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Project overview

This project forms part of a suite of projects funded by the British Council that aim to explore the
options for the professional development of English language teachers in rural and under-developed
areas of Yunnan province. The project represents a cooperative collaboration between UK-based
researchers at the University of Warwick and China-based researchers at Yunnan Normal University.
The research focused on supporting expert teachers of English to become facilitators of professional
learning communities (PLCs) for schoolteachers in Yunnan. It aimed to understand what expert
teachers needed to support their provision and facilitation of online PLCs for English teachers in the
province and to develop online support materials that can be used for ongoing support for expert
teachers.

The basic format and aims of the project were developed by the team at Yunnan Normal University as
a starting point to secure UK partners, through the British Council. The aim for the program was for
the UK-based team and the Yunnan-based team to work collaboratively to

e support the professional development of expert teachers as teacher trainers in their use of PLCs

e guide and develop the skills of expert teachers in supporting frontline teachers through online
workshops

e explore opportunities for cross-regional teacher collaboration, development and research that can
support and include rural teachers’ development in diverse parts of Yunnan province.

This initial design of the project was further developed by the University of Warwick team and
refined in collaboration with the Yunnan Normal University partners. The final version of the project
consisted of a needs analysis to identify the professional development needs of expert teachers as
teachers of English and as teacher educators working with PLCs, a series of four online workshops
for a network of expert teachers established by Yunnan Normal University, and an online resource
developed from the workshops.

Expert teachers and professional development

Expert teacher (4 Jii) in the Chinese context is a formal title granted by the local education
committees to teachers who have considerable teaching experience and have made a significant
contribution to education. Expert teachers has been integrated into a national professional
development program initiated by the Ministry of Education — 44 Ui 4% i (Developing Expert
Teachers to Become Professional Leaders) (Ministry of Education, 2018). The primary goal of the
program is to support outstanding teachers to develop further and to take on professional leadership
roles in regional and national education. Expert teachers thus have two responsibilities. The first is to
take responsibility for their own professional development and the second is to foster the
professional development of other teachers.

Within schools, expert teachers are a local resource for professional development, and they may be
involved in mentoring programmes and demonstration teaching. They may also be given the role of
leader of a Teaching Research Group (TRG #/f4l) and so have a role in providing professional
development for teachers in their specific discipline (Qian & Allan, 2021). TRGs are made up of
teachers in the same subject and play an important role in in-school professional development for
teachers in China. TRGs are structured into the educational system at the national, provincial, city,
district, and school levels, to facilitate teachers’ professional activities and so are a top-down
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mechanism for creating learning communities in schools. It is common for schools in China to
allocate a regular two-hour block of time for TRG meetings (Paine & Ma, 1993). In TRGs, teachers
may prepare lessons collectively, share their teaching experiences, and gain mutual support in
developing their professional practice (Gao, Barkhuizen, & Chow, 2011). Additionally, TRGs may
enable the sharing of resources and organised discussions of articles and lectures related to teaching
(Sargent & Hannum, 2009). A widely used activity in TRGs is the ‘open lesson’ (A FF#R), in which
a teachers’ lessons are observed by their peers, especially by an expert teacher if one is present in the
school, and the teacher receives feedback and comments during post-lesson conferences (Wong,
2010). Feedback typically focuses on aspects of teaching design such as lesson structure, classroom
activities, teaching objectives, and lesson plans, pedagogy (classroom management strategies,
instructional strategies, and teacher’s use of language), teaching resources, and students’ engagement
(Chien, 2017; Liu, 2022; Ma, Xin, & Du, 2018).

However, not all schools have expert teachers on staff and expertise is not evenly distributed through
the educational system. It is more likely that schools in urban areas will have expert teachers on staff
than schools in rural areas (Zhao, Zhu, Zeng, & Yu, 2023). Expert teachers are therefore expected to
undertake professional development outside their own schools and to contribute more widely to the
development of teacher expertise in their locality. In leading professional development for other
teachers, expert teachers use their expertise in a variety of ways, but the most common approaches
seem to be delivering workshops and observing other teachers in open lesson formats. Their
contribution is often made through local TRGs, when the expert teacher is invited in as an external
participant to contribute expertise to the local group of teachers.

Inviting outside experts into schools is one way to open the local context to new ideas from the
outside. Bringing new expertise into schools can be important for developing successful school-
based professional development (Qiao, Yu, & Zhang, 2018; Wong, 2010), it can also have negative
consequences given that the prevailing understanding of professional development is a transmission
model in those with more expertise communicate it to those with less expertise. This means that
external expertise can come to dominate the professional development process and this may limit the
school community members’ ability to identify their own specific learning needs and prevent the
formation of sustainable learning communities (Richmond & Manokore, 2011).

The TRG model can make significant contributions to teachers’ development (Gao et al., 2011;
Sargent & Hannum, 2009), but the model has been criticised. The first criticism is the top-down
integration of TRGs into organisational structures means that collegial work may be superficial and
less effective because it is a contrived collegiality rather than genuine collegiality (Wang, 2015). The
second criticism reflects more specifically on the ways that expert teachers may be involved in TRGs
and how the presence of an expert teachers can influence the dynamics of such groups. It relates to
the effect of hierarchy on the operation of such groups and the ways hierarchy leads to top-down
practices of disseminating knowledge in which those with higher hierarchical positions, such as
expert teachers, may have greater control over the focus and functioning of the TRG. One
consequence of this may be reproducing the practices of more dominant teachers, and preventing
new teachers from introducing or leading innovation, and maintaining the status quo of traditional
teaching (Paine & Ma, 1993; Paine, 1990). The importance of hierarchy appears to be reinforced by
Chinese cultural values such as ‘respecting authority and conflict prevention’, which may lead to
‘unfavorable interpersonal relations and superficial collaborative cultures’ (Zhang & Pang, 2016, p.
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20). These issues with the functioning of TRGs mean that they may or may not operate as
collaborative professional learning communities and a lot depends on the local context, including the
impact of the school culture and leadership on the internal approaches taken in professional
development (Qian & Allan, 2021; Qiao et al., 2018).

Localised, collaborative, exploratory models of professional development are recognized as
important in supporting teachers as they respond to the growing complexity of teaching in the face of
theoretical and policy developments. In this sense, school-based professional learning communities
have an important role to play in the future of teacher professional development. While TRGs could
provide a structure for the development of PLCs, and in some cases the already do, there are some
problems in existing models that need to be addressed. There is a need to better entrench a
professional development culture in which PLCs function as “a group of people sharing and critically
interrogating their practice in an ongoing, reflective, collaborative, inclusive, learning-oriented,
growth-promoting way” (Stoll, Bolam, McMahon, Wallace, & Thomas, 2006, p. 223). This entails
that a PLC involves collaborative work by teachers to improve the quality of teaching and learning in
their own local context by collectively investigating and reflecting on their own practice. It is a
teacher-led approach to professional learning that identifies needs and seeks to find contextualised
ways of responding to them (Admiraal, Schenke, De Jong, Emmelot, & Sligte, 2021). Nonetheless,
even highly collaborative groups require leadership to function effectively (Hord & Sommers, 2008;
Porter, 2011). Given their role in leading teachers’ professional development and their positions with
the hierarchies of the local educational culture, expert teachers have a significant potential role in
creating and facilitating professional learning communities (PLCs). However, given the existing
models of PLCs may not be fully collaborative and the expert teacher may be positioned in schools
as an external expert transmitting knowledge to others, they require support in developing their role
and capacity in working in PLCs.

Needs analysis

Methodology
Teacher questionnaire

Participants

The participants for the needs analysis questionnaire were expert teachers of English from a network
of expert teachers established by Yunnan Normal University. This network is the focus of the
professional development activities designed by the project. A total of 43 teachers responded to the
survey. Of these teachers the majority was female (34) with only 9 male teachers responding. This
reflects the gender profile of the network as almost all participants in the network responded. Most
teachers held a bachelor degree and a smaller proportion also held a master degree (see Table 1).

Degree Bachelor Masters Doctorate

Number of teacher 34 9 0

Table 1: Qualifications



The teachers reported a range of self-assessed proficiency in English (see Table 2), with most
teachers reporting intermediate level of English or higher, although with few teachers reporting
advanced levels of English.

Basic 4
Low intermediate 4
Intermediate 21
High intermediate 11
Advanced 3

Table 2: English proficiency

The results for qualifications and proficiency in English suggest that becoming an expert teacher may
not be connected with qualifications or English language abilities but rather with experience in
teaching. As expected for a group of expert teachers, the participants were highly experienced (see
Table 3) with most participants (67%) having taught for more than 10 years. The least experienced
participant had been teaching for 6 years and the most experienced for 33 years.

<5 years 6-10years 11-15 years 16-20 years >20 years Total

0 3 10 13 7 43

Table 3: Teaching experience

The majority of the participants identified as Han Chinese (38) and 5 as members of ethnic
minorities. This means that ethnic minority members were under-represented in the group, as the
population of Yunnan is made up of approximately one third ethnic minorities (Guo, Bulag et al.,
2015). These expert teachers occupied high-level positions within the education system and all
participants were in the top levels of the teacher title system (see Table 4).

