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Abstract

This study is conducted as an attempt to sensitize classroom
teachers that it is high time for them to cease relying solely on ready
made solutions. one effect ive way is to invite them kindly to do
research in their classrooms. Because, after all, action research is not an
end in its self; it is a means to a further end: teacher development. The
aim of this study is primarily to create a sense of professionalism
among teachers. By professionalism we mean going beyond the initial
training and including a focus on teacher selÊevaluation, investigation
of different dimensions of teaching by the teacher, and examination of
the teacher's approach to teaching. on the basis of the results obtained
from teachers' preliminary investigation survey, teachers,
questionnaire, and the Inspector General's interview, it is deduced that
action research ofteachers is a challenge that secondary school teachers
under the reform moves are striving to reach. Teachers have much
knowledge about the nature of learning; created from their experience
as leamers, the input they receive through their learning and the input
resulting frorn professional development practices undertaken (e.g.
reading, observation, reflection and so on). This creates a wearth of
knowledge and beliefs about teaching and learning. However, these
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beliefs, while well formed and powerful are sometimes handicapped

while teachers try to respond to a change (e.g. cuniculum change).

Educationalists, namely syllabus designers and trainers are expected to

help and support teachers throughout these moves. They should,

therefore, provide teaching resources and adequate training to teachers

and why not involve them in the design and implementation of new

syllabi.

L. Introduction

It has been said that teachers who have been teaching

for twenty years may be divided into two categories, those

with twenÿ years experience and those with one year

experience repeated twenty times. In other words sheer time

on the job does not ensure fruitful experience and

professional growth. Teachers can advance in their

professional expertise throughout their careers. Such

advances do not depend only on formal learning, but also it

takes place when teachers work on their owns or in groups,

by using their teaching routine and their reflections on it. It

is very important to get initial training to reach recognised

teaching qualifications besides that learning. However, this

training should be the beginning, not the end, of teacher

professional development. Teacher development is a model'.'

that should not be only based on the premise that teachers

develop their professional knowledge and educational

practice by passively acquiring those things from a set of

different sources (which encompass mainly textbooks,

articles on pedagogy, conferences organized by the
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administrative bodies, or what is called the development of the

'received professional knowledge' (V/allace, 1991)). It should

consider first and foremost the generative and creative powers of
the teachers in the classroom. It rests on the assumptions that
these powers are released when the teachers investigate their
professional settings (McNiff, 2002; Whitehead, 2004). The idea

of self reflection is central to teachers' investigative practice.

Reflection on practice can be managed in different ways. Among
these, an approach that we intend to explore in our work, the one

that is often called action research. Action research is a process of
empowering those on the 'front-lines' of action, namely teachers,

to conduct research into their own practice, rather than relying on
and- more importantly- being subject to- research findings of
outsiders. There is a number of countries where the curricula are

dictated by the state (as is the case of Algeria). As a matter of
fact, teachers' main job was to implement what policy makers tell
them to teach, using methods others develop, namely syllabus
designers and inspectors. True, suggestions of the syllabus
designers and inspectors are not to be totally lost sight of. Rather,
they can be a good source of inspiration for teachers. Yet they
must not be regarded as rules of good conduct. Instead, they are

best seen as tools which can be made used of. Action research has

a potential to enhance professional development and narrow the
gap between aspirations and reality. When teachers engage in
action research they gain new knowledge, develop reflective
thinking, expand their pedagogical repertoire, and take charge of
their craft (Wallace, 2000).
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2. Literature Review

2. l. Teacher Development

Professional development (professional development and

teacher development are used interchangeably throughout this

article) is defined as an ongoing learning process in which

teachers engage voluntarily to learn how best to adjust their

teaching to the learning needs of their learners. It is an evolving

process of self-disclosure, reflection and growth that ensures the

best results when sustained over time in communities of practice.

Indeed, there are very many definitions offered for the term

teacher development and it is not possible to cite them all in this

work. But we can provide some characteristics of that very

process.

2. 1. 1. Characteristics of Teacher Development

o Teacher development is a lifelong process in order for

teachers to stay current within their field of activity, be it

technical, managerial or educational such as the case of our study.

