教育發展研究院教育發展促進部科研

員)

題  　目：職初教師專業發展需求及實現路徑探討

發表人5：彭道平(臺北市中山區長安國小教師)

題  　目：Continuing Professional Development for Teachers-In 

Case of Being an English Language Teacher

15：10~15：30 主持人：臺北市教師研習中心　吳主任金盛

與談人：張教授德銳、吳教授麗君、高院長薰芳、張教授奕華
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Continuing Professional Development for Teachers 
--In Case of Being an English Language Teacher 

 
Tao-ping Peng Taipei Municipal Changan Elementary School Teacher 

 
Abstract 

 

It is often said that teaching experience without reflection is worthless – 18 years of teaching 

experience can be one year repeated 18 times or it can be 18 years of teacher development 

leading to high levels of intuitive expertise. What do you understand by the notion of a 

“reflective practitioner” and what do you understand by expertise in language teaching? I 

often think about the above questions. ‘Teaching is a complex process’ (Richards and 

Lockhart 1996: 29), it seems quickly to reach a plateau as the daily work became routine. So 

the ‘reflective practice’ is becoming an important feature of ESL/EFL teacher education 

programs worldwide (Farrell 1999: 157). Development means change and growth. Teacher 

development is the process of becoming ‘the best kind of teacher’ that I could be, a 

self-reflective process (original emphasis) (Head and Taylor 1997: 1). It is through 

‘questioning old habits’ so that alternative ways of being and doing are able to emerge (ibid). 

The aim of this essay is to relate theoretical aspects of the training, education and 

development of language teacher to classroom decision making and practice. The first part of 

this essay is going to review the notions of reflection and expertise in relation to teacher 

learning and development. Then it proceeds to consider whether these ideas correspond to my 

own experience of professional learning and the development of expertise as a language 

teacher. Finally, it ends with the recommendations to the management of my school, which 

could be adopted to promote higher levels of reflection and professional development for 

English language teachers. The following are possible practice ways to teachers and schools 

from my study.  

1.  The recommendations to English language teachers: being reflective in professional 

development of English language teacher 

1.1 Encouraging teachers to be reflective in their work 

1.2 . Self-inquiry through observation from others 

1.3  Teachers’ learning autobiographies 
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1.4  Recordings: seeing ourselves as the others see us 

1.5  Doing participatory practitioner research to reflect 

1.6  The use of teaching diary in reflection 

2.   The recommendations to the management of the school to promote higher levels of 

professional development in English language teachers 

2.1  Grouping teachers with subjects as study groups 

2.2  Language teaching support centre 

2.3   Providing different opportunities for professional development 

2.3.1 Peer observation and coaching 

2.3.2 Language learning experience: role reversal 

2.3.3  Attending workshop to promote professional development 

2.3.4  Providing a low affective state 

Through the study we may promote the level of continuing professional development for 

language teachers.  

 

Key Words: reflection, expertise, reflective practitioner  

 

 

1. Introduction 
‘Teaching is a complex process’ (Richards and Lockhart 1996: 29), it seems quickly to reach a 

plateau as the daily work become routine. So ‘reflective practice’ is becoming an important 

feature of ESL/EFL teacher education programs worldwide (Farrell 1999: 157). Development 

means change and growth. Teacher development is the process of becoming ‘the best kind of 

teacher’ that I could be, a self-reflective process (original emphasis) (Head and Taylor 1997: 

1). It is through ‘questioning old habits’ so that alternative ways of being and doing are able to 

emerge (ibid). The aim of this essay is to relate theoretical aspects of the training, education 

and development of language teacher to classroom decision making and practice. The first 

part of this essay is going to review the notions of reflection and expertise in relation to 

teacher learning and development. Then it proceeds to consider whether these ideas 

correspond to my own experience of professional learning and the development of expertise 

as a language teacher. Finally, it ends with the recommendations to the management of my 
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school, which could be adopted to promote higher levels of reflection and professional 

development for English language teachers. 

2. Literature review 

2.1 Reflection in relation to teacher learning and development 
Reflection is often advocated for in-service teachers as a way helping them to become more 

effective teachers (Day 1991: 11). Roberts (1998: 53) illustrates reflection in different ways to 

embrace different strands of meaning: 

� rationale deliberative thought; 

� reframing; 

� and self-awareness. 

Rational deliberative thought relates to pedagogic issues, like from grammar translation 

approach to task based approach. Reframing refers to the recasting of problems, such as 

dealing with a disruptive student. Self-awareness is a kind of ‘self-management’ (ibid), for 

example, asking youself that why you do this. Dewey (1910: 6) characterizes reflection as 

‘disciplined, conscious, explicit and critical thought which contributes to the intellectual and 

moral development of the person’. He suggests that ‘reflective thought occurs when the 

smooth progress of our normal activity is interrupted by perplexity or surprise’, a ‘forked 

road’, in which we face a dilemma where alternative solutions are proposed (Dewey1910: 11). 

