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     When planning presentations, workshops, and seminars for teachers, the training/development framework is useful for examining, understanding, and exploring options for what teacher educators do.  In this article I would like to look at the reasons a teacher educator would choose a training or a development focus, or both, with practical examples.  I do not find it useful to view training and development as dichotomous.  They are different, but they do not need to be in opposition.  They both serve necessary, complementary, and even interdependent functions in teacher education.   While it is possible to adopt a strict training approach, such an approach is, ultimately, incomplete because it ignores the expertise of the teacher.  A development approach on the other hand, can and should include both training and development strategies.   

     Much has been written about training and development (see in particular Freeman 1982, 1989,  Larsen-Freeman 1983, 1991, Richards 1990, Woodward 1991).  For the purposes of this article I shall define training as being focused on discrete skills and knowledge, which are transmitted by the teacher educator as expert, with concrete, measurable outcomes.   The educator's "primary functions are to provide ideas and suggestions, to solve problems, and to intervene and point out better ways of doing things." (Richards 1990)  Development, on the other hand, is focused on the teacher's awareness and attitude, her understanding of her practice, and the needs and changes she identifies.  The teacher educator  "endeavors to start the teacher on a process of reflection, critique and refinement of the teacher's practice." (Freeman 1989)  Thus the teacher is viewed as an expert on her own practice, and the outcomes are not necessarily observable, measurable or predictable.   

     In order to understand what training and development might look like in practice, I will describe four scenarios for a presentation on techniques for working with textbook dialogues. These scenarios move across a continuum from training to development, with Scenario 1 closest to the training end, and Scenario 4 closest to the development end.  Scenario 1 is a description of an actual presentation given by a teacher I shall call Regina.   Regina, an EFL teacher from a Central American country, had developed a number of interesting ways to work with textbook dialogues. She was excited about them and wanted to share them with other teachers.  She prepared and presented the following presentation for her colleagues in a teacher training course.  

**From the August 1991 issue of The Language Teacher, publication of the Japan Association of Language Teachers.
Scenario 1:  She divided the participants into small groups and indicated they were to take the role of learners.  To maximize time, she had each group do a different technique, which involved some sort of task such as unscrambling a dialogue or inventing a humorous dialogue between famous people.  When finished, each group explained their task to the others and read the completed dialogue.  They did two rounds of techniques.  At the end, Regina handed out descriptions of each technique. 

      From a training perspective, her presentation was very effective.  Regina has carefully delineated the techniques to be taught; by experiencing the techniques the participants have a clear sense of how to use them, moreover the participants enjoy themselves.   She has imparted knowledge and skills to her colleagues and they have something concrete to take away.  Her guiding question in preparing the presentation is "How can I effectively show the participants what I know how to do?"  A clear advantage of Scenario 1 from a management point of view is the control the educator exercises over time, content and outcome.  

     The potential disadvantage of her presentation is that while the participants have something concrete to take away, it is not clear whether they have something concrete to apply.  Regina has no clear way of knowing whether these techniques are new to the participants, whether they are useful or appropriate for their teaching context, or whether they meet some need. In order to know whether the techniques are in fact useful for the participants, she would need to move in the direction of the development end of the continuum.  She would need to widen her focus to include the participants.  The following questions might guide her in planning a different scenario: How can I find out what the participants already know about the subject matter?  How can I ensure that this is useful to them?  

Scenario 2:   First, she asks the participants "What are some problems you encounter in working with textbook dialogues?"  Then she has them experience some of the techniques.  Following that, she asks them to determine some ways in which the techniques helped them with the problems they had indicated and/or to generate alternatives which might fit their own teaching situation.  Finally, she gives them her guidelines in developing techniques, or she asks them to share some of their own techniques. 

   In the above scenario, she is making use of training strategies, the presentation of techniques,  as well as development strategies, asking the teachers to see them in the light of their own practice and needs.  She is still working from the question How can I effectively show what I know how to do?  while also working with the questions How can I find out what they already know about the subject matter?  How can I ensure that this is useful to them?