It is perceived as a long- term process as it acknowledges the fact

that teachers learn over time

o Teacher development is based on constructivism rather than

on a .transmission- oriented model'. As a consequence, teachers

are treated as active learners (Lieberman,1994; Mclaughlin and

Zarrow,2001) who are engaged in the concrete tasks of teaching,

assessment, observation and reflection (Dadds, 2001; Darling-

Hammond and Mclaughlin, 1995; King and Newmann, 2000)
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o It is perceived as a process that takes place within a particular
context. The rnost successful TD opportunities are ,on- the- job
learning' activities such as study groups, AR and portfolios
(Woods and McQuarrie, 1999)
. Many identifu this process as one that is intimately linked to
school reform (Guskey, 1995; Loocks- Horsley, 1998) which is
affected by the coherence of the school programme (King and
Newmann, Op Cit)
o A teacher is conceived of as a reflective practitioner, someone
who enters the profession with a certain knowledge base, and
who will acquire new knowledge and experiences based on that
prior knowledge (Cochran Smith and Lytle, 2001; Jenlink and
Kinnucan- Welsch, 1999; Liberrnan, Op Cit). In so doing the role
of professional development is to aid teachers in builàing new
pedagogical theories and practices (Darling- Hammond and
Mclaughlin, Op Cit; Schifter, Russell, and Bastable, 1999), and
to help them develop their expertise in the field (Dadds, Op Cit)
o Teacher development is conceived as a collaborative process
(Darling- Hammond and Mclaughlin, Ibid). Even though there
may be some opportunities for isolated work and reflectiôn, most
effective teacher development occurs when there are meaningful
interactions (clement and vanderberghe, 2000), not only among
teachers themselves, but also between teachers, administrators,
parents and other community members (Grace, lggg)
o Teacher development may look and be very different in diverse
settings, and even within a single setting, it can have a varieÿ of
dimensions (scribner, 1999). It is clear in the literature that different
factors within a workplace (one significant variable of the ,context,),
such as school structure and schoor culture, can influence the
teachers' sense of efficacy and professional motivation (scribner, op
ci0
o It is an awareness- raising practice, which is intended to develop
the teachers' conscious understanding of the principles underlying
English foreign language teaching andr or the praciical techniques
that teachers can use in different kinds of lessons (Ellis, l9g5: 22i).
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2. l. 2. Models and Tvpes of Teacher Professional
Development

There are a number of models that have been developed and

implemented in different countries to promote and support

Teàchers, professional development from the beginning of their

career until they retire. In literature professional development

models are grouped into three categories (Davis and Pearce,

2000): self- development, co-operative development and .formal
development. The chart below summaries the models included in

each category.

Fiqure 01: Models and Types of Teacher Professional Development

Nlodels
Professional

of 'feaclrer
ent

Techniques included in each

tr'lotlel
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Teacher development comprises many aspects, types and
models, most of these latter can overlap and integrate
systematically under the same heading that is teacher action
research, which we will discuss in the next section, and which
builds the core theme of our study.

2.2 Action Research

Action research means different things to different
educators. To some it may be something as simple as observing a
class and keeping a journal about observations. To others it may
be as complex as a longitudinal study examining the reading
development of several students over several years. Of the
innumerable definitions of action research that have been
proposed over the last forty years, a small selection is set out in
the coming paragraphs.

'Action Research is a systematic. reflective, collaborative
process that examines a situation for the purpose of planning,
implementing, and evaluating change' (Garner, 1996).

'Action Research is a form of self- reflective inquiry
camied out by practitioners, aimed at solving problems,
improving practice, or enhancing understanding. It is often
collaborative' §unan, 1997 : 229).

'Action Research is conducted by teachers and for
teachers. It is small- scale, contextualised, localized, and
aimed at discovering, developing, or monitoring changes
to practice' (Wallace, 2000).

'Action Research is a term which refers to a practical way
of looking at your own work to check that it is às you would
like it to be. Because Action Research is done by you, the
practitioner, it is often referred to as practitioner based
research; and because it involves you thinking about and
reflecting on your work, it can also be a form of self_
reflective practice' (McNiff, 2002: l).
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Action research is known by other names, including
participatory research, collaborative inquiry, emancipatory

research, action learning, and contextual action research, but all
are variations on a theme. Put it simply, action research is

learning by doing.