Once reflection is triggered by surprise, a complete cycle would follow (ibid: 68-78). First the 

teacher has a ‘feeling of discrepancy or difficulty’, for example, the teaching does not work 

well, so the teacher observes and defines the difficulty, i.e. some students do not engaged in 

task work. Then he/she cultivates some possible ‘suggestions’ to solve the problem and 

identifies each suggestion as a solution, i.e. setting groups for task completing. Finally the 

teacher observes again and confirms his/her ‘theory’ and adopts it as personal knowledge. To 

Dewey, the reflection circle enables us to reframe problems in a variety of ways, allows a 

wider range of possible solutions, and contributes to personal growth. In fact, it corresponds 

to the above three strands of meaning by Roberts (1998: 53).  

In classrooms, Cruickshank and Applegate (1981: 553) define reflection as ‘helping teachers 

to think about what happened, why it happened, and what else they could have done to reach 

their goals.’ So reflective teaching is a means of improving classroom practice (Bartlett 1990: 

203). Teaching without reflection is worthless – eighteen years of teaching experience is one 
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year’s experience repeated seventeen times (Tsui 2003: 13).  

Schon (1983: 50) suggests ‘reflection-in-action’ throughout the lesson and 

‘reflection-on-action’ after the lessons. Decision-making is often subconscious, 

reflect-in-action and reflection-on-action help teachers prepare future lessons and reappraise 

their approach (Edwards 2004: 18). For example, the teachers might ask themselves ‘Why did 

I make this judgement? What procedures did I enact when I perform this task? How am I 

framing the problem that I am trying to solve?’ Ur (1997: 59) asserts that according to 

reflective model, teachers learn by reflecting on their own experience and applying what they 

have learned to develop professional abilities. The purpose of reflection might be  

(a) to uncover current practices and beliefs and  

(b) to promote self-monitoring to ensure the delivery of a new curriculum as intended 

(Roberts1998: 54).  

There is an intimate connection between teaching and learning. Learning to teach and 

teaching to learn are simultaneous activities for reflective practitioners to improve themselves 

(Kwo1996: 314). Richards and Nunan (1990: 201) state ‘teacher as self-observer, experience 

alone is insufficient for professional growth, and that experience coupled with reflection is a 

much more powerful impetus for development’. The more I teach, the less I find I have 

known, such as to accept a disruptive student with a sense of humour, or perceive a difficulty 

in teaching as a challenge.  

Dewey (1933) also suggested three conditions for reflective teaching: open mindedness, 

responsibility, and wholeheartedness (recite from Kwo1996: 313). To think to improve the 

teaching practice, the teacher has to accept different opinions, to be accountable, and enthused. 

Change is unpredictable but daily routine is favourable to a lot of teachers. Wallace (1996: 

281) emphasizes that to reflect on one’s own professional practice is the most effective 

method of generating autonomous professional development, such ‘reflective practitioners’ 

will continue to develop their professional expertise not away from classroom practice into 

academic theory, but by using theory mediated within their continuing practice. In other 

words, the improvement of instruction year by year is through the interaction between 

educational theories and teaching practice.  

For example, according to ‘the queries from a communicative teacher’ (Medgyes1986: 107), 

‘the communicative approach places too heavy a burden on the teacher’, such as need analysis, 
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real interaction, away with the textbook, the humanistic attitude…,the list is inexhaustible. 

The communicative teacher should be erudite and versatile, like a superperson (ibid: 107-9). 

It is easier said than done to implement a communicative task approach. However, the teacher 

really has to ‘try out’ some ideas between real life and the theory. Wright (1990: 82) states to 

‘link theory and practice’, observation of teaching, video recording, the written descriptions 

of lessons, or questionnaires are good means to promote teaching (ibid: 85).  

The reflections in and after lessons could provide a better class and more confident teacher. 

After reflection, the teacher might change in many things, including knowledge, beliefs, 

attitudes, understanding, self-awareness, and teaching practices (Richards 2000: 19). For 

example, being more learner centred, using a more interactive teaching style, adopting more 

authentic texts and teacher-made materials, greater use of communicative activities, group 

work, role play, and games, and teacher confidence (ibid). Wallace (1991: 49) provides a 

reflective model: 

Trainee’s existing conceptual schemata or mental constructs��>received 

knowledge��experiential knowledge�practice ��reflection�professional competence 

In the model, received knowledge means facts, data, theories, etc, experiential knowledge 

referred to practical experience (ibid: 52). Reflection cycle should be found of making the 

relationship reciprocal, not one-way, so that the ‘received knowledge’ is in the light of 

classroom experience, and classroom experience can feed back into the ‘received knowledge’ 

