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Abstract

The purpose of this study is to identify experienced teachers’ perceptions of and beliefs about
their professional development; examine experienced teachers’ perceptions of their process of
learning to teach and forming personal practical theories of teaching, and describe
experienced teachers’ perceptions of significant experiences in their professional growth and
personal development that shaped or influenced their approach to teaching. The experiences
serve as a backdrop for understanding teachers’ beliefs about their professional growth. This
qualitative study selected 10 experienced secondary teachers with more than 15 years of
teaching experiences in Shin-Chu District in Taiwan. Data collection techniques include: (1)
semi-structured individual interviews; (2) informal observations, interviews, and field notes,
and (3) documents and records. The OSR-NUD*IST qualitative data analysis computer
software program was used as the tool for data analysis. The following conclusions were
based on the results of the analysis of the data: knowledge about teachers’ beliefs about
professional development, and knowledge about practice that facilitated teachers’ personal
development. The emerging concerns and beliefs identified in this study included: (a) beliefs
about professional development; (b) beliefs about teachers’ learning; (c) beliefs about
teachers’ role; and (d) teachers’ beliefs about curriculum.
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1. Background

The importance of teacher professional development has become increasingly and noticeably
recognized worldwide (e.g. Carnegie Forum, 1986; Holmes Group, 1986; National
Commission Teaching and America’s Future, 1996, Goals, 2000). Certainly, traditional
approaches to professional development have come under strong criticism as being
insufficient and inadequate (Guskey & Huberman, 1995; Lieberman, 1995). Owing to their
heavy workload, most teachers have little time to pursue their personal professional growth
and development. Teachers seem not to have time to examine the ways of their practice in
order to improve their teaching and explore new teaching strategies. Rarely do teachers have
the opportunity to discuss professional matters with their colleagues or to share classroom
experiences. Many teachers also regard professional growth as an additional rather than
integral part of their work. They often have difficulty finding authentic goals to stimulate
their own professional growth. They get used to teach in the same way without having
reflection every day. Therefore, teaching is a kind of routine job for them rather than a
mission.

Many teachers seem to forget that they are the primary masters who determine what they
want in their teaching journey. This problem may come from a lack of time to reflect on their
current practice, to challenge new developments, or to share ideas with their colleagues. The
isolation of teachers means that they have few opportunities for interaction and less
collaboration. Therefore, teaching tends to be associated with individualism, accomplished
typically without benefit of collegial exchange and cooperative planning, and without support
for trying alternative practices and directions. A number of researchers (e.g. Dewey, 1964;
Feiman-Nemser, 1983; Kennedy, 1991; Wasley, 1991; Whitford, 1994) have argued that this
isolation allows teachers to continue teaching without critically examining their practice, to
teach as they were taught, to find some techniques that are quickly successful, and to
maintain comfortable but not necessarily justified practices throughout their careers. It is
critical that professional development enables teachers to examine their teaching practices
and personal theories, and to profit from working with others.

In addition, the professional activities in which teachers participate in are typically developed
by a central office rather than teacher-developed and based in a school site (Kagan, 1992).
Staff development activities primarily consist of teacher workshops with outside speakers
disseminating information on irrelevant or disconnected issues (Guskey & Huberman, 1995;
Lieberman, 1995). Dass (1998:3) points out that the traditional form of professional
development is “everything is packaged into an afternoon, or a full day in-service session
which seems to be designed as a quick-fix for teachers’ inadequacies and incompetence”. In
the USA, according to a survey on in-service education for K-12 teachers, Wade (1996)
reported that no programs articulated a new vision for professional development. The
limitations of this kind of teacher activities include little coherence and relevance to
classroom practices, minimal support for implementation of concepts presented, and
inadequate follow-up (Howey & Vaughn, 1983; Guskey, 1986; Smylie, 1988; McLaughlin,
1991; Kagan, 1992).
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To encourage participation in in-service programmes, teachers are usually rewarded with
credits that go toward certificate renewal and/or salary increases based on additional degrees
obtained (Clark, 1992). The incentives provided for school teachers often add to the
financial burden of the government. What’s worse is that many teachers who participate in
the professional development programmes, activities, and workshops usually just want to get
the rewards and benefits, instead of seeking authentic professional growth.

Moreover, many teachers feel frustrated that even after attending the in-service teachers’
development courses, they still feel unable to use the new teaching activities, new curriculum
materials, or new knowledge to improve the learning of their students. Sometimes they
complain that the knowledge and theories learned from the professional development
programmes are too theoretical and not sufficiently practical to their teaching. Many teachers
are reluctant to create new knowledge about teaching and learning because it is risky to do
educational research for their classroom teaching. As Stevenson (1998: 99) pointed out, the
majority of “educational practitioners view research as contributing to the advancement of
theory, but not to the improvement of practice”. Therefore, many teachers feel a sense of
frustration in their attempts to change. This disappointment may lead teachers to have a
cynical view of new initiatives and avoid further professional growth.

In-service teachers’ development programmes often do not “speak to teacher problems, and
when it does, teachers rarely have an opportunity to debate the issues, try them out in practice
or modify the recommendations to fit their particular context” (Gitlin & Smyth, 1989, p. 6). It
has not been about “helping teachers study their practice and make appropriate change”
(Feiman-Nemser, 1983:167). Fullan and Hargreaves (1991) argued that in-service
programmes treat teachers as if they should all be the same group or groups according to their
response to training.

Teachers are seen as blank slates to implement the prescribed methods, standards, polices and
curriculum by outside experts (Schwarz & Alberts, 1998). The implication is that “teaching is
often viewed as technical, learning as packaged, and teachers as passive recipients of
knowledge” (Lieberman, 1995: 592). Teachers may end up over-depending on higher
authorities making decisions for them (Nias, 1993) and so they are reluctant to pursue
self-directed professional growth on their own and to view seeking professional growth as
their obligation. The role of technician means that teachers only need to be good at prescribed
skills (Hyde & Pink, 1992) without encouraging individual professional inquiry and change
(Darling-Hammond & Cobb, 1995). This kind of skilled technicians would be unreflective
and limited in their ability to make good decisions, to consider their teaching theories and
actions, or to alter their actions with self-examination.