2.2. l. Tvnes of Action Research
Part of the confusion we find when we hear the term

'action research' is that there are different types of action

research depending upon the participants involved. A plan of
research can involve a single teacher investigating an issue in his

or her classroom, a group of teachers working on a common

problem, or a team of teachers and others focusing on a school-

or district- wide issue.

any one else except the teacher concerned; obvious

examples are writing personal field notes and keeping a

diary. It is more flexible, less professional risky and more

easily implemented than others (Ferrance, 2000).

that the aim of action research is encouraging teachers to

move away from individualistic version of action research

to a collaborative version. This collaboration can be done

with the learners, institutions and colleagues (Burnes,

2004).

. Collaboration with learners. Leamers can be involved in

action research; this may mark a benefit for both teachers and

their learners, in which the latter are given the opportunities to

research and compare their abilities and levels. Teachers, also,

would have the benefit by having insights into how their learners

respond to the exercises implemented (Wallace, Op Cit).

. Collaboration in the some department/ school/ institution.

The advantage of this type of collaboration is ease of contact and
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sharing ofexperiences. In this case, it is considered as an easiest
means of collecting data like observing each others' classes
(Ferrance, Op Cit).
o Collaboration with colleogues outside school/ institution.
This is also called school wide/ district wide action research. The
advantage of this collaboration is to get insights from other
fellow- professionals that work in different contexts (V/allace,
Ibid; Ferrance, Ibid).
o Collaboration with colleagues in a different area of expertise.
For example, the collaboration between the teacher and the
trainer leads to a workable division of work, in the sense that they
would collect different kinds of data. The problem here is that the
teacher would become junior partner rather than an equal partner
(Wallace,Ibid).
c Collaboration with colleagues in other counfries. This kind of
collaboration is mostly encouraged with nowadays facilities
namely the Internet. The advantage of this is to compare the
results ofdoing action research (Ferrance, Ibid).

2. 2. 2. Rationale for Action Research
Action research can be a worthwhile pursuit for teachers

for a number of reasons. Foremost among these is simply the
desire to know more. Good teachers are, after all, themselves
students, and often look for ways to expand upon their existing
knowledge.

,/ Focus on school issue, problem, or area of collective
interest. It can be very helpful for teachers to pick up threads
suggested in academic circles, and weave them into their own
classrooms. It is also comforting for parents, or education
administrators outside of the school, to know that a teacher is
not just blindly following what the latest study seems to
suggest, but is transforming the knowledge into something
meaningful.
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,/ Form of Teacher professional development. Research and

reflection allow teachers to grow and gain confidence in their

work. Doing action research influences teachers' thinking
skills, sense of efficacy, willingness to share and communicate,

and auitudes toward the process of change. Through action

research, teachers learn about themselves, their students, their

colleagues, and can determine ways to continually improve.

,/ Collegial interactions. 'Isolation is one of the downsides of
teaching (Ferrance, Ibid: 14)'. Action research in pairs or by

teams allows time to talk with others about teaching. As a team

teachers can examine various instructional strategies, learning

âctivities, and curricular materials used in the classroom.

Through these discussions with colleagues they develop

stronger relationships.

,/ Potential to impact school change. As teachers get into

action research, they are more apt to look at questions that

address school and district concerns rather than questions that

affect the individual teacher. This process creates new patterns

of collegiality, communication, and sharing.

,/ Reflect on own practice. opportunities for teachers to

evaluate themselves in schools are often few, and usually

happen only in an informal manner. AR can serve as a chance

to really take a look at one's own teaching in a structured

manner.

,/ Improved communications. Team work within the school or

district brings individuals together for a shared purpose.

(Sources: Ferrance,Ibid; Pine, 1981; Little, 1981)'

All in all, action research is continual professional

development- a direct route to improve teaching and learning.

Seeking to understanci and acting on the best teachers know. It
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describes how most educators hope to live and grow as
professionals.