(ibid: 55). Ur (1997: 64-5) also illustrates that the teachers’ reflection should not be limited on 

their own experience, the experience can be enriched by ‘hearing, seeing, or reading about the 

experiences of others’, for example, other people’s critical observations, some beautiful 

theories or the experiments of researchers. The teacher’s reflection will ‘filter out’ which is 

not appropriate or comprehensible and ‘absorb’ the knowledge which fits with their own 

thoughts and actions and they can ‘own’. In other words, after the reflection, the teacher can 

shape his/her own theory of language teaching and learning, which Graves (1996: 2) defines 

as ‘personal theory’, ‘a subjective understanding of one’s practice’ with coherence and 

direction. Wallace (1991: 56) recommends that through the process of reflection, the 

classroom teacher could become a researcher and professional expertise would be developed 

(ibid: 82). 
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2.2 Expertise in teacher learning and development 
In the section, I follow Tsui’s (2003: 9-21; 245-282) framework to discuss the meaning of 

expertise. 

2.2.1 Expertise as intuition and tacit knowledge 
Firstly, experts are characterized as ‘effortless and fluid performance guided by intuition’, 

experts are engaged in skilled performance so that their skills become part of themselves (Tsui 

2003: 11). In teacher learning and development, ‘expert teachers are more efficient in 

planning and more selective in information processing’. For example, they could recognize 

meaningful patterns quickly, demonstrate more autonomy and flexibility in both planning and 

teaching. These behaviours are due to their large repertoire of routines. The automaticity is 

made by these routines which allow them to direct their attention to more important 

information. (ibid: 41). For teachers, they are able to improvise and respond to the needs of 

the students and the situation very quickly, like to encourage shy students to speak. 

2.2.2 Expertise as conscious deliberation and organized knowledge base 
Apart from the performance of experts, expertise could be assessed from conscious 

deliberation and organized knowledge base. The experts have not only a specialized domain 

of knowledge and recognize meaningful patterns quickly. Experts also perceive problem at a 

deeper level and have strong self-monitoring skills. They are aware of themselves, including 

the mistakes. This perspective distinguishes experts from experienced nonexperts not in the 

skilled routines but in the sophisticated knowledge. Eraut (1994: 152) stresses ‘the ability to 

cope with difficult, ill-defined problems’ rather than only routine matters which is adjudged to 

be the essence of professional expertise. About the deliberation,  

there are two reasons why experts need to be reflective: one is that the intuition and routinized behavior of 

experts may not be correct all the time; the other is that their skills may get out-of-date. Hence, to engage in 

reflection and self-evaluation is very important to maintain their expertise. (Tsui2003: 16) 

The importance of reflection is central to professional knowledge, professional practitioners 

often engage in “reflection–on-action” and “reflection-in-action” to prepare themselves. The 

former takes place after what they have done or experienced to prepare themselves for future 

actions. The latter takes place during the action when they encounter situations which are 

unexpected, problematic, or unique, and they arrive at ‘a new way’ of looking at a 

phenomenon or a problem, hence generating a new understanding of immediate action. Schon 
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(1983: 50) argues that when a practitioner is engaged in the process of reflection, he or she 

becomes a researcher in the practice context. 

2.2.3 Expertise as a continuous process 
Expertise is seen as a continuous process rather than a state (Tsui2003: 17). Reflection in 

action enables further self-development and professional learning is the self-discovery in the 

context of practical activity (Roberts1998: 52). Experts, with plenty of practice and 

experience, inevitably perform better and faster than novices in daily affairs. However, not 

every people become good writer no matter how much practice they have had. Experience 

will only contribute to expertise if practitioners are capable of learning from it. In other words, 

practitioners learn from experience via constantly reflecting on their practices. ‘It is the 

combination of highly motivated learning and the ability to reflect on experience that 

distinguishes the novice from the expert.’ (Tsui2003: 13) Ericsson and Smith (1991: 27) also 

point out that ‘one should be particularly careful about accepting one’s number of years of 

experience as an accurate measure of one’s level of expertise.’ The learning mechanisms that 

mediate the improvements from experience have a crucial role to play in the acquisition of 

expertise (Tsui 2003: 18). Namely, experience is not equal to expertise. Expertise is formed by 

specialized knowledge, experience and regular reflection, named continuing professional 

development. Expertise is that in the process of responding to and taking on challenges, one 

has to go beyond one’s current level of competence by developing new skills and new 

knowledge. This is what Bereiter and Scardamalia (1993: 198) refer to as ‘working at the 

edge of competence’, experts tackle problems to increase their expertise (ibid: 78). The expert 

teacher constantly looks for challenges, moving from smaller to bigger ones (Tsui2003: 273). 