Title Professor senior . First-level
Senior teacher
teacher teacher
Number of teacher 6 20 17

Table 4: Teaching title

The majority of the participants had been expert teachers for five years or less (see Table 5), with
many of them being relatively new to the role. A small number had been expert teachers for an
extensive period, with one participant having been and expert teacher for 26 years.

1 year 2-5 years 6-10 years 11-15 years >15 years Total

12 17 8 3 4 43

Table 5: Experience as an expert teacher

Despite the majority having between 10 and 26 years’ experience of teaching English, most expert
teachers have been so for 10 years or less, with high number (27%) having been expert teachers for
only one year. This suggests a long lead-in time to becoming an expert teacher and perhaps the need
for some direction in how to carry out their role as expert teachers.



Data collection

The needs analysis employed an online bilingual questionnaire and focus groups. The questionnaire
was published in bilingual form on wjx.cn. The questionnaire had two types of questions 1)
questions with Likert scale answers to prompts and 2) questions with open answers. All question
prompts were developed in English and the questionnaire items were discussed collaboratively by
the Warwick and Yunnan Normal University teams before being translated into Chinese. All
questions and instructions were translated into Chinese, and the translations were checked first by a
bilingual member of the Warwick team and then by members of the Yunnan Normal University team.
Once the translations were agreed, the questions were published in both languages on the survey
platform. The questionnaire was based on a questionnaire developed by the UK team in an earlier
project to identify the professional development needs of teachers in China (Centre for Applied
Linguistics, 2019). It was revised with reference to the European Profiling Grid (EAQUALS, 2013)
and the Technological Pedagogical Content Knowledge (TPACK) framework (American
Association of Colleges for Teacher Education, 2008) to develop a more comprehensive set of
questions.

The questionnaire collected information in relation to four main topics. The first section focused on
demographic information, information about their teaching context, general issues relating to
teaching methodology, and open questions about the sorts of difficulties teachers faced in teaching
English in their context. The second part collected information about the expert teachers perceptions
of their role using open questions and their experiences of leading professional learning using a
combination of open questions, yes/no questions, a four-point Likert scale about the frequency with
which they delivered particular types of professional development activities (never-rarely-
sometimes-often) and a series of questions about their confidence in leading types of professional
development activities measured using a 3-point Likert scale (not confident-confident-very
confident). The remainder of the questionnaire focused on aspects of teaching practice. It elicited
information about the frequency of particular teaching practices using a five-point Likert scale
(never-rarely-sometimes-often-very-often). These teaching practices related to teaching writing,
reading, speaking, listening, viewing, and language knowledge, and teachers’ use of various types of
resources. These questions contained an ‘other’ category to allow teachers to list additional activities
they used, but few answers were given to this prompt. The questionnaire also investigated teachers’
knowledge and abilities by asking teachers to respond to a series of statements about classroom
management, assessment, using technology, and creating and using resources. This was collected
using a four-point Likert scale (strongly disagree-disagree-agree-strongly agree).

Teacher focus groups

Data collection and participants

The teacher questionnaires were supplemented by focus groups to develop greater nuance and to
understand key dimensions of teachers’ needs in more depth. Online groups were chosen mainly for
reasons of practicality. Travel was difficult at the time because of Covid-19 related travel restrictions
but online groups also allowed for participants from different parts of Yunnan to be brought together
in the same focus group, and for participants to communicate who would not normally have been
able to travel to a central location because of difficulties of travel from remote areas.



The focus groups we conducted in Chinese by members of the Yunnan Normal University team. The
meetings were held online and recorded using the recording facility in the app. The focus groups
lasted for about an hour and a half on average, with the shortest taking 86 minutes and the longest
102 minutes. They were recorded using the recording tool in the conference app and recordings were
transcribed and translated into English for analysis.

The focus groups were kept small following recommendations for conducting online focus groups
(Daniels, Gillen, Casson, & Wilson, 2019; Kite & Phongsavan, 2017; Lobe, 2017) with an ideal
number of five participants in each group. This number was large enough to allow for an exchange of
views and ideas but small enough to be manageable in an online environment and to address
problems observed in other online studies, such as the need for more time to generate discussion and
problems in facilitating more naturalistic turn-taking with larger groups. The details of the focus
group participants can be seen in Table 6.

. School level at which | Experience as Experience as
Participant Gender . an expert
teaching a teacher
teacher
FG1 Teacher 1 Female Primary school 25 10
Teacher 2 Female Junior high school 24 8
Teacher 3 Female Junior high school 27 12
Teacher 4 Female Senior high school 22 9
Teacher 5 Female Senior high school 18 8
FG2 Teacher 1 Female Primary school 23 11
Teacher 2 Female Junior high school 20 9
Teacher 3 Female Junior high school 20 8
Teacher 4 Female Senior high school 24 11
Teacher 5 Female Senior high school 26 13
FG3 Teacher 1 Female Primary school 21 9
Teacher 2 Female Junior high school 26 14
Teacher 3 Female Junior high school 23 8
Teacher 4 Male Senior high school 22 8
Teacher 5 Male Senior high school 27 15
FG4 Teacher 1 Female Primary school 22 9
Teacher 2 Male Junior high school 22 10
Teacher 3 Female Senior high school 26 14
Teacher 4 Female Senior high school 23 10
Teacher 5 Male Senior high school 28 16
FG5 Teacher 1 Female Primary school 23 12
Teacher 2 Female Junior high school 21 9
Teacher 3 Female Junior high school 25 14
Teacher 4 Male Senior high school 25 12
Teacher 5 Female Senior high school 28 17

Table 6: Focus group participants




Findings: Teacher questionnaire

Teaching context

The teachers were teaching across a range of levels of education from primary school to high school,
although none had taught at university (see Table 7). Most teachers were teaching at junior high
school and senior high school levels. Some teachers had taught at more than one level, mostly
spanning junior high and high schools.

Primary school 10 <20 0
Junior high school 20 21-40 1

High school 21 41-60 39
University 0 >60 3
Table 7: Level at which teaching Table 8: Average class size

Almost all of the expert teachers teach in very large classrooms, with none having classes with an
average size of under 20 students and only one teaching classes with under 40 students. One teacher
reported teaching classes averaging over 100 students.

Most teachers (38) reported teaching ethnic minority students indicating that teaching minority
students was the norm for teachers in Yunnan province. The proportion of minority students in
classes varied (see Table 9) but the majority of teachers reported they were teaching classes where
ethnic students made up less than a quarter of the class. Only a few expert teachers were teaching in
contexts of high to very high numbers of ethnic minority students.

<10% 12

10%-25% 19

25%-50%

50%-75%

RN D>

Unsure

Table 9: Proportion of ethnic minority students

Only three teachers reported problems in using Chinese to teach ethnic minority students and most
teachers commented that their students Mandarin levels was not a problem, many noting that the
students had moved to large cities and used Mandarin as their normal language.

Understanding of the role of expert teachers

The participants were asked to indicate what they believe the main priorities or roles of expert
teachers and the responses revealed that these expert teachers understood their role in a range of
different ways.

The most commonly identified role was that of facilitators of professional development role of expert
teachers (32 participants): e.g., 35 & LTS 2N Nurturing professional excellence in teachers’
(T14). One teacher linked this role to mentoring: ZUMpkt, RAHSITH A 4 ‘Teachers’ growth,
they should assume the role of mentors’ (T33), while another emphasised the expert teachers’ role is
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a facilitator of collaborative learning: 5 #i HAR Z i —i 2% 2] 2P ‘Leading other teachers to learn
and improve together’ (T36). Some of the teachers expressed the teacher development role in terms
of providing models for teaching practice or guidance for teachers. Most teachers presented their
teacher development role as being oriented to the field as a whole. However, eight of the participants
indicated that their teacher development work was primarily related to supporting early career
teachers: e.g., AW MEIE, AR S HIHEFEAIKK  'Effective guidance to help young
teachers grow’ (T34), 5I8siEAN COUHRZFFELEIN) MK ‘Leading the growth of English teachers
(especially young teachers)’ (T40). Two teachers stated that their role was linked to spreading reform
to other teachers indicating a teacher development role that was linked specifically to educational
change rather than general teacher development.

The teachers also identified leadership and related activities as central to their role. Thirteen
participants nominated leadership itself as the role, usually without commenting on the purpose of
that leadership. However, for some teachers their leadership role was closely associated with
professional development of teachers as in the quotation from T36 and T40 above and so these more
general statements about leadership may have a similar intention.

Another commonly identified role of was that of researcher (14 participants). While most
participants did not expand on what was entailed in the sort of research expert teachers did, some
participants did indicate that the role of research was linked to maintaining the currency of their
professional knowledge: ###fst, WRbsifst, dwdsHfsc ‘research on teaching materials, curriculum
standards and assessment’ (T3), #iff 7EAN[A] 9215 Hi#f ‘research on different English textbooks’
(T35), #e2t s, A& A ‘research on teaching methods and student management” (T26).
The focus on research therefore seems to link with the idea of maintaining and developing one’s own
professional knowledge.