Furthermore, few schools are structured to allow teachers to promote their professional
growth through methods such as self-evaluation, collegial evaluation or school evaluation
activities. Little encouragement is offered for teachers to be reflective about their teaching
practice and to engage in critical analysis and evaluation (Howey, 1985; Hyde & Pink, 1992).
In fact, critical self-analysis is seen as an admission of weakness and the potential for
negative evaluation when asking for help (Weinstein, 1988). Teachers would rather attempt to
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maintain an appearance of confidence and remain isolated than ask for any help or
information. Little attention is given to the questions of what and how teachers learn from
their experiences in the classroom (Little, 1993). It is in need to notice the ways teachers
learn from their experiences to further improve their teaching.

1.1 Statement of the Problem

In the researcher’s experience, teachers who engage in self-directed learning have been more
effective than other teachers in terms of facilitating students’ learning. However, as teachers
gain experiences, some perceive that there is no need to grow professionally to improve their
teaching. In these experienced teachers’ perceptions, their teaching experiences are seen as
sufficient for them to deal with problems in their classrooms.

Some teachers keep getting better with their teaching experiences, but some do not improve
their teaching after years of practice, and remain the same as the way they walked into their
first classroom. As a result, “twenty year’s experience as a teacher may be nothing more than
one year’s experience repeated twenty times” (Hargreaves, 1993: 88). No persons are born as
professional teachers. Since learning to teach is a personal endeavor, the underlying
assumption is learning how to be a teacher rather than learning to do the routine work of a
teacher. The premises underlying learning to teach emphasize that a lifelong developmental
process are prior experiences influence who we are as developing teachers.

Teachers’ prior beliefs and experiences influence what they learn. Their deep-rooted beliefs
such as teaching as telling, knowledge as facts, and learning as memorizing (Cohen, 1988)
are the obstacles for change unless they learn to teach for understanding. Teachers need to
expand their ideas about learning, including what it means to learn, what helps students to
learn, and how to know what students are thinking and learning. As Darling-Hammond and
Ball (1998) pointed out, teachers not only must deeply face their beliefs about their
knowledge of teaching and learning, but also must reflect on their beliefs about students’
learning. It is critical for experienced teachers to understand that teacher professional
development is the outcome of a complex learning process that is based on continuous
reflection on one’s everyday experiences in a given context (Calderhead, 1988). It takes time
to change beliefs and practice because of much unknown and complexity to learn
(Loucks-Horsley, 1999). The quality of continuing professional growth should emphasizes
how teachers adopt new techniques, activities and materials to fit their own ways based on
their experiences and goals. Teachers’ professional development will make their teaching
more creative, novel and efficient in their continuous reflection. If teachers believe that their
professional development plays a role in leading them to grow professionally in their
teaching life with continuous reflection, it would be easier for the teachers to examine their
teaching practices.

1.1.1 Purpose of the Study

The purpose of this study was to:

e ldentify experienced teachers’ perceptions of and beliefs about their professional
development;
e Examine experienced teachers’ perceptions of their process of learning to teach and
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forming personal practical theories of teaching; and

Describe experienced teachers’ perceptions of significant experiences in their
professional growth and personal development that shaped or influenced their
approach to teaching.

Some writers have argued that teachers should examine the influences of their life
experiences on their teaching as they offer both outside and inside school relevant lessons for
classroom practices (Buntin, 1998). This study focused on the development of professional
life as it is experienced by the teachers themselves. The experiences serve as a background
for understanding teachers’ beliefs about their professional growth. Self-reflection on
teaching experiences encourages teachers to reveal their personal practical theories of
pedagogical actions and begin to rethink and reexamine the beliefs behind them. It is like a
mirror offering opportunities to help experienced teachers to see and understand their
professional teaching knowledge, and to make the invisible aspects of their teaching beliefs
more visible. There is a need to focus on studying how teachers engage in self-reflection so
that we can improve ways of encouraging and supporting experienced teachers who are
pursuing and developing their professional lifelong learning. This development process can
empower teachers to help themselves develop as professionals and enhance their professional
growth.

2. Literature Review

It is significant to know teachers’ perceptions and beliefs in terms of their professional
learning. Some researchers indicated that perceptions are the result of prior and present
experiences (Nias, 1989; Clark, 1992). A number of studies point out that teachers’ beliefs are
thought to have a filtering effect on all aspects of teachers’ thoughts, judgments, and
decisions (Munby, 1982; Clark & Peterson, 1986; Nespor, 1987; Pintrich, 1990; Pajares, 1992;
Johnson, 1994; Heck, 2007). What teachers believe and think influence what they teach in
classrooms.

Previous studies show that teachers’ learning occurs most readily when they have
opportunities for active, intellectual engagement, including reflection, participate in learning
through sustained collaboration and support, and place their primary focus on content
knowledge and pedagogy (Lieberman 1995; Darling-Hammond, 1997). These suggestions
have become the foundation for a growing consensus about what constitutes effective
professional development that can enhance teachers’ learning and practice.

Professional development should involve teachers in the identification of what they need to
learn, and in the development of the learning opportunities (Carlisle, Correnti, Phelps, &
Zeng, 2009; Miller, Lord, & Dorney, 1994; Borko & Putnam, 1995; Tillema & Imants, 1995).
This emphasis promotes educators’ motivation and commitment to learn, affirms their
strengths and enhances their sense of efficacy (Pink & Hyde, 1992), encourages them to take
instructional risks and assume new roles and responsibilities (Barr, Anderson, & Slaybaugh,
1992; Pink, 1992), and increases the possibility that what is learned will be meaningful and
relevant to particular contexts and problems (Goldhaber & Anthony, 2007 ; Kukla-Acevedo,
2009). Clearly, professional development is the process of improving teachers’ skills and
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competencies needed to produce outstanding educational results for students. Teachers are
becoming recognized as the centerpiece of educational change, active and powerful change
agents who have the power to make a difference individually and collectively.

However, if teachers have no commitment to pursue their professional development, any
professional development activities could not develop their functions. Teachers should be
committed to take charge of what they do, including accountability for themselves and others.
They must see themselves as learners, working continuously to develop new understanding
and improve their practice through different ways such as reading professional literature,
participating in study groups, and peer coaching. Teachers should be willing to continuously
reflect on their teaching practice to make their teaching more effective and make them as
better professionals. This is an ongoing development process throughout the teaching career
and is not limited in student teachers’ learning in teacher education programmes. Since it is
lifelong development, it helps teachers to examine and discover their best teaching style
through inquiry and reflection. If teachers “developed methods of professional inquiry,
articulated ways of knowing, and determined standards for knowledge in practice” (Ball &
Cohen, 1999:16), they would have powerful interpretation to improve their teaching and
learning. However, according to Garet et al. (2001), little direct evidence on the extent to
which professional development activities relate to positive outcomes for teachers and
students.