2.2.4 Expertise as a development process 
To summarize, the difference between expertise and nonexpertise is that the experts will 

‘work at the edge of their competence’ (Bereiter and Scardamalia 1993: 34). They challenge 

themselves to be better. For example, experts ‘tackle problems that increase their expertise, 

whereas nonexperts tend to tackle problems for which they do not have to extend themselves’ 

(ibid: 78). The maximizing and minimizing the opportunities for growth is the critical 

distinction between expertise and nonexpertise. In daily practice, experts problematize what 

seem to be routine practices and address them, for example, the teaching of big or small 

letters (like A or a); whereas experienced nonexperts simply carry out practiced routines, their 
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attitude toward language learning and teaching is sloppy. It is in this process of continually 

reinvesting resources to take on further challenges that experts extend their growing edge of 

their expertise (Tsui2003: 19). After all, experts attain a high standard of performance which 

is marked by automaticity, effortlessness, and fluidity (ibid: 20). 

2.3 Reflection and expertise correspond to my own experience of professional learning 

and the development of expertise as a language teacher  

2.3.1. The importance of experience and practice 
The importance of experience and practice is emphasized by the above theories. Schon (1983: 

49) named the exercise of experience as ‘tacit knowing–in-action’. In other words, the 

teachers know something by doing it, not from knowledge or thinking alone. For example, the 

teacher employs a lot of tasks and activities in a class and finds that the opportunities of 

interaction and communication are increased rather than in reading aloud practices. The 

learners could ‘pick up’ the language in listening or reading. So the teacher realizes Willis’ 

(1996: 68) theory, the language exposure in tasks is ‘teacher talk + student talk + course book 

texts + task cycle language + recording + reference material’. The language exposure in a task 

is much more than in a limited drill. In the case study by Tsui (2003: 71), the expert teacher, 

Marina, has four years of teaching experience. In my own experience, the novice teachers are 

really hard to attain expertise while some experienced teachers can easily achieve it. For 

myself, the more I teach the better I perform. However, Ericsson and Smith (1991: 27) point 

that ‘one should be particularly careful about accepting ‘one’s number of years of experience 

as an accurate measure about accepting one’s level of expertise’. In other words, experience is 

not equal to expertise, one year of experience cannot guarantee one level of expertise. 

2.3.2. The automaticity, effortlessness, and fluidity in performance 
Dreyfus and Dreyfus (1986: 36) characterize expertise as effortless and automatic; 

automaticity, effortlessness, and fluidity in performance are characters of experts (Tsui 2003: 

20). In my own experience, the expert teachers could use target language fluidly, without 

hesitation. Also they could prepare the lessons effortless, use less time with better effect. The 

implementing of lessons would be smoother, more automatic. For example, the setting of 

groups would take less time to be ready, decision-making would be also often subconscious, 

routines and tacit or intuitive plans of actions are created. In sum, their teaching repertoires 

are abundant. 
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2.3.3. The reflection and expertise 
There are English teaching programs introduced for teachers in my school, i.e. teaching and 
learning discussions, workshops, conferences, and reading. The teachers who grab the 
opportunities and joined the programs would perform better. In the programs, the teachers 
could exchange their teaching ideas, learn from different experience to solve the problems. A 
skilled teacher requires a combining of reflection on practical experience and reflection on 
theoretical understanding (Shulman1988: 33). It is in the interactive process of theorizing 
practical experience and practicalizing theoretical understanding that an expert is able to 
transcend her own ‘taken-for-granted experiential world as a teacher’ (Tsui2003: 261). 
Teachers who could reflect would attain higher standard of expertise. For example, a 
reflective teacher would think of these questions: ‘How to define learning? What kind of tasks 
are the most suitable for learners? What role are students and teachers expected in class 
room?’ The reflective teacher could adjust his or her own teaching to reach an expertise state. 
For the profession, an important goal is flexibility in teaching approach, a matter of attitude, 
an understanding that no one teaching approach is appropriate for every situation (Pennington 
1990: 135). The students in every year are different so the teachers have to reflect and prompt 
themselves. In sum, Teacher’s knowledge shapes their classroom practices and their 
classroom practices in turn shape their knowledge. The teachers come to a new understanding 
of teaching when they reflect on their practices during and after the action (Tsui2003: 65). The 
expertise and reflection on experience are interdependent.