Some of the teachers also identified their own classroom practice as central to their expert teacher
role (6 participants), although for four of these this role was linked to other responsibilities relating
to the teaching profession. For two participants however, classroom practice was the only element
listed as a priority or role of expert teachers. One of these teachers expressed her view of the expert
teachers’ role in the following terms:

FVE A ARG 5 N A IR T2 AR 2R 5 R UK R s REAR s 3 i, a4y
A AT N B Rl I BRI, TR S AR T A, SR AR R RN . SRR
R S AR . FIUUE R FH NS S i 55 S o[RS BN o A B A AR 5] 4%
AR SA A TEE & 2 SEAIHE B2 3% . Focus on the improvement of students' English language use
and the growth of their overall knowledge; focusing on social issues, news and leading students to a
wide range of knowledge using English as a medium, so as to build students' worldview and enhance
their awareness of thinking. English teachers should assume the role of transmitters of language,
transmitters of knowledge and communicators of culture. They should also be friends and leaders of
their students, leading them to appreciate the beauty of language and the beauty of the world.

These teachers focused on the idea of the expert teacher as having expertise in teaching and teaching
in a high quality and committed way.



Professional development work

Experience of leading professional development

Given that the focus of this project is to support expert teachers in facilitating professional learning
communities, teachers were asked about their experiences in working in such communities where
teachers led the direction and focus of their professional learning. A large minority of the teachers
(30%) reported never having participated in such a community. Most of the teachers (60%) had no
prior experience of facilitating such learning communities.

The experiences of the teachers in leading professional development varied (see Table 10) and this
would seem to reflect the large proportion of teachers who had been in the expert teacher role for less
than a year.

Never | Rarely | Sometimes | Often
Professional development workshops 16% 16% 26% 42%
Conference presentations 7% 25% 40% 28%
Professional learning communities 14% 19% 42% 26%
Demonstration teaching 2% 5% 58% 35%
Action research 7% 23% 47% 23%
Teaching competitions 2% 7% 70% 21%
Mentoring junior colleagues 0% 2% 26% 72%

Table 10: Experience of expert teachers in leading professional development

The only professional development activity that all teachers had experienced was mentoring junior
colleagues. Most teachers had provided demonstration classes, and, after mentoring, this was the
most commonly practices form of professional development with 93% of the teachers saying they
had done this at least sometimes. Teaching competitions had also been important for these teachers
in their professional development work with 91% having done these sometimes or often. Such
competitions are a central element in Chinese education and select and reward teachers who are
considered to be excellent in their practice as a way of presenting that practice more widely (Zhang
& Liu, 2021). Other forms of professional development activity were less common with 68% of
teachers saying they had led workshops, presented at conferences, or participated in professional
learning communities at least sometimes. The results for professional learning communities differs
here form the question about participation in teacher-led professional learning as only 14% said they
had never participated in such communities, while a further 19% said they had done so rarely. The
difference here may be attributable to participation in professional learning communities that were
not teacher led professional learning communities in China may have top-down rather than bottom-
up structures (Qian & Allan, 2021).

While teachers had varying levels of experience in leading professional development they generally
felt confident in undertaking most of the activities identified in the questionnaire, although relatively
few identified themselves as being very confident except in mentoring junior colleagues (see Table
11). The teachers were least confident in facilitating professional development workshops (21% not
confident), action research (21% not confident), and professional learning communities (19% not
confident). Professional learning communities also had the lowest ‘very confident’ response.
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Not confident Confident Very confident
Professional development workshops 21% 60% 19%
Conference presentations 14% 67% 19%
Professional learning communities 19% 65% 16%
Demonstration teaching 5% 65% 30%
Action research 21% 60% 19%
Teaching competitions 9% 65% 26%
Mentoring junior colleagues 7% 49% 44%

Table 11: Confidence of expert teachers in leading professional development

The teachers had used a range of different modes for delivering professional learning but had mostly
used face-to-face delivery (see Table 12). Given the timing of the data collection during the Covid-
19 pandemic when there were few opportunities for face-to-face teaching, the proportion of teachers
who had never or rarely delivered professional development online may reflect a lack of
opportunities to facilitate professional learning in recent years.

Never Rarely | Sometimes Often

Online 2% 14% 56% 28%
Face-to-face 0% 5% 40% 55%

Bended online and face-to-face 0% 14% 56% 30%

Table 12: Experience of expert teachers in using different modes for professional development

The teachers also expressed high levels of confidence in using all modes (see Table 13) but were

slightly more confident in using face-to-face modes.

Not confident Confident Very confident
Online 12% 79% 9%
Face-to-face 9% 68% 23%
Bended online and face-to-face 12% 74% 14%

Table 13: Confidence of expert teachers in using different modes for professional development

In their online teaching, most teachers reported having used more than one platform and all the
platforms used were developed in China. TenCent was the most widely used and most preferred
platform for professional development activities. Two teachers did not nominate a preferred app, but

said they preferred working face-to-face.

Used Preferred
DingDing 13 10
QQ 6 2
TenCent 22 20
WeChat 11 6
Other (single mentions) 6 2
None 1 2

Table 14: Expert teachers use and preferences for online apps
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Problems in delivering professional development

The expert teachers identified a number of problems they faced in delivering professional
development activities for teachers in Yunnan. The main problem identified by the expert teachers in
the questionnaire was having time for professional development work, and this also emerged as an
issue in focus groups (see below). In all, 21 of the teachers identified time pressures as being the
most significant problem they faced, although it was not always clear form the questionnaire results
whether the problem was time available to the expert teachers to facilitate professional development,
or time available to teachers to participate in activities. Many of the responses simply stated the
problem was ‘time’ (¥ [i]) or a shortage of time (T2: & 7 /& KK ] ‘not enough time’, T11: TAE(E5%
#H, 5K ‘heavy workload, no time to spare’), which could apply either to themselves or to other
teachers. In some cases, the participants referred more specifically to teachers” work as in: T43: /i
M TAEE H SER, R E TR, REHCHESWIIINE KKK % “The workload of teachers
IS increasing day by day, time is getting tighter in the classroom, and classroom teaching tasks are
under more pressure, etc. However, as all of the expert teachers also worked as classroom teachers, it
is difficult to interpret whether or not they referred to their own time pressures, other teachers’ time
pressures, or even both.

The next most common problem that the expert teachers raised was unambiguously specific to
themselves and related to their own level of professional knowledge. This was raised by 13
participants. Most of the comments were generally focused as in T26: %My IR T E k522
‘Professional knowledge needs further study’, and T9: H & M % i £ ‘Own
professionalism/specialisation’. However, some of the comments related specifically to the issue of
converting theory into practice: T32: &t i3 & &0 il a0 A 2 T # ¥ 3¢ ‘How cutting-edge
theoretical knowledge can be effectively used in teaching practice’. Related to this idea of a lack of
professional knowledge were comments by four teachers that they lacked guidance or mentoring in
their role: T3: &/ Iififd, Ak /AR <Lack of a mentor, limited time and energy’, T24: %5 %
‘professional guidance’. These sets of comments suggest a feeling of lack of preparation for the role
and may reflect the number of less experienced expert teachers in the questionnaire group.

Three participants also commented on problems related to the teachers who they needed to work
with for professional development. T27 referred to participants’ lack of motivation and participation
(% R 55 AR ), while T35 commented on teachers’ limited English language abilities
blaming these on a decline in standards in English language teaching: T4 #I M Z b B fit () 9535 2L
AV AR R 2 AT REAE W B0 BE RE T T EL UK Bk S B0 21 b 25 B RE ) ELEG# S ‘Due to the
loss of professional knowledge in teaching English for a long time, they may be lacking in listening
and speaking skills, resulting in a weak ability to receive information during learning’.

In addition, one participant commented that financial support was a problem (T21: % 4:37#F) but did
not add anything more specific. One teacher simply stated that there were many problems without
elaborating (T13: 18£), while two further participants were not able to identify problems. These
latter participants were from the less experienced members of the group and this may reflect a lack of
familiarity with the role.

Teaching methodology

The questionnaire asked teachers to comment on general issues in teaching methodology before
responding on specific areas of teaching practice. This section of the questionnaire included
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questions related to five topics: issues relating to the language focus of teaching, issues relating to
culture in language teaching, issues relating to how teachers understand and adapt to their students,
issues relating to organising classroom activities, and issues relating to the impact of their teaching
context of their practice (see Appendix 1). More than 85% of teachers agreed or strongly agreed with
the prompts across all aspects of teaching with one exception. Only 69% of teachers agreed that they
felt confident enough in their teaching to depart from the textbook and this provides further evidence
that these teachers may have a very textbook-focused approach to teaching. The high level of
agreement with the other prompts indicates that the teachers felt able to address most general aspects
of English language teaching.

Teaching practice

Teachers responded to a number of prompts about specific aspects of their teaching practice to
develop an understanding of what teachers do in their classrooms and what aspects of their practice
may need further support. Teachers were asked to indicate how frequently they used different
teaching activities and/or resources using a five-point scale (never-rarely-sometimes-often-very
often).