These notions mentioned above connected to this study with the assumption that the beliefs
of professional development held by teachers are not dependent on their position or role in
the education system, but on how they view the purpose of professional development and its
relationship to practice (Stevenson, 1998). The researcher of this study was interested in
examining such questions as: (1) How does the process of teacher professional growth
actually occur? (2) What types of professional experiences do teachers perceive to have the
most significant impact on their beliefs and teaching practices? (3) Do the perceptions and
beliefs of teachers continue to evolve, and are their actions continuously reinterpreted as their
teaching experiences increase? The present study attempted to answer these questions by
examining experienced teachers’ perceptions of and beliefs about their professional
development. The central research question is:

e What are the beliefs of experienced teachers about their own professional
development?

3. Methods

In this study, a qualitative case study methodology was used to gather data from the
perspectives of the participants involved. The researcher investigated the perceptions of
Taiwanese teachers about their professional development. Specifically, this inquiry examined
the extent to which and the way in which these Taiwanese educators perceive that contributes
to their professional growth, and how their beliefs influence their teaching practice. This
qualitative study focused on insight, discovery, and understanding rather than hypotheses
testing. It allowed the researcher to get close to the participants in the settings in which they
work and provide a rich source of data in order to answer the research questions.
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3.1 Participants
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10 experienced secondary teachers at five different schools with more than 15 years of
teaching experiences in Shin-Chu District were selected for this study. Five male teachers and
five female teachers were included. The names May, Michael, John, Brian, David, Angel,
Emily, Vivian, Martin, and Lisa were pseudonyms used to maintain the participants’
anonymity. As shown in Table 1, the years of teaching experience of the ten participants
ranged from fifteen years to thirty years. All of them were interviewed. The interviews were
audio taped and transcribed into Chinese and then translated into English.

Table 1. Description of the Participants

Participant Subject School Gender Number of
years of
Teaching
Experience
May Chinese Shin-Zu Senior Female 22
Girl’s High
School
Michael Chinese Boy’s Senior Male 25
High School
John Science Boy’s Senior Male 15
High School
Brian Counselling Boy’s Senior Male 29
High School
Angel Business Shu-Gwang Female 30
Girls’ Senior
High School
Emily English Shu-Gwang Female 24
Girls’ High
School
Martin English Syan-san High Male 23
School
Vivian Chinese Syan-san High Female 24
School
David Physics Gwang-hua Male 24
Junior High
School
Lisa English Gwang-HUa Female 20
Junior High
School

3.2 Data Collection Techniques

This study employed a variety of research techniques: (1) semi-structured individual
interviews; (2) informal observations, interviews, and field notes, and (3) documents and
records. These multiple methods of data collection assisted the researcher to triangulate the
data and provide more reliable analysis.
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3.2.1 Semi-Structured Individual Interviews

Semi-structured individual interviews of the selected teachers were the primary source of data
collection in this study. The advantage of the semi-structured interviews is that the
interviewer is in control of the process of obtaining information from the interviewees, but is
also free to follow leads as they arise. Patton (1987) stated that good interview questions
should be open-ended, neutral, sensitive and clear to the interviewee in qualitative interviews.
He suggested six types of questions that can be asked: those based on behavior or experience,
on opinion or value, on feeling, on knowledge, on sensory experience, and those asking about
background knowledge. Therefore, questions in teacher interviews were probing questions
designed to provide an opportunity for the participants to reflect on and disclose their
personal views and feelings about their role as teachers as well as their understanding of their
learning and development processes. The questions focused on the following topics:

1. Teachers’ conceptualization of professional development.
2. Teachers’ personal experience in teaching.
3. Teachers’ views concerning their own learning.

Since the purpose of this study was to understand the perceptions and beliefs of Taiwanese
teachers about their professional development, the interviews with selected participants are
critical and essential to meet this goal. To prepare for these interviews, Patton’s (1987)
recommendations are used to develop interview protocols for effective interviews. The
researcher attempted to be clear in the questioning objectives, to avoid jargon and confusing
language, and probe for clarification and elaboration. The following guidelines for
conducting an interview suggested by Gall, Borg, and Gall (1996) were observed:

1. The researcher assured the participants of the confidentiality of their responses
and asked them to sign the consent form for participation before beginning the
interview. The identity of participants remained anonymous and the interview
transcripts were identified by a numeric code according to the interview.

2. The researcher explained the potential benefits of the study to the respondents.

3. The researcher understood the importance of allowing the respondent to do most
of the talking so that more information is produced.

4. The researcher tried to use a conversational style of language and ask questions
that are clear and meaningful to the respondent.

5. The researcher tried to avoid leading, contradicting, or threatening questions.

Although the same framework was used with all participants, the researcher in this study tried
to be as open and as sensitive as possible to issues that each participant might raise during the
course of interviews. All participants in these research interviews were volunteers. The
interviews were audio-recorded and notes were taken during the interviews to promote future
questions and clarification. Each interview was transcribed soon after the interview finished.
The interviews were conducted at the locations that teachers chose for their convenience. The
time for each interview was approximately one hour and followed a planned interview
protocol designed by the researcher. The protocol was modified when necessary to expand on
areas of interest that are discovered during the interview. The transcriptions of the teacher
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interviews were shared and discussed with the interviewees, which served both to clarify any
ambiguities and as a member check technique. During the member check, each participant
was presented with a transcript of his/her interview and was invited to make comments and
any necessary clarifications. This is essential to establish credibility with the respondents and
obtain quality data.

H International Journal of Education
A\ MacrOthI“k ISSN 1948-5476

3.2.2 Informal Interviews and Field Notes

The information obtained through informal observations and interviews is not intended to be
a part of the formal data in this study; however, it would allow the researcher to gain a
broader perspective of teachers’ perspectives about their professional development. Through
these informal observations and interviews, the researcher can get first-hand information that
cannot be gained from interviews about the dynamics. This process helps develop a deeper
level of knowledge and understanding of how teachers pursue their professional development
and do teacher reflection. During all informal observations and interviews, field notes were
used to record impressions and observations, and identify questions to be explored.

3.2.3 Documents and Records

As part of the data collection process, the researcher also collected available documents and
records. These include the information about the effective professional development
experiences teacher perceive, and documents about their change of their teaching practice.