3. Being reflective in professional development of English language teachers – the 
recommendations to the teacher and management of the school 
3.1     Background 
Chan An is a middle primary school of Taiwan Island in the South East Asia. This school is 
located close to downtown Taipei. Normally there are thirty students in a class. There are five 
English teachers in the school. English is taught from grade one to six at the school as a 
foreign language. There are 3 English classes in a week for students of grade 3 to 6 but only 2 
classes for students of grades 1 and 2. The English teachers have to teach 21 lessons for 7 
classes a week. A lot of students of this school join English cram schools after school. There 
are many native English teachers in those cram school. The parents and students would 
compare the English teaching of school with cram schools. It is very imortant and necessary 
to persue profession development to these English teachers. 
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3.2 Encouraging teachers to be reflective in their work 

Teachers are at the heart of any innovation within national education systems (Hayes 2000: 

136). If teachers could reflect on their work, expertise could be attained. A reflective approach 

to work can help teachers become aware of where these unconscious beliefs come from and 

how they influence their behaviour (Head and Taylor 1997: 27). Through reflective discussion 

sessions based on current classroom experience, teacher development, professional learning, 

teachers who engage in professional practice is attained (Ur1997: 59). It is a painful process 

to fight one’s way out of a deep mental groove. It’s like digging yourself out of a trench (Head 

and Taylor 1997: 28). There are two issues of reflection. 

A. New experiences and new challenges for teachers to broaden their repertoire and take on 

new responsibility which helps them to fight a feeling of jadedness and also to develop 

their careers. 

B. The needs and wants of the individual teacher, from confidence –building to language 

awareness or technical expertise, like counselling skills, assertiveness training, computing, 

meditation and cultural broadening, almost anything, in fact, for teachers whose native 

language isn’t English. In fact, it is not the task of continuing professional development 

itself but the combination of task and feedback which encourage the restructuring of 

professional thinking (Edwards2004: 16). For example, self-awareness and 

self-observation are essential ingredients, even prerequisites, to practicing reflective 

teaching (Bailey et al 2001: 22). To think of the teaching and amend it are the basis of 

reflective teaching.  

3.2.1. Self-inquiry through observation by others 
Much can be learned about teaching through self-inquiry. Classroom visits by supervisors are 

the main source of feedback on their teaching (Richards and Lockhart 1996: 3). The visits 

from peer, pupil, supervisors and their feedback provide essential insights to the teachers. 

Most teachers are unknowning to what happens in teaching. They are often unaware of the 

kind of teaching they do or how they handle many of the moment-to-moment decisions that 

arise (ibid). So self-inquiry is necessary. Self-inquiry, as a kind of critical reflection, can 

trigger a deeper understanding of teaching, which involves examining teaching experiences as 

a basis for evaluation and decision making as a source for change (Richards and Lockhart 

1996: 4). For example, using a seat chart of the classroom to observe the interaction between 
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the teacher and students. The observer records the occurrences of the targeted utterances. The 

flow of verbal interaction may be indicated by arrows, with the head of the arrow indicating 

the direction of the flow or the person to whom the utterance was directed. Seating chart 

observation records provide a source of reflection to the teachers. There are two approaches to 

observing second language class room, qualitative and quantitative (Day1990: 44). A 

qualitative approach provides rich, descriptive data about what happens in the second 

language classroom, like ‘What kind of questions are offered to student X?’ A quantitative 

approach generally takes the form of a checklist or a form to be filled in or completed (ibid: 

47), like ‘How many times does the teacher ask student Y?’ Day (1990: 47) suggests a 

combination of both approaches in second language teacher education. Self-inquiry provides 

issues for teachers to think of their teaching which triggers reflection. The appendix A is my 

example of questionnaire about teaching of English reading club written by my self. Through 

the questionaire I know more about my students’ wants and understanging about English 

reading class then I could adjust my teaching.  

3.2.2. Teachers’ learning autobiographies 
Writing a language learning autobiography can be a useful professional development exercise 

for language teachers (Bailey et alii 2001: 53). The teachers could learn the target language on 

one side, and experience the learning situation on the other side. The difference of ability and 

difficulty of improvement could be the ingredients of teachers’ learning autobiographies that 

in turn shape the reflection of the teachers. Reflections have included personal language 

ability improvement and teaching skills for teachers. 

3.2.3. Recordings: seeing ourselves as the others see us 
Videos enable us as teachers to create more distance between ourselves and our teaching, to 

see ourselves the way others see us including our message, our attitudes, and our affective 

state. For this reason, video works as a powerful prompt for stimulated recall. Whatever the 

cause of this video-enhanced distancing, the separation between our teaching selves and our 

viewing selves usually creates enough space for us to watch ourselves teaching with the kind 

of objectivity that is usually possible only when we are viewing someone else. We can, in 

sense, see more by being further away (Bailey et al 2001: 118). Bailey et al (2001: 118) point 

out that video ‘provides some kind of objective record of what actually took place’ and 

describes it as “individualized par excellence” (ibid). Seeing ourselves on videotape could 
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make teachers aware of habits and mannerisms which they would like to change. The main 

advantage of video recordings is that it serves as ‘a means of objectifying the teaching process 

and converting what is subjective and ephemeral into something that is experienced in 

common and capable of analysis’ (ibid:). Recording is not only the fullest account of a lesson 

and it also could be replayed and examines many times to capture the details which cannot be 

observed by other means (Richards and Lockhart 1996: 11). Schratz (1992: 89) indicates the 

importance of Audio-visual recordings in the development of a lecturer’s self-reflective 

competence. Schratz (ibid) also describes recordings as a ‘mirror-like’ object which provide a 

valuable insight into a teacher’s growth. In sum, via recordings, we could see ourselves as the 

other see us to check our actions and examine our teachings in classrooms which prompt the 

reflection. 