Writing

The range of writing practice used by the teachers varied considerably (see Appendix 2). The most
widely used forms of teaching writing were textbook exercises and exam questions (91% and 87% of
teachers stating they did these often or very often). Grammar-based activities were also widely used
(80% of the teachers using these often or very often). The least widely used tasks were more
communicatively oriented activities such as essay writing (used often or very often by 28% of
teachers and rarely or never by 32%), creative writing, i.e., stories and poems (used often or very
often by 22% of teachers and rarely or never by 47%) and writing games (used often or very often by
27% of teachers and rarely or never by 45%). Letter writing was used often or very often by 47% of
the teachers, although short texts such as emails were used by 67%, and integrated and integrated
writing tasks by 50%. These results indicate that the teaching approach adopted by most teachers for
teaching writing was structure focused and strongly based on textbooks and exams.

Reading

The most widely used ways of teaching reading (see Appendix 3) were reading comprehension tasks
(96% often or very often), using pre-reading activities (91% often or very often), and reading aloud
(91%). The least used activities were reading authentic materials (50% often or very often) and
reading games (37% often or very often). The small proportion of use of authentic materials may
reflect the textbook orientation found for teaching writing. In the open response category for this
question, one teacher listed using picture books created by peers as a reading task, that shows a
possibility for linking reading and writing tasks.

Speaking

The most commonly used ways of teaching speaking focused mainly on drilling and pronunciation
practice (see Appendix 4): whole class drilling (89% often and very often), individual practice (86%
often and very often), pronunciation practice (72% often and very often). While there was a common
focus on pronunciation, stress and intonation were less commonly taught (49% often/very often). It
appears that teachers did not make much use of online materials for speaking practice (31%
often/very often, 37% rarely/never) or set individual targets with students for their speaking
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development (37% often/very often, 44% rarely/never). Communicatively focused speaking tasks
were used by around half of the teachers often or very often: discussion and debates (49%),
presentations (42%), group assignments (50%), and speaking games (53%).

Listening

All of the listening activities in the questionnaire were used often or very often by at last two thirds
of the teachers (see Appendix 5). The most used activities were dictation (85%) and pre-listening
activities (84%). Listening games were the least used (68%).

Viewing

Viewing is a recent addition to the Chinese curriculum for English and there is evidence that this
aspect of teaching had not been well integrated into the practice of these expert teachers (see
Appendix 6). Only two of the text types included in the curriculum were used by more than half of
the teachers often or very often: video (70%) and animations (56%). These texts have had a more
established presence in language teaching than other multimodal texts. Other text types were much
less commonly taught: tables (46% often/very often, 18% rarely), charts (26% often/very often, 39%
rarely/never), and diagrams/ figures (24% often/very often, 39% rarely/never). In the open comments,
one teacher added using menus and travel brochures, while another included picture books. The
overall results suggest that expert teachers may need support in developing this new element of the
curriculum both in their own practice and in supporting the practice of others.

Language knowledge

The practice of these expert teachers focused strongly on the structural aspects of language (see
Appendix 7), with almost all teachers focusing on grammar (88%), vocabulary (92%), and
pronunciation (83%) often or very often. These responses show that the teachers had a traditionally
focused approach to language education that stressed knowledge of language forms. In the open
comments one teacher added pragmatics and discourse to this list. One teacher added a comment that
indicates how these expert teachers may understand the role of language structure in their teaching,
saying:

BB St 55, FATTUR A 3 B R AR AR AN IR T AL A [R] LE ¢ % . [County schools have a
weak foundation, and our classrooms still spend more time mainly on the basics.]

This indicates a view that other types of learning can only be introduced once students have acquired
knowledge of languages structures and links this more conventional practice in language teaching
explicitly to the language level of the students, which was a commonly raised problem for teachers in
rural and remote areas of Yunnan.

Resources

The teachers used a wide range of resources in their teaching (see Appendix 8). The most commonly
used resources were textbooks (95% often very often) and common classroom equipment such as
blackboards/white boards (91% often/very often), and interactive boards (83% often/very often).
Other technology was also widely used to support teaching, with 81% of teachers saying they used
internet resources often or very often, 78% using social media, 72% using mobile phones, and 67%
using laptops, indicating that most teachers had access to such technological resources in their
classrooms. The least used resources we those developed by the teachers themselves, such as video
recordings (61% rarely/never) and audio recordings (49% rarely/never). Self-produced handouts
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were more commonly used (61% often/very often), but overall, the teachers seem to be more reliant
on materials produced by others than materials they produce for themselves.

Knowledge/abilities

Classroom management

The teachers expressed high levels of knowledge about all of the topics for classroom management
(see Appendix 9) with most responses scoring about 90% for agreement or strong agreement. The
lowest score was in relation to the prompt ‘the assigned textbook limits my ability to promote
authentic classroom communication’ which received 72% agreement or strong agreement,
suggesting that most teachers do not find the textbook limiting. This is consistent with the results
above that suggested a very textbook focused teaching approach among this group of teachers.

Assessment

The teachers expressed high levels of knowledge for all items in the assessment part of the
questionnaire (see Appendix 10) with most prompts received at least 80% agreement or strong
agreement. The items that feel below 80% were only slightly below and concerned using formative
assessment, using assessment to motivate students, and designing assessment tasks that measure the
achievement of course objectives, all of which received 78% agreement or strong agreement.

Technology

Almost all teachers expressed agreement or strong agreement with all of the prompts for using
technology in their teaching (see Appendix 11), with all receiving above 85% agreement. This
indicates that the teachers do not perceive problems in using technology.

Resources

Reflective Practice and Professional Development

For the reflective practice and professional development questions, teachers expressed high levels of
agreement with all the statements, with many receiving 100% agreement or strong agreement
responses. Only two responses scored below 85% agreement: being able to present at professional
conferences (79%) and knowing what opportunities for professional development existed outside
their own institution (82%). This suggests that the expert teachers were well-developed in terms of
their own professional learning approaches and their ability to reflect on their practice as teachers.

Findings: Teachers focus groups

Understanding the expert teachers’ role

The expert teachers talked about their role as a mission to improve the quality of English teaching in
China. They saw their role as developing both teachers’ thinking about language teaching and also
developing their practical abilities. In Extract 1, the teacher expresses this using the metaphor of a
Taoist dualism between ideas and application.

Extract 1: FG3 T1

T IBALEIXATAR R, NI TAER AT S IR SR 2 [ BA T AN AR R
AR AR, BT SR, ST, XA HTEIEAR,
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AR, HUSAEE, BRI, R EEX LI TH — B R — s
E#FH —L3E5) . So in this work, what kind of support is provided to teachers for this
work? From our perspective, in terms of rural schools, | think there are two aspects of the
support. The first aspect is what is called Tao. Taoism. In this aspect of Taoism, we need
to give the teachers training or some activities to update their ideas.

Researcher: "&. Mhmm.

T1: XA MBS PR, A e EE A AR B R T, IBATEARJTTH, BETE
BORB 7w, R4, FURELEXLEZIN— DL ERE—MEIRGS, REH
S2HEJIHIXANE] 5. This is from a conceptual point of view, so first of all you basically
solve the problem of ideas. Then in terms of technique, that is, in terms of technique, |
think it is to give these teachers a practical knowledge and a training guide, and then guide
their teaching ability.

For this expert teacher, the professional development role involves both teaching theory and practice,
but most importantly helping teachers to bridge theory and practice. This is something that came up
often in the focus groups and for many of the participants, part of their work as classroom teachers
was to work though ideas in their own practice and then transmit their insights to others.

The teachers often focused on the need to develop their own capacities, as in Extract 2, but also saw
this as part of being a leader of the field and contributing to the general development of English
teaching.

Extract 2: FG1 T2

W AAEARAE ST I R 2 B ) 1A T XA R — SR BRI 5, 55
M A BAERE T, B TEMEMRIERAE. A, BIEXAFEHLE, %t
XANBR A (AR BEOGE, P PAX e — M B . B AE M R, 1818
HIRIL, BEAE AR — A2k, A B B A Rl S A T b 22 X — RSB HOE e, A
W7 R E B BT RO B R 2, RIRAIVE N2, SRR S . B AR — A 5 S A 1,
AR T E I — AN EE, A U ARE BEAR XA SRR dn e, Iamiiefia c,
HEAKIIETAT . In the course of my time as an English teacher, | gradually learned about this
role. Behind some of the responsibilities that need to be taken on, the effort and dedication required
and so on. Then when I thought about it, first of all, there is a basis for this feeling. So, | want to do
this well and | am very interested in this professional role, so this is one of the main foundations.
Then in the process of doing it, I slowly found that, with the change of the times, English education
in China, especially the reform of English education in secondary schools, is constantly in the
process of updating and growing, and found that we, as teachers, need to grow even more. We need
to take on a leading role in order to give students a better education, so | think that since this
responsibility is part of the mission, then | should push myself to keep moving forward.

In this quote, Teacher 2 talks about taking on the role of expert teacher as the consequence of a
realisation that English teaching was changing and that teachers had a responsibility to develop with
those changes and to take on leadership roles to improve the quality of teaching.