3.3 Data Analysis Techniques

Marshall and Roseman (1995: 111) defined analyzing qualitative data as “the process of
bringing order, structure and meaning to the mass of collected data”. Qualitative data analysis
is often described a messy and a complex process (Miriam, 1988; Yin, 1989). The study
reported is a qualitative case study, which sought to explore how teachers’ professional
development is enhanced through the process of engaging in systematic inquiry about their
practice. In addition, it attempted to investigate how the participating teachers view the
impact of their learning upon their students.

The framework of the data analysis in this study followed the criteria suggested by Joyce,
Weil and Sowers (1992). To identify and explore critical relationships, , making inferences
based on the collected data is important to help the researcher to organize, code, categorize,
analyze and interpret the data in a meaningful and logical way. In other words, in order to
accomplish the goals of the study, the methods of data analysis included: searching for
patterns, themes and ideas in the data; creating coding categories as the patterns emerge; and
organizing the data into different categories. By analyzing the data in a structured and
meaningful way, the researcher intended to identify relationships, describe new understanding,
and discover participants’ insights on study groups. In particular, the researcher intended to
describe teachers’ perceptions and beliefs of their professional and personal growth. Then, the
researcher intended to explore the narrated effective experiences of professional development
from participants’ perspectives. Finally, the researcher also attempted to explore the
relationship between teachers’ beliefs and perceptions of their professional development and
their teaching practice. In the final section of the study, the researcher developed
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generalizations about the case in terms of the patterns and how they compare and contrast
with the literature.

When individual interviews were completed and transcribed, the information was saved in a
separate file for each individual. All data were read, re-read, and analyzed by identifying
participants’ anonymous name, question number, categories in parenthesis and a sentence,
phrase, or text to identify the category. The identified categories with supporting sentence or
phrase were then copied directly to a database file created for each individual. All the
responses from participants were analyzed for both groups of questions and each question.
For example, a group database file was created by combining all participant categories and
examples for comparison analysis in order to re-examine all data deeply. This is a way to see
more alternative explanations, anomalies, or conclusions by analyzing a group database. This
also helped the researcher to add, combine, or eliminate some categories to make the data
analysis more coherent with the goal of the study. Each question was also analyzed based on
the responses from participants. By analyzing each question from participants, additional
categories were compared, contrasted or combined to clearly elicit the development of
themes.

The researcher reviewed the data from the various sources looking for instances of teacher
learning as professional development. As a result, the following themes emerged which are
related to the research questions posed in this study:

1. Exploring teachers’ views.

2. The role of feedback in coping with innovation and change.

3. Developing awareness and tolerance toward different perspectives.
4. Strategies to cope with innovation.

5. Developing awareness of own context.

These themes were related to the research questions, which examine how teacher contributed
to teachers’ learning and professional development.

When the themes were identified, the codes were determined. As the themes were identified,
and the coding grew and became more detailed, the codes were compared to discover the
focus of the analysis. Carspecken (1996:151) noted, “once you have a thick set of codes you
will be in a position to decide how to focus your analysis”. Once the results of the
preliminary coding process for all participants were merged into the group database, data
could be organized in a variety of views. The QSR-NUD*IST qualitative data analysis
computer software program was used as the tool for data analysis.

4. Results and Discussions

The following conclusions were based on the results of the analysis of the data: knowledge
about teachers’ beliefs about professional development and knowledge about practice that
facilitated teachers’ personal development. The emerging concerns and beliefs identified in
this study include: (a) beliefs about professional development, (b) beliefs about teachers’
learning, (c) beliefs about teachers’ role, and (d) teachers’ beliefs about curriculum.
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The brief explanation about professional development includes effectively reaching teaching
goals and promoting teaching efficacy, continuing learning something new to

improve teaching, being able to express to make students learn what you want them to know
to promote teaching quality, and making students gain professional knowledge. All of these
beliefs from teachers in this study contributed to content knowledge, general pedagogical
knowledge, and pedagogical content knowledge. In addition, three characteristics such as
teacher learning, teacher change and teacher role revealed from participants lead to teachers’
personal practical knowledge (see Appendix 1).

4.1 Beliefs about Professional Development

When teachers were asked about their definition of professional development, all of the
teachers in this study responded that teacher professional development is important for
teachers’ teaching. All of them reinforced the idea that teachers need to make efforts to
enhance their professional development. For example, Michael thought that teacher learning
made him effectively reach his teaching goals and promote his teaching efficacy. He believed
that this is what professional growth means. He said,

| think that an advanced learning on professional subject is the professional
development on biology or earth science. For example, we haven’t read about
biological technology when we were in college. | learned about that and some
teaching ideas through advanced learning. Constructional teaching and
creative teaching have basic theories and require some specific tasks; however,
we haven’t had such training like this in college. Without this training, we
certainly treat students in our own way based on our teaching experiences.
There might be better approaches we do not know. If we know, the ways
would promote our teaching effects. Therefore, as a biology teacher, | call
those learning activities which can promote my teaching efficacy and reach my
teaching goal as a kind of professional growth.

Lisa mentioned that professional growth can make teachers learn something new to seek
without repeating. She believed this positive learning attitude fostered teachers to continue
learning something new to increase their teaching efficacy. She thought,

Professional development can make teachers have a clear direction while
novice teachers are lack of teaching experiences. Second, to seek something
new makes teaching more interesting rather than boring. Sometimes, teaching
seems to repeat something if there is no change.

Emily defined professional development as making her teaching better. She said,

I would explain professional development on how to do my job better and
better. My teaching should be promoted along with my teaching experiences.
So, how to make my teaching make progress and how to polish my
professional areas are my perceptions about professional development.

David explained that teachers should pursue their professional knowledge to make teaching

11 www.macrothink.org/ije



ISSN 1948-5476

\ MacrOthi“k International Journal of Education
A Institute ™ 2010, Vol. 2, No. 2: E12

more effective. He mentioned, “Professional knowledge is essential to your teaching,
especially when you have to teach students. If you can’t be good at your professional areas,
how can you teach?”.

May thought that teachers need to improve pedagogical knowledge to make their teaching
more understandable for students. She said,

Although I have taught over twenty years, there is still much for me to learn. |
also thought kids nowadays seemed not study hard like before, so it is in need
to notice how to make students learn what you want them to know.

Martin mentioned that teaching quality is vital for students’ learning. He thought,
“Professional development can promote teaching quality as well as make students receive
more professional and correct knowledge.”