3.2.4. Doing participatory practitioner research to reflect 
Action research is known as in diagnosing a situation, reflecting on that diagnosis, and 

planning and carrying out an intervention in order to improve current conditions, which range 

from students’ learning, to school culture and climate, to teachers’ own individual issues 

(Diaz-Maggioli 2003: 4). Bailey et alii (2001: 134) also define action research as 

‘self-reflective inquiry’ aimed at ‘solving problems, improving practice, or enhancing 

understanding’. In the end, action research could not just improve practice, but also contribute 

to theory building (Bailey et alii 2001: 135). Theory without practice is empty, and practice 

without theory is blind. Bailey et al (2001: 136) assert action research could ‘bridge the gap 

between theory and practice’. After years practice in education, teachers have to refresh 

known theories and link to experience which is named reflection. Bailey et alii (2001: 137) 

state the steps in the action research cycle are 

Problem � preliminary investigation � reflect/ form hypothesis� plan intervention and act 

� monitor/ collect data� observe the outcome. 

For example, the teacher might find that the students could read, write and listen well but 

cannot speak well. This is a problem. Then the teacher investigated his teaching habits then 

formed the hypothesis that he has ignored discourse competence. So the teacher read books 

and tried to teach discourse skills. After all, the teacher saw the outcome and reflected again. 

Such a teacher-as-researcher is constantly reflecting on her/ his practices and then changing 

her/ his practices (LoCastro1994: 5); action research is defined as ‘self-reflective inquiry’ to 
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improve language teaching. 

3.2.5. The use of teaching diary in reflection 
A teaching diary is a ‘first-person account’ of a language teaching experience (Bailey1990: 

215). Bartlett (1990: 209-210) advocates journal writing as a mode of reflection. Bartlett 

(1990: 209) states the diary writing as ‘we begin not only to observe, but we take the first step 

in reflecting on and about our practice’. Richards and Lockhart (1996: 7) also agree with the 

idea, they clarify that the process of writing ‘helps trigger insights about teaching’, writing in 

the sense serves as ‘a discovery process’. Many different issues of classroom experiences 

could be explored through journal writing. Bailey et al (2001: 59) list four benefits of journal 

writing. They are (1) articulating puzzles or problems, (2) venting frustrations, (3) clarifying 

and realizing, and (4) stretching ourselves professionally. Because there is no other intended 

audience, the writer could be completely candid in reporting on our teaching and our reactions 

thereto. This ‘private context’ (ibid) provides freedom for teachers to share concerns with 

others. There could be various substances in a diary, like routine and conscious actions in the 

classroom; conversations with pupils; critical incidents in a lesson; our personal lives as 

teachers; our beliefs about teaching; events outside the classroom that we think influence our 

teaching; our views about language teaching and learning (Bartlett 1990: 210). On the other 

side, Bailey et al (2001: 64) propose the teacher could focus his/ her diary on some particular 

aspect of teaching that interests or puzzles him/ her, go off in unexpected directions, such as 

the native language use in classes. However, the writer does not have to worry about style, 

grammar, or organization, ‘you are the audience to whom the diary entries are addressed’ 

(Bailey et al 2001: 64). About the inscription, Bailey et alii (2001: 56) recommend that we 

should write our journal entries as soon as possible after the teaching event we are describing. 

Bailey (1990: 215) suggests writing regularly and candidly for later analysis. Richards and 

Lockhart1 (1996: 7) suggest once or twice a week, or even daily if possible and review 

journal entries regularly. The thoughts of analysis and reviewing correspond to this point, 

‘simply writing about teaching may not lead to reflection’ (Bailey et al 2001: 66). Richards 

and Lockhart (1996: 8) suggest the colleagues could share their journals and meet regularly to 

discuss them, even collaborate in journal writing could be beneficial in journal keeping. In my 

school, the teachers could write their diaries separately in weekdays then discuss them in 

Wednesday afternoon with colleagues. The moving from ‘hidden self’ to ‘open self’ and 
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interactions between ‘secret self’ and ‘open self’ could prompt reflection (Bailey et al 2001: 

57). The appendix B is my example of teaching diary. I adjust my teaching via the finding in 

my diary.  