3. Obiectives of the Studv

First, the study tries to shed some light on the importance
of doing research especially for teachers of English who teach
according to the newly adopted syllabus. Teachers need to
prepare their own teaching materials, lessons and unit plans
through action research policy resorting mostly to the web quest
to give them certain facilities. Second, the study purports to
investigate the possible ways in which teachers could develop
themselves. Teaching and research could be developed
simultaneously when teachers undertake research to improve
learning and teaching. In other words, teachers can become
researchers in their classrooms achieving many professional gains
which accrue from the extension of their role as they still comply
to their prior tasks of teaching. Action research is a relatively new
concept in the area of educational research. Given the fact that it
is professionally promising, it might be deemed wise to
investigate its implications in the Algerian foreign language
teaching context. The very fact that action research takes place at
all levels of education, it may not be easy to study its effects on
all of them. For this reason, we have chosen the secondary level
for methodological convenience. That is to sâÿ, secondary
schools involve a great number of experienced teachers who are
all bachelors of Arts in English, be they full or part time teachers.
It is very important to note that teacher research is not a remedy
for all the classroom ills. Rather, it claims to provide teachers
with better and deeper insights into the subtleties and intricacies
of classroom life.

Far from claiming that the problems of the Algerian
foreign language classroom will persist if they do not undertake
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research in their professional settings, we however claim that time is

ripe to get rid of the long established habits of some teachers to

exclusively rely on outsiders (syllabus designers or inspectors) and

seek new ways of teaching. Teacher research, if taken alone, is not a

guarantee of optimal professional development. Teachers must grow

as reflective practitioners (Zeichner, 1994). Hence, our study

considers reflection upon the classroom practices because they are.

the immediate results of action research. In fact, teacher research is

meaningless if it is devoid of reflective practice' Arguably, reflective

thinking is the covert side of teacher-initiated inquiry.

4. Method

4. 1. Participants

The population targeted in this research work is secondary

school English teachers, who have all an experience of teaching

according to the newly adopted syllabus. This population covers all

the schools located in the urban area of Sétif and some schools

located in six rural areas. [t concerns twenty-nine schools making a

total ofone hundred and thirty teachers. The fact that all teachers are

concerned by the process of teacher development and action

research, be they performing in rural or urban areas, justifies our

choice of dealing with both areas. This will enable us to get the

maximum of information and ensure a wide range of varied

responses. Moreover, these areas embrace a diversity of social status;

teaihers have access to the internet, libraries and documents. Since it
is impossible for us, within the limited scope of the study, to deal

wittr àtt schools located in rural areas of Sétif (unlike the case with

those located in the urban area), these schools have been designed

according to their geographical locations. In other words, we dealt

with some schools that are situated north, south, east and west of
Sétif. The urban area comprises thirteen schools and covers the great

number (sixÿ-two) of English teachers in ttre whole city. The rural

areas we chose, on the other hand, consist of sixteen schools and

make a total of sixty-eight teachers. In this research we opt for the

systematic sampling. This method is a modified form of simple
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random sampling. It involves selecting subjects from a population list
in a systematic rather than a random fashion. one hunàreà and thirty
preliminary investigation surveys and one hundred and thirty
questionnaires were handed to the same teachers. However, only onl
hundred and twenty were given back though we insisted so much on
this aspect. These latter will be studied, interpreted and analysed.
Procedure: Svstematic Samnlinq

o We made a list of all the respondents from the school
institutions.

o since the sheets include no names, these were assigned
codes, say from one to one hundred and trventy.

. Every fourth person has been selected.

. The starting point for the selection was chosen at random.. Our sample comprises then thirty teachers.
o We followed this procedure both for the preliminary

investigation survey and the questionnaire.

4.2. Instrument

- The descriptive method was purposely adopted to achieve a
set of attempts; for instance, to encourage teachers to be highly
professional in their work and this can well be done by extrorting
them to be classroom explorers. The descriptive method was fulfilled
along with an analytical approach of the dàta collected. In collecting
the data we used a preliminary investigation survey and a
questionnaire that were addressed to teachèrs of English in the
twenty-nine secondary schools. In addition to that, as stated before,
we set an interview with the Inspector General of English for
confi rmation and further information.

Ouestionnaire

rwhen administering the methods, the number of teachers
was one hundred and thir.ty, while filtering the methods seven
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teachers did not give back their sheets, though we insisted a'lot

on this point, *h.r"ut three sheets contained no answers and

would nàt b. taken into consideration. After collecting the data,

we examined the answers. Then we calculated the percentage of
each option taking the number thirty as one hundred percent

(100%i. Data has been treated in tables, ffid information was

p.es"ni"d and analysed according to the obtained rate (not from
^lrigt 

to low or the inverse). For the presentation of the results, we

urld for each item presented in a table, a circle divided into

sectors, following thè percentages of choices presented into the

tables.