All the teachers in this study believed that teachers need to keep learning and pursuing their
professional development. They also reported that teacher professional development is
important for teachers and students’ learning. Teachers need a deep understanding of the
subject matter they teach. If they have in-depth content knowledge such as the structure,
patterns and themes of their discipline, they not only have a variety of sources to explain to
their students, but also they can build connections to other content areas which makes
learning more relevant. The teachers’ report in this study showed that teachers believed
content knowledge plays a key role on their teaching. Meanwhile, teachers in this study
thought that learning something new is a kind of professional growth which can refresh
teachers’ teaching. As the results of this study showed, teachers tend to develop their
knowledge of instruction and general pedagogical knowledge appeared in teachers’ beliefs.

Furthermore, as Michael stated, those teachers who can promote teaching efficacy is
professionally grown. May also mentioned that she needed to have the ability to make
students understand what she wanted them to know. The evidence showed a strong, positive
connection between teachers’ subject matter knowledge and students’ learning. Pedagogical
content knowledge is “the blending of content and pedagogy into an understanding of how
particular topics, problems, or issues are organized, represented, and adapted to the diverse
interests and abilities of learners, and presented for instruction” (Shulman, 1986: 8). This
appears that pedagogical content knowledge requires teachers to be able to present the
content of knowledge using multiple strategies that meet the needs of learners. As the results
of the study showed, teachers noticed the purpose for subject matter and the value of
understanding knowledge of learners. The teachers in this study focused on students’
understanding rather than the delivery of content.

In summary, the knowledge teachers reported in this study can be viewed as representing a
dynamic complex of subject matter knowledge, general pedagogical knowledge, and
pedagogical content knowledge. Effective teachers must be able to use what they have
learned to facilitate students’ learning because teaching needs to comprehensively apply their
knowledge rather than store knowledge (Shulman, 1986; Freeman, 1989). The reported
beliefs about professional development suggest that teachers’ learning contributes to their
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content knowledge, general pedagogical knowledge, and pedagogical content knowledge.

4.1.1 Beliefs about Teachers’ Learning

When teachers in this study were asked how they viewed their learning and what they
considered as obstacles to their professional development within the school, all of them
believed that they are responsible for their own learning, which should result in continuous
efforts. For example, Lisa said,

| ever heard a lecturer said that there is energy water when we learn. Learning
is an extra job and we felt happy when we discovered something new. |
understand this is the big source of your work or should be the source of
happiness because you know something new.

Emily believed that teachers’ learning can refine and revise their knowledge and pedagogy.
She mentioned “there is something new to seek for professional development, and you won’t
feel bored when you teach. Sometimes if your teaching becomes inactive, you are repeating
your teaching all the time.”

According to the interviews of all the participants, professional development is a social
science which teachers can learn through the process of investigating what they teach and
how they teach. The followings are the examples of teachers’ interviews:

“professional knowledge is important, especially when you teach. If you can’t do better on
your professional areas, how can you teach? (Brain)

“how to make my teaching better and better on professional areas is my explanations of
professional development.” (Emily)

“l call it professional development for continue learning that can promote my teaching
efficacy.” (Michael)

“it can promote professional quality and make students learn more professional and correct
knowledge.” (John)

The responses from the interviews of 15 participants showed that the development of
teacher’s knowledge about their own practice and the development of their personal
knowledge about teaching. Personal development is seen as an important component of
professional development (Eraut, 1994). The interviews from 15 participants showed that
teachers were aware of their learning and their professional development. May said,
“Although | have taught over twenty years, there is still much for me to learn.” As Michael
reported,

I thought that an advanced learning on professional subject is the professional
development on biology or earth science. For example, we haven’t read about
biology technology when we were in college. | learned about that and some
teaching ideas through advanced learning. Constructional teaching and
creative teaching have basic theories and require some specific tasks, however,
we haven’t had such training like this in college. Without this training, we
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certainly treat students in our own way based on our teaching experiences.
There might be better approaches we do not know. If we know, it would
promote our teaching effects. Therefore, as a biology teacher, | call those
learning activities which can promote my teaching efficacy and reach my
teaching goal as a kind of professional growth.

Emily also focused on her learning to improve her teaching practice. She said,

I remember | learned to use pictures in our teaching from English teaching
magazines. Like this, this is good for me to use it in my teaching. This is a
good way of avoiding your teaching structured and more practical. | feel good
because | can use it. Sometimes, not only kids like more change. We also like
something change. If we can use what we’ve learnt, that is good.

This provides a situation in which teachers can cultivate this learning as a process, whereby
they can assess and improve their own methods, knowledge and skills. The involved
participants believed that they have to acquire new knowledge by constructing it for
themselves to convey to their students. Their perceptions regarding their learning
corresponded to the idea of Eraut (1994) that professional development is dependent upon the
development of individual’s self awareness. The evidence of this study showed that teachers
were aware of facilitating their knowledge and skills in order to achieve their professional
growth. In this study, the responses from the participants entail discussing ideas and
evaluating ideas based on experience. In other words, teachers in this study tend to construct
personal knowledge about their teaching practice. According to Eraut (1994), “personal
knowledge” is used to describe the personal meanings that an individual constructs as a result
of experiences. Namely, teachers in the study showed personal knowledge about their
teaching practice. This evidence corresponds to Kagan’s study (1992) that a teacher’s
experience in classrooms grows and forms a highly personalized pedagogy or belief that
actually constrains the teacher’s perception and behavior. This suggests that when teachers
have self-awareness about their teaching, they have personal knowledge to support their
professional and personal development. Since self-awareness is an important element for the
understanding of both professional and personal development (Eraut, 1994), the evidence of
this study reveals a development of teachers’ self-awareness for their teaching growth.

4.1.2 Beliefs about Teachers’ Role

In this study, teaching experiences provided teachers with an opportunity to explore,
implement, and evaluate ideas about teaching. Through teachers’ own values, goals, and
personal philosophy, teachers in this study constructed their personal knowledge about the
teacher’s role. As Michael mentioned, the conception of the teacher as a transmitter of
knowledge assumes certain expectations from the learners. He further explained that learners
are there simply to get the knowledge from the teacher and have little responsibility in the
direction that their learning takes place. However, for Michael, this conception changed as he
gained more experience in his teaching. He reflected,

When 1 graduated from school, | thought teachers are responsible for
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transmitting knowledge. So | defined myself as a person who teaches
biological knowledge. Based on this, 1 wanted my students to learn biology
well. I also spent much time on transmitting life knowledge to students. But, |
felt teachers are actually the leaders to students’ concepts. Although our
thoughts are different, environments changed over time but something won’t
change such as respect to people and self-confidence. In fact, it is necessary
for us to teach these to students to build good base for them. I think that if I am
a good leader in terms of biology, what | am supposed to do is to lead them to
enter the world of biology rather than transmit specific knowledge. As for life,
| lead them to social life models, and how to get used to groups. | think the
role of leaders is more appropriate. Therefore, | changed to a leader from a
transmitter. Like a bridge between students and society, students and biology,
students and nature, students and schools....