The role of expert teacher grew out of their engagement in professional development activities in
their school and is largely an extension of their roles within their own institutions into the wider field
of English language teaching in Yunnan. The teacher in Extract 3 describes the typical pathway for
these teachers.
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Extract 3: FG2 T1

ISV, uhm, Bt AEFE NN AT, FEARU I, IR ESCNR M,
FRAE Ny I 52 0 2 A Y FRAT BT AL RIS i, FR R A3 FRAR AR — 2, AR I A 2t
Himsh, MBEFARESD. So let me start by saying that | think that as this role, not that | wanted
to be in this role at the beginning, | think that when the school asked me to be the head of the
teaching and research team, | just thought that | wanted to change some of the activities of the
teaching and research team, just the activities of the teaching and research team.

BN BARTEATBA A 2 B0, 700 Agirl Doy, 285 Il —R s Suk G 17, Fram
TGS XA, RS R RE, R ENE S, BT R R XA 5T
HI3E, AR T, RERE O VIRZ RkEAT, W SOEW a2 i/ ep g,
AR, REEXNEELSPRIE CA KR Z REIHAL, Fnl R WieB T m, 77
AR, A H OB AR, SRS ENRERAS b, R TR A T X L AR AT
WAFIRE, BLRA IMNEZMCER NN FEN, FUAZER EE S ? Because in the past, our
teaching and research group was for correcting the test papers, and then we could divide up the
people, and then we could correct the test papers together, and all the activities of the teaching and
research group were just like this, and then when it came to me, | felt that the teaching and research
activities, the teaching and research group leader only had this kind of responsibility. It was too
much. And then | thought of a lot of things to on my own. ...anyway, that is to say small changes,
the teaching and research group, and then in this process | found myself in this process lacking a lot
of abilities, especially in terms of teaching, methods, and my own knowledge of teaching is
incomplete, and then my knowledge cannot keep up, all kinds of aspects of basic skills seem to feel
very shallow, there is no way to do more in-depth things, I'm not sure if I'd encountered the National
Training Program back then.

BRI EE, RERATBEEN T =AAZ )G, AR T, JFRE iR A — I H
W, AU HCERKGER, AURZERRIIEEE, 2000, RIEADREL xR, K
X AINAM . RIEERAECHE, S ONEtE oy, Mg, B, RE Rl
HIN, R JEWE, MlEsmISG AR, RIGHE S A, WE L&A &R 3
&, JEAZNE, WM A2, AR EMt 4, RIEFIZ A —BELK,
87 ARZ SLPRYER TAEWR, Bl ERX NS, W, SIEAKRKZRE, AR EHER %
KRG, BERIFRRIE R T IR Z e —A, RAE A NI 2, B Rt X 4
T Z 5. TR T —Fh OB Rk RN, S8R5 E B30, | came across the National
Training, and then after three months training with you, | realized that, in order to do something, you
must be strong yourself, not to say to be strong, but at least you have to be good at the basics, I think.
And then | myself, then | try to do a good job, after | have done a good job, well, and then | try
influence the people around me, after | came back, then I tried influence the people around me, and
then | tried to do some things with the people around me. At that time, I did not think about
becoming an expert teacher, nor about what I’d do, it's just that I've been doing a lot of practical
work, and in the process, well, I've been thinking about it, and I've been exploring some things, it
slowly seems to have formed in the background. It seems like there are a few people who are
particularly good learners, and they follow you just without you seeing.

ARAE—IL, 2014 FHIHE, WERLHRALE R Z I TS, BRI AR IETE Bt
B AR ALK, RERFWES, RarRomik &, X am NS5 4mTIE
=, RE—HISKR, RSN —EH - BHAEAKPER, AWKIEST. AL —TF
a6, ARV ERNZMAG, R RREM— a3, -1, XAk,
I KRB IE A IXFE . It wasn't in 19-, 2014, when the county-level expert teacher workshop
was set up, because | was leading English teaching and research group in our school, and everyone
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saw it, and then the school nominated me, and so | went to the county-level master teacher workshop,
and then all the way to today, it's just slowly been a constant process of figuring out, constantly. It's
not that at the beginning, it's not that | wanted to be in this kind of role, I just thought | wanted to do
something for a change, that's how | came about it, that's my general idea.

This teacher recounts a pathway of taking on a leadership role in her own school and wanting to
develop her own knowledge and abilities further, participating in training programs and using her
new knowledge to influence the work of others. It was this local work in developing teaching that led
to her nomination to the expert teacher by her school leader role as a form of recognition of her local
professional development work. There is thus a sense that the expert teacher role is part of a longer-
term trajectory of leading teachers to develop their teaching abilities. As they view their role as
sharing experience and knowledge with others, the teachers saw their own personal expertise as the
main resource that they draw on in their work as expert teachers.

The focus of expert teachers’ work

The expert teachers identified a number of key focuses where they felt they needed to build the
capacity of the teachers they worked with. They identified both general needs in teachers’ approach
to teaching and professional growth and particular topics that they felt were significant for teachers.

The expert teachers felt one of the central needs for teachers was to develop a reflexive approach to
their practice. For teacher FG1 T1 (see Extract 4) reflection is central to the ways that a good teacher
works in the classroom, while for teacher FG1 T3 (see Extract 5), reflection was central to any
process of a changing practice as

Extract 4: FG1T1

A AR AR T2 I — A W, AT A Bt B OV E AR I AN PR B, BRI
Al PR BTt AR B S BR_EsUR AR A AP SR, R RS E O NE . AW

TOH H O BCER —SAm. BRE ERRAE TARMAT N i, ARSI, 55

ZME MR . W, AR IXFER . This is very much a, well, why teachers should be

concerned about their classrooms, to be learning oriented. Ideas for their design are actually what

they learn from their usual reflection including summarising their own content. They continuously

update their teaching philosophy. The way of behaving in a classroom is for good teachers to reflect.

Well, I think that’s the case.

Extract 5:FG1 T3

FEIB T RATEARE XA LB T, EFE - ERRZDESMRT. WAz )q, RIS
BREE R, PR ES SRR A e B2 )5, BTN E OX E Ci—MTEh T
FitRl. XARFEENIZREEA L ER . In applying this to our classroom practice, there is still a
certain amount of refinement and enhancement required. After that, we feel that the most important
point is to lead the teachers to reflect on their teaching and to carry out an action research plan for
themselves. | think this is very necessary.

While both teachers saw reflection as central to teaching practice, they recognised that many teachers
needed to be brought to a reflective stance in relation to their teaching and that this could only
happen through supported professional development. For teacher FG1 T3, reflection was not a
process for its own ends but a prelude to action research, and the need to develop a research focus in
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teachers was a theme that other teachers echoed. Some of the teachers talked about using exploratory
research processes as a way of doing professional development, as in Extract 6.

Extract 6: FG2 T3

A BN AR, T 2T — AN RS — N, JR I AT — S N %, PRt
We, FATHHIE 7 FESCF—Lemt e, i 8 SO N a2 it e, R SR
PHER A . W AHASEN, 52T —A T80, #i 2 8m CT I)/N3eis SEEaE 3
HMS IR TE . FATH AT . FATUTHE XA 2 28 Wr IR AT 2053000, XL AT oy 52 52
FEAEIVE SE I FRA TR R 24 . This year, through a questionnaire survey, | found that teachers
were confused, so we decided to conduct some research about topics, for example, vocabulary
teaching as a topic and discourse teaching as a topic. This year, one of my topics for teachers is the
study of English practice strategies in primary schools. We thought... We are thinking about how
we put into practice ideas about this activity that we have often heard about.

In addition, to general features of teacher development such as reflective practice and action research,
the focus groups identified two main areas of developmental need for the teachers: using technology
and localising theories and materials.

Technology was seen as an issue because the expert teachers felt that most teachers had access to
technology but did not have the knowledge base to use it properly as shown in Extract 7.

Extract 7: FG3 T3

BIAAWE, Fofit 7 — M, s 2ImAE B X s, B AR BLE RS ERFR B 3k,
WAL AR SR ZA ZH N, B IAT— 5 B SN XA — 15 B R X P 2k
We, fhfgth v —LeBImin), MEIRERAM, REEEI 4, RETLLAR]. R 1 —
AN, RIS A AR TR T URAAE S B HoR T B, (H2 A AT S K TR =t 2
AT A A R R AT X B B Y, T HL AT R A S IR S B, X 2 R K IILAE T W ) e K —
k. Not long ago, | did a survey on the use of information technology by teachers, because the
current curriculum standard highlights six items. In the requirements for information technology, it
puts forward some definite requirements, that is, what you need to do, what you need to pass, and
then you can achieve it. | did a survey and found that the teachers are actually using information
technology in every class, but their biggest confusion is how to use these resources effectively and
how to integrate these resources. It’s one of the biggest challenges faced.

In responding to Extract 7, teacher FG3 T1 emphasised the increasing amount of technology
available to the teachers and the difficulty of engaging with the volume of technology on offer.