3.3. The recommendations to the management of the school to promote higher levels of 

professional development in English language teachers 
Professional development is defined as ‘an ongoing learning process in which teachers engage 

voluntarily to learn how best to adjust their development’, which has become increasingly 

important as a way to ensure that teachers succeed in ‘matching their goals with their 

students’ learning needs’ (Diaz-Maggioli 2003: 1). Namely, promoting effective teaching that 

results in learning gains for all students. A teacher needs breathing space, time to consider 

fresh ideas, an escape from the downward spiral of weekly routine, for his students’ sake as 

much as his own (Head and Taylor 1997: 12). Although reflection is ‘a key component of 

teacher development’ Richards (1990: 5), professional development should be supported with 

strong administrative offices. There are real problems, like time availability and financial 

resources. The arrangement by the management of the school is influential to the professional 

development of language teachers. 

3.3.1 Grouping teachers with subjects as study groups 
Farrell (1999: 157) suggests that forming groups in which teachers discuss and reflect on their 

work is a method of encouraging reflection. Language teachers need to share experiences with 

colleagues by participating in a continuing dialogue about their experiences in their own and 

others (ibid: 165). Study groups involve teachers in reviewing professional literature or 

analysing samples of student work, and using lesson plans or samples of students’ work as 

input for discussion. These meetings also provide opportunities for them to interact in the 

language they are teaching. Within the groups, leadership in meetings is shared 

(Diaz-Maggioli 2003: 3), a minimum set of guidelines is negotiated to insure a deeper, critical 

level of reflection beyond mere description of teaching (Farrell 1998: 7). For example, 

teachers meet weekly as a group to reflect on their work on the base of the observation of each 

other’s classes and professional journals (Farrell 1999: 158), life experiences, inability to deal 

with large classes, students’ responses to questions in class, handling uninvolved students, 

material for conversation classes, giving feedback and the concept of what it is to be a teacher 

(ibid: 165). Each participant has a different education level and varied teaching experience 
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would be better for discussion (ibid: 159). In sum, the study groups amongst teachers avoid 

isolation. For example, the sharing of one's problems is not an admittance of incompetence; this 

arrangement may help a teacher appreciate that they are not alone.  All teachers experience 

some form of indiscipline in their classrooms.  Experienced colleagues may be able to offer 

advice, support and encouragement; less experienced teachers could face and overcome 

professional and personal worries. The school could provide regular free time and fixed room 

for discussion, i.e. every Wednesday afternoon in conference room. External input could be 

supplemented by the school too (Farrell 1999: 169). Individuals and groups in process of 

professional development need to be challenged by external input for a more enriched 

reflection. Teacher development requires input from vicarious experiences, other people’s 

observation and reflection, other people’s experiments, theories learned from research and the 

literature. The school should invest time and funds in the above resources, like buying 

professional journals, books, and publish the transcripts from each group’s discussion. 

3.3.2 Language teaching support centre 
The school can establishes an English teaching support centre which conducts in-service 

courses for teachers in their classroom, which would lead to improvement in their classroom 

teaching, and so to improved learning for children. In the centre, there are professional books, 

journals, materials, recordings, and facilities like computers, a TV, and CD players. This 

centre is like a library of English teaching and learning for teachers to find new ideas, do not 

always follow old ways to teach. In order to make the centre successful, the following 

principles should be maintained: 

Maximize the potentiality of everyone in the centre. 

2. The course should be context sensitivity. 

3. The training utilizes normative re-educative models. 

4. The training and development within the centre should be reflexive. 

5. The teacher development activities should be class room-centredness. 

6. Collaboration is vital of the training system. 

7. The centre is a flexible response to the needs of the teachers. 

8. The centre is continuing professional developmental, supporting workshop and counselling are 

provided always (Hayes 2000: 139-140). 
The higher levels of professional development can be promoted through the utilization of 
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English teaching support centre. 

3.3.3 Providing different opportunities for professional development 
A range of activities should be provided for teachers to reflect on their work to promote 

professional development. These activities can be carried out alone, in pairs, or as a group in 

or out the school, i.e. peer observation, language learning, and workshop (Farrell 1998: 5-6). 

a. Peer observation and coaching 

Peer observations and peer coaching is visiting other’s classes and providing insights and 

advice on their teaching (Diaz-Maggioli 2003: 3), including gathering information about 

teaching, the use of the second language, the planning, the instructional delivery, the methods 

they use for assessment, keeping records of students’ progress, even the communicating ways 

with parents. The observer should not be involved in evaluating a teacher’s lesson (Richards 

and Lockhart 1996: 12) but learn new ways to use the target language and to implement new 

language and cultural practices in the classroom. (Diaz-Maggioli 2003: 3). The interpretation 

of classroom observation should be open-ended for teachers to work out their own 

observation results and provide themselves with focussed data to reflect (Wallace 1991: 