A\\ Mac rOth i “k International Journal of Education

Lisa believed that she should treat all students fairly. At the same time, she holds that every
student is unique and deserves an education suited to his or her special needs. She mentioned,

Teachers are usually the people who lead students to some key points of
direction, not just on textbooks. At least, teachers should collect information to
instruct students the point of views around the world, teach students to
understand themselves, tell them not to go toward grades, etc. Many students
always value themselves by grades, and evaluate which school he/she needs to
go based on their grades....I usually told people that if someone wanted to
treat you for whatever you eat at one restaurant, but just for one order, which
one you would order? Would you order the most expensive one or the one you
like? Someone doesn’t know what his/her interest is, but he/she can say if you
like or dislike. At least, we have to know what we want.

These experienced teachers’ interpretation of what it means to be a teacher is interesting. For
them, they now have learned that being a teacher is not simply a matter of delivering a
syllabus or transmitting what might be called information or knowledge. The intention
between treating students as individuals and treating all students alike may cause teachers to
disregard or overlook student diversity that is race- or class-related and that reflects social
inequities. According to the interviews of the teachers, their understanding of teaching has
been changed to include making decision on what to teach, how to pace their teaching and
how to respond to students’ needs. This aspect of the study corresponds to the study of Carter
(1990) that teachers learn to teach as they make sense of and take on the tasks of teaching.
When teachers find tasks of teaching they usually do such as teaching lessons or maintaining
order common to all classrooms, the meaning individual teachers bring is a function of their
unique knowledge and experience.

Furthermore, when teachers act to accomplish tasks of teaching, their understanding of what
a given task involves and what it means to accomplish it changes. According to the teachers’
perspective in this study, teaching is apparently a moral practice as well as a technical activity,
which has implications for thinking about the content of learning to teach. Clearly, the
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teachers in this study thought that teaching is not just giving students knowledge and skills,
but also the values of learning and what students really need. The teacher perception in this
study also corresponds to the idea of Feiman-Nemser (1996) that teachers are expected to
develop values, commitments, and images of good teaching except acquiring requisite
knowledge and skills.

Through interviews and observations, teachers’ views about their role as a teacher and their
attitude towards their students’ learning have undergone various changes during their
teaching profession. The results showed that teachers create their own role within the
classroom based on their views of teaching and learning and personal interpretation of what
works best for their students. The propositions the experienced teachers showed in this study
implied that teachers have developed knowledge of self (Elbaz, 1991) to refine their teaching.
Elbaz (1990) defined knowledge of self as an important facet of teachers’ practical
knowledge. This knowledge includes teachers’ awareness of their own values, goals,
philosophies, styles and personal characteristics. Namely, this knowledge is more personal
and can generate abstract theoretical knowledge about teaching that is filtered through
teachers’ own values, goals, and personal philosophy. When the three teachers understood
that teaching is not just focused on content knowledge but life values such as respect and life,
they exemplified the personal and intellectual virtues they sought to cultivate in their
students----tolerance and open-mindedness, fairness and justice, respect for human diversity
and dignity, the ability to question received wisdom. These personal perspective and
experiences create teachers’ knowledge of self in this study. For these teachers, the act of
reflecting on ourselves, and exploring their values and concepts seems to play a significant
part of understanding their roles and hence the way they teach their students as they have
progressed through their teaching years.

4.1.3 Beliefs about Teacher Change

Given that the professional context in which teaching practice is perceived to occur, a
perspective offers an appealing theory of teacher learning and consequently of teacher change
or growth. According to six teachers’ experiences, this study finds out that teachers have
turned to conceptual change models for insights about the conditions under which people are
more likely to change their minds. These teachers considered why new practices and their
associated values and beliefs are better than the more conventional approaches. John found
that the conceptual change in the relationship between teachers and students is the biggest
impact on his teaching. Michael said,

Students and you are actually equal. They just have not learned what they have
learned. Maybe they are better than you on computers. For example, | always
asked students to do for me as for computers. They made website for me... if |
need a chart, students can draw it for me using computers. Actually, students
sometimes are your teachers.... The change of interaction and ways between
teachers and students resulted from a change of concepts. Before this, you
never thought of doing this in this way. This is not difficult, but you never do it.
For me, this is the biggest impact on new teaching beliefs, and perceptions of
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some roles. What is the interaction between you and your students?

Lisa said that she changed her teaching practice to make students happier rather than asking
students more. She said,

| felt that sometimes kids needs a little tolerance because their background is
connected to bad behavior they performed. If I have understood this, I might
tolerate kids more. If students don’t hand in homework or have some serious
emotional reaction, I won’t rush to punish them but wait for a while.
Sometimes, a waiting or a tolerance gives students hope.

The conceptual change makes Lisa change her teaching practice. She said, “I asked students
more when | began to teach. But | gradually appreciated that making kids happier would be
better for their learning efficiency.”

Furthermore, two teachers reported that they must change their attitude to students all the
time under realistic conditions. They realized the difference between students’ learning
attitude and the ways to communicate with students. For example,

David said,

I change every year, especially with students. When | just graduated from
school, | viewed myself as kids’ friends. In fact, | was really like their brother
at that time, but I found something wrong with this. I was still their teacher
actually. When | played the role as their friend, students were confused. What
is the role of a teacher in their mind? Sometimes, they didn’t get it. This was in
my twenty ages. | changed the thought when | was 30-35 years old. I thought
that I can be their friend in private, after class or off the campus. But as long as
I am in classroom, | am a teacher. They are students no mater you like me or
not. After class, | welcome students view me as their friend. I am kind of
satisfied with this. Now, | am 46 years old. | am changing my attitude...