Extract 8FG3 T1

PixiaWe, FEFEA, mRIGEBONEAL I BT FPkie, EER, WIF Teacher 3
FEE|—ME BB T XA, AR Rtz R B EORE, HSox A 1E
We, BRsEPEh 7k, A RN BOMXAME B HAR KT, =7 6 RIS R BR R
Blo MAHSZRBEARXTEA . HUNKI AL MLL R AR I T g EsR, Atk
AR, X BUNA SRR T — MRk, X2 REFZ N ZE A, B oA
We, ZFBAFXDPEE, ZRNEEER, IAEFIX A KL, BABAT. 1. Peite
PNVEARAER 42 TAE )\ T THIX A0 B3, B8 L E A R B A AT B 5, i0F
2], HEREINIEA TR, B RATE SR AEENE, R T MRRIBER. Ak
IE AT LR PG ? T EP RS, TG, TZRHE(E S EM Teacher 3 thigfG (s
BEARRZA K G, R EATH XA oy SR RK, EERZXAT5E. | think the
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challenge of professional learning design for English teachers in Yunnan is mainly the use of
information technology, which was just mentioned by Teacher 3, and the effective use of
information technology is actually a challenge to our teachers. It has led to higher requirements for
the professional competence and professional quality of teachers. It has also put forward a great
challenge for teachers. Secondly, | think this challenge is due to information technology and the fact
that it is so advanced nowadays, so our challenge is how do we integrate our teaching resources, and
learning resources, with the resources for student learning in so many kinds of things, which also
poses a great challenge to our own ability. So how do we integrate these things? By picking them
out and integrating them. | think it is mainly the amount of information and Teacher 3 also thinks
that with this development of information technology, the impact on us is actually very big, mainly
in this area.

It therefore appears that accessibility of technology in classrooms puts pressure on teachers to
develop their teaching approaches to best use this technology. The use of technology may have been
a particular focus for these teachers, given that many teachers were needing to teach online during
the Covid-19 pandemic, although Covid-19 was not the major focus of the discussions. The issue
seems to be more about the integration of technology into more conventional teaching programs and
maximising the use of technology in the classroom.

The expert teachers also recognised that there is a need to support teachers in adapting ideas from
outside to their local contexts. These may be ideas from outside China or local requirements of
policies and textbooks that need some form of modification to fit local needs and contexts.

Extract 9: FG1 T3

AP EE Y — AT, 54 B LLAT R ((colleague)) FRAT T2 95 [ AEAN L& S INIE A= F A
HIEAN AR I, 27 I B — A2l A5 2] — B e . JATI w54 2 A iz
AN, BRI RIS RO R L. MR, IR critical thinking.
A RXAHAINER) — L B2, EHEEEFEMESE. BIRZ —SARE i . ERHEA]
FRkEE, B ORI RIRE B R, s I T, AR RIA B — PR, SE N % —
NAHAG BT, IR AR AR, SRR EE . XA, B
WERANFE, ERENERSEIR ST sk, XA Y B — A D ER B —ME R
Sebr b, IRATIAETT A & FhiX A task-based learning tH%F, i£4 communicative language
learning 47, EF —Lixtl, THE BRDIE S A, (B2 0GRk AR BSR4
T R RCRA o P ASRATREAS SN 2 2 B, I s SR R i o A0 AE B
ZFHE, (HREREATME T, 2014 FAER, UAERRE, CetEsREIRL R A
WELFHIH, TR A A AT AR . RIS ARIR L 1, AR eI AR TY, FE R 1S
A Lo w2 B st iz Ay, Xt —A, AERMTEM UL A — D, e
IRGF, (HSZPhR ERABRRXAN AR H B, sRmm L, 37— DAl ARiergx A
HOE, JCHR R BN XA, WA T A& T R . Al B O I XA
A, RIS DR ORRIBkAR . This challenge, I'm going to talk about an experience. So |
used to go to the UK with ((colleague)) and we were participating in this Yunnan Province's public
study abroad program and we went to a college in the UK and we studied for a period of time. We
felt that the English taught by the locals was indeed very different from what we were taught. First
of all, the educational philosophy emphasises critical thinking, and this critical thinking, and a
creative and innovative spirit and so on. It has some very good ways. But when we came back from
our studies, we found that when we were designing our instruction, it was a challenge to localise the
design, as it also involved the students’ foundation, and their receptivity. This is one of the
challenges, because language learning is not simply a matter of imparting knowledge, but of using it
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as a vehicle. In fact, we now carry out a variety of task-based learning, and communicative language
learning is also good. In fact, the various kinds of task-based learning, communicative language
learning and so on, are all language based, but they are still more effective when students are in real
situations. So we felt that the theory we learned from outside was particularly good at the time. But
then we also looked at it, and brought it back in 2014, and in just eight years, it had already been
worn out by the local community instead of being used better. It's those very, very good, very
advanced things that we brought back and felt unusable. It’s just not designed for here. This is...
There is also a similar problem with our textbooks now; they are well compiled, but in fact they do
not achieve this editor's aim, which is to be localised in terms of its use. The localisation is an
adaptation, after it has been digested and absorbed by the teachers, of the design which is best for the
students they are facing. I think it's one of the biggest challenges for me.

This teacher talks at length about ideas that she learnt while studying in the UK and the difficulty of
applying those ideas in China where the abilities, experiences and contexts of students and schooling
are different. She also finds these problems with Chinese textbooks for English, which again need to
be adapted to the needs of the learners. Given the finding above that even these expert teachers may
not feel comfortable in deviating from their textbooks, localisation is potentially a significant issue
for teachers’ professional development. Teachers need support in working with the ideas and
materials available to them in ways that are best adapted to local contexts and needs.

In discussing how they undertook their work, the expert teachers described their professional work as
covering a number of main areas of work with teachers.

Presentations: These could be presentations by the expert teachers themselves or they might be by
invited external experts, who could address teachers on relevant topics. One expert teacher described
an activity in which teachers themselves facilitated workshops by selecting topics and the presenting
on them to their group:

Extract 10: FG2 T1

FEHHEESE, Mgt —MH ik, RMAE - MES T ERXANEIMNIX—AF, i
e FERERELTEH, EREARLE, SFE W R EAFERIBEATUT I, W iiXfh#s
Wit44, IE—AH— Topic study activities, that is, once a month, | assign them a task to
teach, each teacher has a topic, such as the use of mind maps in the curriculum, how to do reading
and writing lessons, or how to do speaking and listening lessons, listen to this kind of teaching
design, etc., anyway, once a month.

These are largely single episodes of one-way dissemination in which teachers are introduced to ideas
and practices. One shortcoming of such presentations is that, while teachers may develop their
knowledge of the topic, they may not use this knowledge in their future practice.

Reading groups: Reading groups are activities in which teachers collectively read articles or other
documents relevant to their teaching and discuss the ideas they have encountered in the reading. The
teachers felt that collaborative reading was more engaging than independent reading and that
teachers were more motivated to read research if it was part of scheduled professional development
work. One participant who had used collaborative reading argued, however, that it was useful for
developing teachers’ theoretical knowledge but that it was not very practice focused and ideas may
not be implemented once they were learnt.
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Demonstration classes: demonstration classes were very commonly used as ways of disseminating
examples of good practice. These classes were often taught by the expert teachers; however other
teachers with recognized good practice may also be selected to teach a demonstration. Demonstration
classes were usually followed by a discussion of the practice being demonstrated. These classes were
felt to be popular with teachers because they saw them as being practical and providing
implementable ideas.

School visits: The participants spoke of frequently visiting other schools as a way of working with
teachers and supporting the professional practice of individual teachers. During school visits,
classroom observation and feedback was the main form of professional development work:

Extract 11: FG3 T2

R — e b B RTEER. ATFER, wodE W pEaR 7 20 SRR3R XA ZIAAAE AT B A
AR, SREAEVERERE b, BRI H — Lot 3R, HPZ M —L 8. And one is to take a
demonstration class or an open class, by observing and evaluating the class we can find the strengths
and weaknesses of this teacher, and then in the process of evaluation we can find some
countermeasures to help the teacher solve any problems.

The expert teachers may also meet with schools teaching and research groups to discuss their work
and provide feedback on the issues they were considering. While all participants discussed the
benefits of school visits and providing feedback as an effective way of influencing individual
practice, many felt that it led to a fragmented approach to professional development as it focused on
lower-level techniques and practices and did not really develop teachers’ knowledge and
understanding.

Projects: The participants also worked with teachers in schools to develop projects with a specific
focus. Projects were felt to be particularly useful as they engaged the teachers in experimentation and
reflection on their practice and gave focus to professional development work that could otherwise be
piecemeal and scattered. Projects took different forms but mostly they involved forms of action
research. One participant presented a model she had used in her own work model in which the
teachers would select a theme (e.g., autonomous learning) and have teachers observe a lesson that
embodies this, followed by some theoretical learning that led to one teacher experimenting further,
and then finally everyone putting the innovation into practice.

Extract 12: FG2 T4

AR SEEG, PR SR RIFR IR R) — M, R AT SR — P IR, s — 1
T RGP RN, B B AP X R — DR, EE iR AT AT A F

HEMRURE, AR 0 ERWRE, R0 DA SRR EREL, JATHr R, Wr 7R
PUG, MRAEXAS IR TR LA )8, AT — BRIy 2], BES, s
RELHRIIE, B REERY, RE. S — M F—mW TR G, BEREATH
DS R AT BAR RS B, ARJE e a RSE B 1 O Z- 08, AT A N AT TAEE 1
—AN TR, SRIE IR S Ot SR, B RORE BRI, Wt B A e
FIHE A E AR, AAIXAFEF). It is a model of practice, theory — practice and then theory. The
first step of our practice is to set a topic and then let all the teachers, all the participants, offer such a
class, for example, we want to study autonomy — autonomous classrooms — then according to the
idea of the autonomous classroom, you can choose your class type at will, we will listen to the class,
after listening to the class, according to the problems presented by the teacher's class, we will do
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some theoretical learning, independent learning, or invite experts to lecture, or collaborative
discussion, and then after making a relatively good plan, we then ask our teacher to carry out the
specific practice, and then finally everyone practices what we have developed. We will be using it as
a case study of our teacher community, and then let the teacher write it up in as a paper or an after-
class reflection, so we can improve the theory and orientation. This is how it works.