65-82). We teach as the way we have been taught, to bring our past experience to the level of 

conscious awareness is the aim of peer observation and coaching (Bailey et alii 1996: 11). 

b. Language learning experience: role reversal 
Bailey et al (2001: 96) suggest that one of the best opportunities for a language teacher’s 

professional development is to get into a language learning situation. The experience of 

putting yourself in the learner’s shoes can be incredibly illuminating whether you begin a new 

language or try to increase your proficiency in one you’ve already studied. Language learning 

experience can help in at least three ways: first, the experience can lead us to understand the 

challenges our learners face; second, it can help us to better understand language, and specific 

languages; finally, taking the learners’ role and attending to both effective and ineffective 

teaching can subsequently help us to develop our own actual teaching strategies (Bailey et al 

2001: 96). The school could provide language learning opportunities for language teachers to 

promote professional development. 

c.  Attending workshop to promote professional development 
There are a lot of workshops in or out school. The management of school could offer 

opportunities for language teachers to attend to promote professional development. In detail, 
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the time available to be free is a considerable condition for schools to offer for language 

teachers to leave for workshops. 

3.3.4.  Providing a low affective state 
Reflection is not automatic, anxiety will appear in the process of professional development. 

Farrell (1999: 170) suggests for in-depth reflection to occur, a non-threatening environment 

should be fostered in the group. Change in the practice of teaching is not easy but a lengthy 

and potentially painful process. Inevitably, there will be a certain level of anxiety present. To 

incorporate anxiety, emphasizing description and observation over judgment is a good way 

(Farrell 1998: 10). For example, through the autobiography assignment to examine the “good” 

and “bad” teaching and develop teaching philosophies would derive our own anxiety and 

uncertainty. As the management of a school, providing a low affective state is important while 

triggers the response of journals by teacher-learners, a dialogue between the journals and the 

writers (Bailey et al 1996: 23). The observation is another way to promote professional 

development, to ‘learn more about teaching and about ourselves as teachers’ (Smart 1999: 1). 

A non-judgmental approach makes the ultimate goal of observation. It means to ‘choose 

language which is as neutral and as non-confrontational as possible, the observer has to be 

more open-minded about different approaches to teaching, giving more ideas to share with 

teachers who observe’ (ibid 2). In other words, the observers talk in a productive way, without 

negative, overly critical or confrontational language, discussion in a non-judgmental 

atmosphere. In my school, there are several observation lessons practiced by novice teachers 

in a semester. Exactly, the lessons should be opened more to be observed to prompt 

professional development. Especially, the expert teachers could provide more insight for 

professional development. After the observation, the participants could discuss in a 

non-judgement atmosphere within groups. The non-judgmental observation approach is 

important for the following reasons: 

� There is no one single best teaching method. 

� We all have ideas and opinions about teaching which are valuable.  

� Teachers need to talk more about teaching to make our ideas more explicit and to be sure that we are 

all talking about the same things.  

          In order to develop we need to see things from different perspectives and consider various causes 

and consequences for our teaching actions (Smart 1999: 1-2). 
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Within the giving and taking of ideas free, this atmosphere has helped them to reflect more 

deeply on teaching actions, to think critically themselves as teachers. The schoolars in Taiwan 

hold the same view toward this issue. 

3.4 Discussion 
There are a lot of difficulties in implementing the above action. Fistly, some English teachers 

are not subject teachers only. They have to do other jobs, like reading activity and 

administration works. They are too busy. Secondly, the English teachers are not fixed every 

year, the teachers could change theis positions next year. Thirdly, the English teachers have to 

join professional conferences by themselves, including paying the fee of absence of their 

work although there is a universal meeting in the afternoon of every Wednesday to discuss the 

professional development of all teachers within general educational issues, like the 

relationship between teachers and parents, but less particular subject professional 

development.  

4. Conclusion 
Reflective practitioners who perceive ‘self as source’ (Bailey et alii 2001: 245) discover 

opportunities for professional development in experiences. Professional development would 

not ‘just happen’; it should be ‘actively pursued’ (ibid: 246). A competent teacher is also a 

good learner in his/ her working context. Via constant reflection, profession development 

might be pursued. Reflection is critical thinking and expert look for challenges always. These 

ideas correspond to my own experience of professional learning and the development of 

expertise. To encourage teachers to be reflective, observations from others, language learning 

biographies, recordings, action research, and writing of teaching diary should be encouraged 

to be implemented. On the other side, the management of a school could form study group, 

establish language support centre, provide abundant opportunities, appraisal and low affective 

state for professional development.  Professional development equips teachers with the 

techniques to go on developing competence. The teachers have to keep in touch, to maintain 

their level and continue to improve it, see the teaching diploma as ‘the start of professional 

development’ (Eayrs1997: 13), and then expertise would be attained.
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