Brian also said,

I have been thinking how I can teach students to understand. This is important.
When | was a beginning teacher, | had no experiences. | have more
experiences more now, so | know how to make students learn more efficient. |
also felt I made it. However, | changed this belief. I don’t think that teachers at
craming schools are not formidable as well as important. | found that although
you are good at teaching content knowledge, it is not a big help for
kids.Students may read tons of things, and maybe they got high grade at school,
and even got good performance in High School Entrance Examination. But |
don’t know if they can have good future because of what | teach. On the
contrary, | think that kids need to think first and know what they want, and
then come to me. How to make kids come to talk to you is not easy, because
when you ask students if they have any questions about what you teach in
classrooms, less than five raise their hands. This is supposed to mean that only
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five students have difficulty understanding what | teach in this class. The rest
of the students are supposed to understand what | teach. But as a result, only
those five students got good grade rather than more than thirty students did.
This is what 1 am concerned. Those who can ask questions really learn
something, and those who do not ask questions do not mean that they don’t
have questions. Part of the reasons is either they might not know how to ask or
they know nothing. Therefore, | changed my teaching on leading students to
think critically in terms of what | intend to teach during these five years. |
don’t focus on testing students any more. | found that students won’t feel
sleepy easily, and are willing to spend time thinking. After this change of
teaching, not only five kids can get good grade, but also some students begin
to feel interested in this subject. I am proud that this way of leading motivates
students to see problems and think questions. | dare predict that these students,
by means of this leading, are more likely to have high achievements than those
kids in traditional teaching ways in five years because they know how to think.
This is the biggest change on my teaching.

Martin also believed that teachers need to respect students’ individualism and learn to
appreciate their unique differences. He said,

In the past, we emphasized authority, but now you have to learn to respect.
This means that you have to tolerate students’ differences that you might not
stand before. This is one of your professional growth.

From the teachers’ report, they need to incorporate their ideas and practices into their
teaching to fit in this modern society. The evidence in this study showed that teacher changed
their teaching practice for more interactive teaching through conceptual change. This can be
classified to “practical’ or “classroom knowledge” (Elbaz, 1983; Doyle, 1990) that reveals the
complexities and uncertainties of interactive teaching and the need for considerable
thinking-in-action (Schon, 1987). Elbaz (1991) also suggested that the form of teacher
knowledge is connected to classroom practice. As Michael and Lisa believed, students need
more open-mindedness from teachers, so they have to change their classroom practice for
students’ learning.

Teachers’ practical knowledge in this study implied that inside knowledge, that is, knowledge
generated by teachers in the context of their work, is essential to really understand teaching,
with the intent to use that knowledge to improve classroom practice. Martin also believed that
students needed to be cared in accordance with what he did to students.

| tolerate students more. | won’t argue with them. If we have misunderstanding
in classrooms, | will deal with it in classrooms at that time. | will look back the
conflict between the students and I, and | will understand what the student’s
problem is... as long as you deal with it in an appropriate way, there won’t be
big problems.

The results of this study correspond to a number of studies (Posner &Strike,1985) that
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changing teachers’ beliefs depends on their recognized discrepancies between their own
views and those underlying new visions of teaching and learning. Change on human
judgment is more likely to occur if alternatives are vivid, concrete, and detailed enough to
provide a plausible alternative (Nesbitt & Ross, 1980). The findings of this study indicated
that teachers view teaching not only as a process of knowledge transmission, but also as a
process of guiding students’ learning or a process of developing social relationship.

The evidence of this study indicated that teachers with teaching experiences continually
assess and reassess what they are teaching to adjust for the learning styles and background of
their students. In this way, teachers’ construction of their teaching methods employed
constructivist views of the learners.

4.2 Teachers’ Beliefs about Curriculum

Teachers in this study reported that they had a shift in thinking and in teachers’ roles and
placed greater demands on teachers. However, teachers’ beliefs about curriculum are also
pivotal in terms of bringing about significant change in teaching in this study. John felt that
he had to change his teaching beliefs in terms of students’ expectation on learning goals. For
example, he said,

In fact, if we just made students do more practices and tests, we couldn’t
develop our teaching ideas. As long as you talk more about their life, students
feel you are talking nothing relevant to their entrance examination. Sometimes,
if you want to share one article or knowledge from newspapers in classrooms,
students would prefer giving them more time to prepare for their examination.

Angel also reported that students’ learning goals focused on examination had made her feel
frustrated on teaching. She said,

| feel frustrated that the purpose of my teaching is just on tests. In fact, this is
just part of professional development. When you are willing to give them more,
students won’t be interested. What they care is if the material you are talking is
examination content or not. If not, they won’t have desire to know it.

Through the interviews, this study found that more than five teachers were limited by
constraints which they associated with the inherent nature of both the curriculum and the
students. Students’ expectation of a central role for teachers as well as concerns about being
accountable and progressing with the curriculum limited the teachers’ development of a
constructivist pedagogy. This result indicated that teacher’s positivist epistemology, along
with constraints which the teacher associates with students and curriculum policies, limited
the adoption of more constructivist beliefs. However, the trend seems to be a big obstacle for
teachers to overcome until now. This might need teachers’ self-negotiation, and social
negotiation among teachers, students and the whole school community to reconstruct
teachers’ constructivist beliefs.

4.3 The Impact of their Learning and Innovation on Their Students

When asking further about teachers’ teaching practice, the participants began to consider the
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importance of assessing their own learning and the impact of their learning and innovation on
their students. Five teachers agreed that their learning links to their teaching. Brian believed
that learning makes him sustain his belief. For example, Brian said,
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| feel that learning can keep me in good condition. | won’t feel disappointed or
frustrated because of students. Learning makes me believe that teaching is
hopeful. Some teachers label students as bad students. | found that some
teachers showed their passive and critique attitude on students in terms of their
feeling on what they called bad students. This is dangerous for teachers to
teach in this way.

Michael mentioned that he changed what he did in classroom through professional
development activities. He found that the value of teaching affects teaching strategies. He
took teaching biology as an example. He focused more on the content in textbooks such as
the function of cells. However, he understood that is the beginning of a life, so he preferred to
make a connection with certain events or social case studies to integrate his teaching. Michael
said,

For example, | might add some teaching materials about Nano which | learned
from one workshop. This is a change of curriculum. However, when you value
something different on your teaching, you might change your teaching
strategies. In the past, | usually focused on knowledge about biology. So, I
spent much time talking about content knowledge to let students clearly
understand the function process of cells, and some structures of organic
categories. But now | feel this is the moment for life, so I first introduce some
social events to lead to my class. For instance, it’s raining. Which area of
Shin-Chu will happen to mudslide? Why does mudslide happen? Because of
slope... Why didn’t mudslide happen in the past.... , but now it happens so
often? There were trees before, but trees are chopped now... | lead this to my
class in this way. Thus, | won’t teach students how many kinds of forests there
are in Taiwan, but the biological role trees play in this area, something like that.
Actually, these things are related each other. The different value decides your
teaching design.