This participant describes a collaborative process of learning and experimentation that not only
contributes to improving practice for the teachers involved but also produces a resource that can
contribute to wider learning. The project model described is one that attempts to link theory and
practice and also aims to ensure that new ideas are implemented by the teachers involved.

Problems in delivering professional development

One of the key problems the focus group participants identified was knowing how to mediate
between theory and practice.

Extract 13: FG 2: T2

SARNIA XA AT B, HSERAT LM ZIN, SRZ R Z B RARYE, (H2BR M1,
R R =R, FATEFR S — RIATTEAR AR, 25 0, it 2 ) sEIR ME
BB AR S Gk . FrATRA T — e BON RS EAR ), B R E X . B
WA XML B RE AR AP 25 SR . RIS, At T LU FRATT 2 A R 4 i) X M i it 1
FRIXE—N 170, FRATEZ M AER RN, HEHRE . As the teacher just said, in fact, our
front-line teachers lack a lot of theoretical things, but the theory is too profound, and they seem not
to be too interested, and secondly it may be difficult to combine it with our teaching practice. So
what our front-line teachers want and need more is for the theory and the practice to be well
integrated. And then, it is something that can have a good effect on teaching, which is what we want
most and what teachers are most interested in.

Here Teacher FG2, T2 articulates the problem she faces in that teachers need a stronger theoretical
base, but the theory is both too complex for them and difficult for them to operationalise. The
problem expert teachers face, therefore, is to integrate theory and practice in ways that teachers can
take up and implement. Moreover, she believes that teachers would be more motivated to participate
in professional development if they could see direct links to their own practice.

Teacher FG2 T4 argued that teachers could come to value theory once they saw that it was practical
and operationalizable.

Extract 14: FG2 T4

FURAWI XN REE, A BATR Z 2R IEAEL 5 S A & — MRS 3w, ik
At SRR A SR . $RAEIEAE HAL, P LR 15 ] BE At A2 A TR B 0O AR R BE 1R 2
2, FANRZAERZIN, EAE A S IRA T 27238 I R Rk Bl A2 RS 7 T i FE AN
ERRFEHEE, KRB, RN RAIRUFE SR, SRR A ZIT 1,

FXFETH, RN TEE T, WAHH4BE . Itis constantly this adjustment, then many of
our teachers have found that this theoretical learning is not a very abstract theory, they found that it
actually has a strong practicality, and operability, so | think it is possible that we like this kind of
theoretical learning. The biggest shortcoming of many of our young teachers, including teachers in
secondary schools, is that they do not have enough theory, but if there is too much theory, too
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abstract theory, in fact, it’s not very practical and we don’t like to listen to it. It's like this, because it
is meaningless to learn it and not use it.

Thus, if theory is to be meaningful for teachers. it must be translatable into practice and professional
development leaders need to make theory accessible to practitioners.

The expert teachers believed that teachers needed to understand the theoretical underpinnings of the
practice because without theoretical knowledge, teachers could not develop effective practice.
However, they also realised that teachers needed to develop their practice and just developing
theoretical knowledge was not adequate.

Extract 15: FG2 T4

AR XA BRI SLER A S Tk A AR A, —WIRZEE B, B DB MR 98,
{H 2 S f K I i) s R B — A RBMIR, R EA IR SR, BAMAHER,
Maybe this theory and practice can be combined well. In my personal opinion, if a lesson is to be
good, I think it's a good idea to imitate each step, but in fact, the biggest problem is to have a lesson
with a soul, which must be supported by theory and supported by ideas.

In Extract 15, this teacher is arguing that a good lesson can be produced by imitating technique, but
that this lesson is lacking, as it does not have an underlying conceptual base.

A further issue that these expert teachers confront is engaging teachers in professional development.
Extract 16: FG1 T3

RIGHAAIEA — MR E =5, FUE R ARMEA IR &, I RR A — R LA 5T 3
PATX PR, FRAT AL R IX AP R S 2 ik B 47.6, IRIRHZIEER], ((researcher)),
FrAo T HIAE AR & A7 R ZR, B PLE T R AR B BUR SR, SRS IR 2 224
T HEAAEYAT T, #HAARZE, AR RURE SR R R MR A IR, IFREA
YR LLRTE, RZISERBREAT, HRRSRRESAE 1, A TR AR, Arb
AR TR S AS IULE B TAF = 5t 2 -G A ke &t o 2 — mifS3i . Then there is a third
point, that is, the motivation of participants is not very high. It is as if we have a kind of career
fatigue in terms of age. The average age of teachers has reached 47.6. You also are clear about this
((researcher)). So, and now this sort of factor, there’s a very strong career phase for teachers and
many teachers have a problem with just getting by and sometimes they find it difficult to do things.
It seems like you’re deliberately trying to change them, but what you can change has been changed
so | feel like there’s no progress in the workshops now. It’s just a little bit stagnant.

There is thus a perception that the majority of teachers have reached a point where their focus is
more on keeping going as they are than on developing their teaching practice and that there is a
limited return for the professional development that is offered. There is thus a need to engage
teachers in professional development to have teachers see it as part of their professional identity and
as continuing throughout their career.

There is a perception among the teachers that it is easier to facilitate professional development in

some areas of Yunnan than in others, and in particular, it is much easier to work in cities than in rural
and remote areas, as Extract 17 shows:
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Extract 17: FG1 T3

FATA R VR AR S 51T, B — A Ry, EIRLeZmaets E k. WA g, wRE
FAT R A TE — e T Al , XA FEUTHX MU S, F IR H RO ER S IR R,
ERAE LR, BiF R — S VR e XA, XA SERR I 1] R AE A LLERAE R . We
are just saying we can lead or do a demonstration and teachers might be willing to come. At the
moment, in some places the concept of teaching teachers and the awareness of development one’s
own learning is relatively strong but in some prefectures, in some remote schools the practical
problem is more difficult to deal with.

In Yunnan, having people from remote areas participate in learning is problematic, either because a
tradition of ongoing professional development has not been established or because there are practical
difficulties that prevent them from participating. Engaging teachers from rural and remote areas is
thus important for their work.

In addition, the expert teachers perceived a number of challenges for their work that related to how
their professional development work was organized and managed by the education system in Yunnan.
One significant challenge that emerged in the focus groups was the issue of time, both for the expert
teachers to support professional learning and for teachers to participate in it.

Extract 18: FG2 T2

AR TAER, AYHCHBEHES TAERKE. AN RREERHEZ R,
B2 UONIRI RIS, ELAS 200, RS 2Uv AR 55 LU, IR INE L, BERAEZ
HI¥E 71+ BT 58 2 515 . There is also the workload, the teaching load itself is too
heavy. Sometimes you want to do more, but because you have a lot of class time, and then you have
a heavy teaching load, you really don't have the means to do it, you really don't have the energy or
time to do more.

Later, this same teacher talked about the impact of time pressures on her work:
Extract 19: FG2 T2

AW T — LR B XSG, (HEe, AURISERYL, FSCRp G EE, XM AR,
A IZFRES I JRK T, XA IAT R, AW, i S 3RA 12 AR A A7 3 st a) A
K577 FrARMIT ERITESIARXS K UF, FTRE— A2 IR B A PRI =K, MR ELR 7 A
T, FSZEERAIMEERNE LA . Then we have done some very meaningful things,
but in reality, there are many contradictions. This kind of thinking, and the pressure of class time are
too much for us underneath. It’s true that we have very little time and energy. So, the activities we
carry out are, relatively speaking, maybe two to three times a semester, it is really not possible to
devote more time to them.

It appears that the way that expert teachers’ work is organised does not coordinate the different areas
of responsibility well, with the result that their work as teachers and their work as teacher educators
is in conflict. The result is that they limit their professional development work, as the demands of
teaching limit what they can achieve in their other areas of work.

The issue of time also has an impact on the teachers that the expert teachers wish to work with as the
demands of their teaching work do not allow much time for them to develop their practice.
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Extract 20: FG3 T2

RUNE A R IX AN 07 TAE b, Rl E A s thax — 3, IR AT R 12 3R R,
FATTZZIHWE , B8 22 1 2 I TR TEOAE an ] i iy 2 AR R BeX AN U7 T, AEAR 2 I, shz2mg 7 3O
FIX AN O BE 711932 T+ . Because in the current teaching work, especially in junior and senior
secondary schools, the pressure of teaching and promotion is very high, we teachers are more
focused on how to improve students' performance in this area, and in many cases, we neglect to
improve our teaching and research skills.