4. 3. 2. Transcribine the Interview

Withrespecttorecordingwhatisbeingsaid,themain
options are audiô recording and note-taking. However, both these

methods have advantages and disadvantages. The use of tape

recorder can be intrusive and the subsequent data transcribing

pro."r, is very time-consuming. Note-taking, is also problematic

às it requires that every thing is written down quickly (taking

notes, u.irg abbreviations and key words). For our transcription

we opted fàr note-taking and this is w}1at our interviewee chose,

then we analyzedthe answers item by item'

4. 4. Results and Discussion

Results of some of the items in teachers' questionnaire are

presented in this section. Some of the responses received

rendered significant results, while some others did not. This

section witt briefly present those responses which were

siatistically significant. 
-Ho*"r"t, 

it should be noted that for the

purpose oi noi making this paper fengthy 
and hence diffrcult to

i"aà, orrly some of the most prominent responses (that is, items

09, 10, 24,25,26,27,and 28) are briefly discussed'
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In item 09, teachers were asked about their
conceptualizations of the meaning of teacher professional
development.

Table 01: what does the concept of teacher professional
development means to you?

Means by which
you can stay
interested in

your iob

A process that
is never
finished

A process that
help you

improve your
teaching

Number 08 09 24
% 26.66 30 80

Twenÿ four teachers view the process of teacher
development as a tool that helps improve their teaching. Added to
this, nine teachers believe that it is a process thàt is never
finished, i.e. a life long process. Eight teachers consider it merely
a means to stay interested in their job.

Item 10 asked about the formal or informar strategies that
teachers use for their professional development, whether
unconsciously or as a matter of policy.

Table 02: what are the strategies (formal or informal) you use
for your professional development (either as a matter of policy or
perhaps almost unconsciously).

In their professional development joumey, teachers use
different strategies, formal and informal, consciously and
unconsciously, to achieve their destination. Results indicaÉd that

Attending
conferences

Reading
professional

iournals

Learners
feedback

Feedback
from

colleagues

Teaching
diary

Seminars

Number t2 l5 08 t4 05 26
% 40 s0 26.66 46.66 16.66 86.66
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the mostly used strategy in teacher professional development is

seminars jtwenty six teachers say this). Although seminars help

in teacher professional development, they are not a suffrcient tool

and shoulà not be the unique one. Many teachers (fifteen as

indicated above) read professional journals, others receive

feedback from their colleagues (fourteen teachers), some attend

conferences (twelve teachers), some (eight teachers) depend on

their leamers' feedback and others (only five teachers) use

teaching diaries.

In item 24, teachers asked about their opinions concerning the

id., "f 
t *hers carrying out small-scale pieces of research on

their teaching.

Table 03: What do you think of the idea of teachers carrying out

small- scale of research on their

Item 25 asked teachers wether or not they feel that doing research

is an important Part of their job.

Table 04: Do you feel that doing research is an important part of

youriob?

Yes No No answer Total

Number 24 06 00 30

% 80 20 00 100

Item 26 seeks to show whether or not inspectors encourage

teachers to do research in their classes'

Tabte 05: Does your inspector encourage you to do research?

TotalNo answerBad ideaGood idea
30000327Number
r00001090%
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Yes No No answer Total
Number 19 1l 00 30

% 63.33 36.33 00 100

We conclude, from the above results, that the majority of
teachers (twenty seven) think that it is a good idea when teachers

carry out small-scale pieces of research on their teaching.
However, only twenty four of them believe that research is an

important part of their teaching. Some teachers are encouraged in
their settings to do research, for instance nineteen teachers benefit
from the support and encouragement of their inspectors. Yet
talking about research is not something that normally goes on
ilmong English teachers in our context. Results show that only
nine teachers out of thirty speak about research with their peers.

We believe that talking about research create opportunities for
teachers to collaborate and learn from each others throughout the
school year.