Martin reported that he has to learn new English teaching strategies to fit in the society in
terms of natural phonics. He thought the change of teaching strategies was professional
development. Martin mentioned,

As for English teaching, we usually teach alphabet first and then phonics.
After learning all of this, we teach “Good morning!” Then, natural phonics
becomes common. If you know nothing about this, you might not learn natural
phonics. This is your professional development that enables you to know
different teaching skills, change of teaching strategies, or the trend of English
teaching..... This is change, and this is what professional development means.

David and Angel changed their teaching behavior through self-learning. They believed that
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teachers need to continue learning something new to increase their teaching efficacy. David
mentioned,

| read English and Chinese newspapers. Sometimes | also print good articles
for students.... You can’t just teach from textbooks, and some students will ask
relevant questions. If you don’t keep learning, you might have problems
responding to students’ questions. .............I think teaching is continuing
learning and accumulation of experiences. What I mean continuing learning
includes visible and invisible learning. Invisible learning is you also learn from
students in the process of teaching. We might learn that what we can teach to
meet students’ need. When we talk more, students might not understand. For
example, | teach Chemistry, but the student | teach begins to feel afraid of
Chemistry instead. This is what | don’t expect. This is an invisible learning.
Visible learning is through workshops or purposeful arrangement for learning.
When we hear something from these workshops, something indeed must be
helpful, especially on teaching methods.

Angel thought she can share her learning with her students. She thought,

| learn a lot from Buddhism curriculum. This affects me that when I look back
to what | taught before, | appreciate something different. I noticed that when |
teach Grade 12, | focused on the content in textbooks rather than active
instruction. After a few years’ experiences, | can easily make students feel
interested by talking about this. This needs personal understanding and
experiences.

John reported that teachers can both teach and learn. They can have varied access to learn
what they need.

You teach and you learn. Sometimes, you can discuss with colleagues.
Sometimes, | learn by attending workshops, and the most important is
self-study.

According to these teachers’ report, teacher learning affects what they do in the classroom
through varies activities such as workshop and/or self-learning. Although teachers in this
study agreed the key role teachers’ learning played in their teaching, all of them did not have
positive feeling on teachers’ professional development activities held by the government.
They reported that the experts or outside speakers in formal professional development
workshops or in-service teachers’ programmes usually do not address their needs as they
disseminate information that they do not often see as relevant. As Angel said,

Personally, | think some conferences or workshops were just perfunctory so
that their curriculum planning is not spectacular. Sometimes, the authorities
didn’t make complete curriculum design. Because of this, | had no desire to
attend workshops. Why? Their schedule won’t motivate you to go.

Martin also believed that teachers’ professional development programmes such as
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conferences do not meet teachers’ needs. Michael reported that teacher workshops are not
meaningful for teachers. He said, “I think most of the workshops are not meaningful. Most
people just go there to socialize with other people.” David complained about one workshop
he had attended. He said,

Something is not helpful. For example, I was assigned to Chung-yuan
University to attend one workshop for six weeks. I thought I might learn how
to teach to motivate students’ learning interest, and how to improve the
relationship between teachers and students from the workshop. But | found
that was not what | thought. The instructor just asked us to follow his handouts.
There were approximately 40 people there. Eventually, there were just six left,
and | was the one of the six people. After the workshop, | got one credit.

Brian thought that teachers’ professional development programmes should give time for them
to meet on a regular basis, to learn from each other, share ideas, practice English, and support
each other. He said,

Some workshops are artificial and meaningless. Some held activities need to
be filtered for teachers who are appropriate. Otherwise, many professional
development activities were held for finishing some scheduled tasks.
Afterwards, people who are in charge of the activities end up filing the results.
This way lacks the concept that a seed comes out of the professional training.

In other words, teachers in this study indicated that they want to be involved in deciding what
they need to learn and in developing the learning opportunities and the process to be used. As
Hodges (1996) argued, this kind of teacher involvement affects teachers’ motivation and
commitment to learn. In contrast, when teachers lose the authority and autonomy to take
charge of their own learning, they are less likely to engage in meaningful learning. Teachers
in the study reported that they need the opportunity to practice what they are trying to learn
and be able to learn from each other.

Traditional approaches to professional development have come under strong criticism as
being ineffective and not providing teachers with sufficient time and activities for the practice
of new ideas and skills to increase teachers’ pedagogical or pedagogical content knowledge
(Loucks-Horsley, Hewson, Love, Stiles, 1998, Garet, et al., 2001, Lieberman, 1995). Thus, it
IS not surprising that teachers in this study were dissatisfied with the traditional professional
development or in-service teachers’ programmes they attended as the programmes usually do
not address their needs.

At the same time, teachers in this study also do not feel there is strong administrative support
from the school. They reported that there has been little support or encouragement from
schools from the beginning. They are bothered with some stuff like paperwork and
compensating their classes with students when they plan to take leaves to attend professional
development activities. They particularly wondered why schools do not encourage teachers to
pursue their professional development but ask teachers to do artificial activities for credits.

22 www.macrothink.org/ije



ISSN 1948-5476

\\ MacrOthi“k International Journal of Education
A Institute ™ 2010, Vol. 2, No. 2: E12

5. Conclusion

This study found that teachers perceived professional development as a kind of learning
which can promote their teaching and student learning. According to these teachers, the
perceived beliefs about professional development linked to content knowledge, general
pedagogical knowledge, and pedagogical content knowledge. Furthermore, the teachers also
believed that their teaching experiences make them rethink teachers’ learning, teachers’ role,
and teachers’ change. The teaching experiences contribute to form their personal practical
knowledge for students’ learning and their teaching philosophy.

Furthermore, teachers are dissatisfied with the direction of students’ learning that is focused
on examination. Students’ expectation focused on examination influenced teachers’
curriculum planning. This study also found that all the teachers are not satisfied with the
professional development programmes held by the government or schools. They expect to
have teacher-directed professional development activities to foster their professional growth.
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Beliefs about
professional
development

T

®  To effectively reach his ®  Teachers’ learning
teaching goals and promote ®  Teacher change
teaching efficacy ®  Teachers’ role

®  To continue learning
something new

®  To improve teaching

® To be able to express to make
students learn what you want
them to know

® To promote teaching quality Personal practical knowledge

®  To make students gain
professional knowledge

A

®  Content knowledge

®  General pedagogical
knowledge

®  Pedagogical content
knowledge

Appendix 1. Teachers’ Beliefs about Professional Development
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