   In order to work on the development end of the continuum, in which the teacher investigates and reflects on her practice and generates her own solutions, Regina would need to shift away from the question regarding transmission of skills and knowledge, and work with other questions.  How can I work with what the participants know?  How can I tap into their capacity to understand their needs and generate their own solutions?  In answering those questions, her presentation would undergo further modifications.

Scenario 3:  First, she asks the participants "What are some problems you encounter in working with textbook dialogues?"  Then, she gives them a list of the guidelines she uses in designing techniques for working with dialogues.  She elicits refinements of the guidelines from them.  She gives them a sample dialogue, and a problem to solve:  Using the guidelines, can you generate some techniques for working with the dialogue?  After they have done the task, they share their techniques.  Regina may at this point provide examples of her own.  Finally, she asks them to draw conclusions about how to design techniques for working with dialogues and how these might help in dealing with the problems listed in the beginning.

     In this last scenario, as in Scenario 2, Regina starts with the teacher's identifying problems and needs.  However, whereas in Scenario 2 she provides answers to the problems, in Scenario 3 she provides the teachers with guidelines for designing their own techniques.  She asks them to generate their own answers.  If she gives answers, they are seen as further examples, not as definitive models.  One could say that by providing her guidelines as a model, she is transmitting knowledge and is not fully at the development end of the continuum.  To be fully at the development end, where the participants are identifying both problems and solutions, she might choose Scenario 4.

Scenario 4:  First she asks the participants to think of a successful technique they have used in working with a textbook dialogue.  She then asks them to determine what made it successful.  She lists their answers and from these derives a set of guidelines for designing techniques.  Then she asks them to think of problems they have had in working with textbook dialogues.  She lists the problems.  She gives them a sample dialogue and asks them to choose one of the problems and to design a technique which might deal with the problem, based on the list of guidelines.  Finally, she has them draw conclusions as in Scenario 3.

   If we compare Scenario 1 and Scenario 4, we note that in the latter, the teacher educator has put all of the initiative in the hands of the participants.  While Scenario 1 could be more or less replicated with various groups of participants, Scenario 4 might look different depending on who the participants are and the guidelines, questions and techniques they generate.  In Scenario 1, the focus is on subject matter: textbook dialogues.  In Scenario 4, the focus is on the participants' work: their practice, reflections on their practice, and their capacity to develop and change.  From a management point of view, Scenario 4 would likely require more time than the other scenarios.  The teacher educator would need to focus the contributions of the participants, and the outcomes of the tasks would be less predictable.   

   
The following framework summarizes the questions examined above.  Some of the questions can lead to either training or development strategies, depending on which focus the teacher educator chooses.   

[image: image1.wmf]Questions which determine a training focus  

or a development focus in teacher education: 

 

 

Training Strategies

                                                          

Development Strategies 

 

 

** If I have chosen a training focus, the answer to question 2 will lead to #1. 

If I have chosen a development focus, the answer to question 2 will lead to #3.
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(Graves, 1991.)


     A teacher getting started in teacher education might opt, as Regina did, for a training focus because of the control she can exercise over the subject matter.    Training strategies are useful because they can provide concrete skills and knowledge.  Such strategies are effective when both educator and teacher recognize that the teacher does not simply add or replace skills and knowledge, but integrates them into her understanding and practice.   This recognition implies a development approach: that teachers need to make sense of the input in terms of their practice--which may include rejecting it-- and to develop in ways meaningful to them.  To work with a development approach, a teacher educator must be willing to acknowledge and work with the teacher's expertise.  Development strategies allow her to do so.   Ultimately, in order to be effective as teacher educators, we need to employ both training and development strategies.  Doing so enables us to work with the expertise of the teachers we teach, while at the same time making available our own expertise.  Knowing when to focus on training and when on development is the crux--and challenge-- of teacher education.
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