Item 27 aimed to reveal the ways that enable teachers to treat
their enduring teaching problems

Table 06: What are the ways that enable you to treat your
enduring teaching problems?
more than one answer)

(You can choose

Joining
the
learners
and
discussing
with them

Reading
materials
that have
to do
with the
given
problem

Discussions
with other
professionals
to solve such
problem

You
implement
any idea
that
comes to
your mind

Number 22 09 20 08
% 73.33 30 66.66 26.66

2t



Revue: Dirassat Fi-Oloum El-iusauia oua ElJitirnaia N"l412010 D. KESKES Said

Often the hardest part in classroom research is deciding
on a focus. Teacher research does not require a precise
hypothesis. Although it is not always necessary, teachers can
begin with a problem. Since twenty-eight teachers are eager to
know what seem problematic in their classes, we believe that they
are on the right go to engage in action research. Twenty-two
teachers are already joining their learners and discussing with
them, twenty opt for discussing with professionals to solve their
teaching problems, nine read materials that have to do with the
given problem and only eight implement any idea that comes to
their mind.

Item 28 sought to show which populations teachers consult while
collaborating.

Table 07: While collaborating, which population do you consult?

To explore teaching, teachers need to accept responsibiliÿ
for their own teaching, but they should also know that they need
others to explore. It is worth to mention that a key component of
AR is sharing what they have learnt. As individuals with or
without official training and education, only .teachers can
understand what they are trying to do in class, how it works out
for them, and what they learn from it. However, exploration
cannot be done in vacuum. As Edge explains, 'I want to
investigate my own teaching. I cannot do that without

Your
learners

Your
colleagues

The
staff
of

your
school

Other
teachers
at other
schools

\ryirh
specialists

in the
field

Others

Number t6 t9 07 t3 08 0l
% s3.33 63.33 23.33 43.33 26.66 03.33
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understanding it, and I cannot understand it on my own. I need
other people: colleagues and learners' (1992:4). Fanslow (1997:
166) says this in a different way: oseeking to explore by ourselves
alone, is like trying to use a pair of scissors with only one blade'.
In their collaborative process nineteen teachers collaborate with
their colleagues and sixteen prefer to consult their learners. There
are thirteen teachers who favour collaborating with other
colleagues, but outside their institutions: teachers in other
schools. The rest of teachers either consult specialists in the field
(eight teachers) or the staffoftheir school (seven teachers).

6. Pedaeoeical Implications

6. 1. Implications for Teachers

Teachers' Professional development
o Teacher professional development must be thought of as a

long-term process, which begins with initial preparation
and only ends when the teacher letires from the
profession. This new approach to the education and
development of teachers requires a transformation of
processes and policies that support teachers, their
education, their work and their growth in the profession.

. Teacher professional development has a significant
impact on the success of educational reforms and on
leamers' learning. The more opportunities the teachers
have to be subjects and objects of educational reform, the
more effective the reform and teachers' work is.

o Teacher professional development must be systematically
planned, supported, fturded and researched to guarantee
the effectiveness of this process.

o Teachers must be encouraged to design and implement
experiences and oppomunities that help in their growth as
teachers and professionals.

o Teacher development includes much more than looking
for ways to improve teaching in order to adapt to the
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a

demands of a job. To truly develop as a teacher, the
teacher needs to be free to explore teaching, and explore
his needs to understand the idea that development should
be based only on the concept of improvement. Instead, the
teacher needs to be able to explore teaching to see his own
teaching differently.
Technology and distance education should be used as

means of supporting teacher professional development.
However, we must be aware of the limitations teachers

may have. For example, not all teachers have access to

computers, and not all teachers know how to use

particular forms of technology.

Action research assists teachers in several wavs including the
following:

. It assists them in becoming more systematic observers of
their beahviour and/ or that of their learners during
instruction.

o It fosters their professional growth as teachers.

o It builds self confidence in their teaching abilities; and

o It helps them project goals for continued research.

o Action research influence teachers' thinking skills, sense

of efficacy, willingness to share and communicate, and

attitudes toward the process of change. Through action

research, teachers learn about themselves, their learners,

their colleagues, and can determine ways to continually
improve.

o Exploration is enhanced through description. Descriptions

are audio or video taping interaction, making short

transcriptions, taking snap shots, or by simply writing
down descriptions from memory. Such descriptions can

then be studied, and based on these descriptions teachers

can think about their teaching and generate alternative

ways to teach. Descriptions allow teachers to do this

because they provide a mirror image that teachers can use
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to retlect on teaching. In short, it is through descriptions,
more than prescriptions, teachers can gain deeper
awareness of their teaching and to see their teaching
differently.
Action research in pairs or by teams of teachers allows
time to talk with others about teaching and learning
strategies.
In any school or educational setting, there are teachers
with different levels of experience, knowledge, skill, and
expertise. Mutual sharing of knowledge and experience is
a valuable source of professional growth.
Classrooms are not only places where learners learn, they
are also places where teachers can learn through action
research. Indeed, action research is a learning process, the
fruits of which are the real and material changes in (a)
what people do, (b) how they interact with the world and
with others, (c) what they mean and what they value, and
(d) the discourses in which they understand and interpret
their world.
Opportunities for teachers to evaluate themselves in
schools are often few, and usually happen in an informal
manner. Action research can serve as a chance to really
take a look at one's own teaching in a structured manner.
Teaching without reflection is insufficient. Can twenÿ
years of teaching the same way and doing the same thing
twenty times be called development? Teachers need to
constantly reflect on their experience and remain
observant so as not to fall into the trap of blindly
following routine.
Critical reflection is essential for greater understanding.
Reflection can help teachers move from a level where
they may be guided largely by impulse, intuition, or
routine, to a level where their actions are guided by
reflection and critical thinking.

rl
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6. 2. Implications for Teachers' Trainers
Teacher education must shift from a focus on preservice
training alone to lifelong professional development
(Lange,1991).
Reflective practice should be a target of any teacher
training course.

Although at times it is recommended to do so, trainers
should not present trainees with ready made teaching
methods, instead they can develop the microteaching
techniques. Microteaching, in which different skills are

practiced under carefully controlled conditions, is based

on the idea that teaching is a complex set of activities
which can be broken down into different skills. These

skills can be practiced individually, and later combined
with others. Usually in microteaching, one trainee teacher

teaches a part of a lesson to a small group of his or her

classmates. The lesson may be recorded on tape or
videotape and later discussed in individual or group

tutorials. Each session generally focuses on a specific
teaching task. Microteaching thus involves a scaling

down of teaching because class size, lesson length, and

teaching complexity are all reduced.

Since teachers are the key to the success of reforms, they

must improve their competencies (Curtain and Pesola,

1994: 245-250; and Glisan, 1996: 73-75). To ensure this

ongoing professional growth, authorities must enhance the

experiences of teachers (and, by extension, their learners)

by encouraging decentralization of responsibility for
leaming, and thus promoting self-reliance, collaboration,
and reflection. In short, teachers, too, have to be viewed

as learners and they need to learn together, e.g. in
mentoring and coaching one another. The educational

system must support, both conceptually and financially,
the teachers'endeavors as life long learners.

o

a
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Professional development would benefit from training
sessions. Training sessions should be designed to present
current knowledge on the learning *à teaching of
languages. The training sessions may cover:

information on the latest trends in effective
methodology for foreign language learning

curriculum

practice of language acquisition skills
(Widdowson, 1990).

r]

.] For significant change to occur, each individual teacher,s
needs must be addressed. The teacher must be involved
experientially in the process of development, since, by
itselt knowledge of how to change does not mean change
will be initiated. For improvement to occur, new skills
have to be guided, practiced, ürd reflected upon in
collaboration with colleagues.
It is the responsibility of schools and trainers to provide
opportunities for continued professional education and to
encourage teachers to participate in them. In order for
such opportunities to take place, they need to be planned,
supported, and rewarded (Zimmer-Loew, 1996).

a

7. Conclusion

- Though some believe that research is not part and parcel
of the daily life of teachers because they claim that teachers'
primary job is to teach and not to explore, action research can
open up new perspectives for the teachers. still, the subjects of
our study are striving to take part in this new educational trend
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despite the pressure they are under to cope with the new demands

of reforms. Teachers may also feel they lack the technical

knowledge of research required for them to carry out worthwhile
studies. True, teachers are learning by virtue of being involved in
teaching, from their professional teaching practices; still much

more can be leamed if they are engaged in action research.

Basically, research is very often associated with learning and

improvement. We are not claiming that teachers should be full
time researchers but questioning their work can be a good step in
any attempt to bring satisfactory results to their teaching settings.

To conclude, teacher action research or exploratory practice must

be encouraged and supported by the authorities. In fact, action

research is not the unique method; rather, it is a means of
rethinking of every single aspect of the teaching- learning

situation.
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