Time pressure therefore has a negative impact on both the facilitators of professional development
and on its recipients. This negative impact of time pressure on teachers of English has also been
observed in tertiary education contexts in Yunnan (Liddicoat, Murray, Zhen, & Mosavian, 2022;
Murray, Liddicoat, Zhen, & Mosavian, 2020) and appears to be a very significant obstacle to
professional development at all levels of education constraining what teacher can do and are willing
to do in changing their practice.

The teachers also expressed problems in administering their professional development activities. All
of the groups commented on the lack of administrative support for their work and stated that this lack
of support had a negative impact on their work.

Extract 21: FG3 T3

PR XA TAFE . AR T, SR, A — 22k TSR T,
BN EATEA 28, Eean v sl 217 B R —285CKF. | lead a studio at district level. | actually
found that it was actually too difficult to lead a workshop as a frontline teacher because | didn't have,
for example, some administrative support.

As Extract 21 reveals, this lack of support makes it difficult to exercise leadership in English
language teaching, which they saw as being one of the key elements of their work as expert teachers.
The teachers also argued that without some sort of administrative backing, it was often difficult for
them to convince schools to release teachers for professional development activities.

One of the particular administrative problems the participants identified was the organisation of
funding for professional development as an obstacle for their work. The issue of funding seems to
have been the administrative procedures related to funding rather than the presence of funding itself
and the participants discussed the cumbersome organisation of the financial systems they needed to
work with.,

Extract 22: FG2

IR Q) Batile, wastt ERER. K9k, B M I AR W BT 81 i1,
WA DEAT . HHE ) BERPRE 7 KB, And then there is (.) how can | put it, it is the
management of funds. It’s too strict, it’s just that there are sometimes normal expenses, then I think
it is approved (.). That kind of procedure is too cumbersome.

One teacher reported real problems she had negotiating the financial system when she first became
an expert teacher.
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Extract 23: FG3 T3

FAME, HRRANIMATTHREE, MELFRMMHNIE, XAN—EZR, BFRBULE,
fe ERERTT A QA AN 55 W, — 8 SO R HEAT — MR IFRI AT I AV E . 3kids, B4
TAEE RN TIRZ 7, s A2 R g, ALt 2 s B A H AN
%, BB EHAANE LR, FHREXME 7RG ZER, AR, HEH
CRARIFR), SRR AT T LR G RINE TGRS, AP 4
EHHIEA —MRIF3 4. The second is our financial system, the system for the use of
funding. This must be done with the Education Bureau, the Education and Sports Bureau, which are
the parent departments and the school's finance department. There must be a good preliminary
communication. | remember, in the first expert teacher workshop, | suffered a lot of losses. When |
used the funds again, some people seemed to think that | couldn’t spend them. How come I couldn't
use the money once it came to me? Later, after a few losses, | realized that | didn't have a good
understanding of how to use the money. I realised | didn't do a good job of implementing the fund
management system given to me by my superiors, but it didn't have a good fit with the school's fund
management system.

This teacher recounts how using multiple, incompatible financial systems created problems for her in
organising and managing her professional development work.

The issue of time and the lack of an administrative support structure also made it difficult for the
expert teachers to organize their session in more practical ways, especially when the issue of time for
teachers to participate in workshops becomes involved.

Extract 24: FG 3 T2

BUONAE R IE R T B, JRATEIIX AT B SCR R AR EE R, XA [ R E Ve,
JIT LA R VR AR BT FEAE BE I 2 AR H R o T LAIRSEA5 U R AN BE 8 I 5 22 547 IR B8 A 2R
=AU ], ARIRAE TR IX A TAEY), AU R G AT R A K STHFARA T 22 IR
SR Z, BTl A HAUE S IR, #R 2 AR R4 SR RS, SRR TR,
HREWE, FRSARLENM, RFUSHEL, HERFHATRIERGRER, RS
AT . We find that the support of the leaders is very important in the remote areas. From this
point of view, it is still very difficult to get the work carried out. So I think if you look at it from the
point of view of the need for support, one is time. Like | did a workshop out there, | found that those
workshop members are not very supportive of their teachers participating in these activities. We
generally organise activities, and we send out documents in the name of the Bureau of Education
and Sports, and after that then every time there are always many teachers, and even the leaders, who
call to me to withdraw for various reasons, and then they cannot participate.

The teacher states that they need to get support from school leaders, as they can be significant
gatekeepers for allowing teachers to participate in professional development. The teacher uses the
name of the Bureau of Education and Sports as a way of making the work more official but finds that
this is not enough to overcome a lack of support among leaders.

Discussion

The needs analysis revealed a number of difficulties for the continued professional development for
expert teachers. Some of the issues raised are structural and contextual, such as workload and time
issues, and the lack of administrative support, and cannot be addressed directly through professional
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development. There are also a number of areas of need for developing expert teachers’ professional
knowledge and practice.

Expert teachers have a leadership role in the field and there is a need for them to consider further
what leadership of a professional learning community involves and how they can better exercise this
leadership role. While some expert teachers seem to have a clear sense of ways of leading and have
developed innovative ways of working with teachers, other teachers feel they need guidance in their
role. This seems to be especially the case for those who are newer to the role and further reflection is
needed about the nature of the expert teacher role and ways of developing their own expertise as a
resource for leading a professional learning community. Expert teachers have taken a range of
different approaches to professional development and have not all enacted their leadership in the
context of professional learning communities. They would benefit from reflecting on what it means
to be a leader in a professional learning community and what effective leadership of such a
community needs. Expert teachers also need to consider further how to bring teachers working in
different sectors together to form a functioning, effective and sustained professional learning
community, with a long-term focus and goals.

There is a tension evident in the expert teachers’ responses in both the questionnaire and the focus
group between professional development as episodic responses to specific teaching problems and
needs, for example in the form of observation and feedback on teaching practices, and sustained,
ongoing activities with a common focus. There is also a tension between professional development
that builds theoretical knowledge and professional development that shapes practice. This indicates
that there is a need to build teachers’ thinking about the nature, goals, and form of professional
development, especially as it applies in professional learning communities. Some elements of this
would include:

e Supporting expert teachers in building communities of reflective practitioners and integrating
reflective practice into teachers’ overall teaching approaches. There is a need for expert
teachers to understand ways of developing teachers’ capacity to draw effectively on their
experience, reflect on their own practice, and implement change. This would include helping
expert teachers develop their own reflective practice.

e Developing expert teachers’ knowledge about the value or action research and exploratory
research approaches in professional development and how to support action research projects
by teachers.

e Developing expertise in delivering collaborative professional development in different ways
and using different modes, especially in facilitating and sustaining professional learning
communities in online and hybrid environments, including understanding the affordances and
constraints of different online platforms for collaborative professional development.

The leadership role of expert teachers means that they need to stay up to date in terms of
developments in policy and practice and expert teachers seem to have few opportunities for
supported professional development to build their own capacity as teachers and as teacher educators.
There is thus a need to enhance expert teachers’ autonomy in developing their own knowledge and
practice and to support them in developing strategies for autonomous and self-guided professional
learning for themselves.
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As participation and engagement of teachers in professional development appears to be a key
difficulty faced by expert teachers, there appears a need for expert teachers to develop an advocacy
role with teachers and schools. There is a need for expert teachers further to develop strategies for
advocating for professional development and the relevance of professional learning communities for
teaching practice, especially in rural and remote communities, and motivating teachers to engage in
professional development.

Expert teachers also need to be able to support teachers in localising teaching and learning
approaches and materials to their local needs and contexts. One important aspect of localisation will
be adapting approaches and materials for teaching and learning to the needs of large classrooms in
ways that ensure that individuals receive sufficient attention. This also requires supporting teachers
to differentiate learning for students in large classes.

Teachers also need to be supported in thinking about how to reconcile innovations with the
constraints imposed by the syllabus and set textbooks. One dimension of the need to reconcile
change with existing constraints is to consider how teachers can cover course content adequately in
the time allotted, and so meet expectations of others, while also implementing changes to practice.
Localising teaching and learning and dealing with the constraints of teachers’ context are central to
being able to sustain changes to practice over time.

The workshops and online resource

The needs analysis was used as a starting point for the collaborative development of four workshops
and an online resource to support expert teachers in working with PLCs. The workshops were used
as material for developing an online resource to support expert teachers and the two components of
the project were thus developed in tandem. This section details the decisions and implementation
regarding the PLC website and related resources. These collected resources are designed for expert
teachers. They have two functions: to raise their awareness of choices and decisions in running
professional development sessions, and to provide content that might be used in their future work
with teachers. This section of the report begins with an overall rationale for the website. It then
comments on the approach we engaged in with Yunnan Normal University. Finally, there is a list of
the website’s contents.

Rationale

In terms of the rationale, we wanted to develop a resource that did two things. It would help the
individual expert teacher in the form of a guide by making available a set of resources. These
resources will help expert teachers both consider their as an expert teacher in facilitating a PLC and
provide some possible content for the expert teachers to run their PLC sessions. The original project
requirements were to simply provide recordings of the four synchronous sessions. However, the team
felt that this might be limited as a resource and so also wanted to provide additional video content
and reading. It was also considered that a guide would be necessary to make sense of and navigate
around the various resources. Once housed on a freely accessible from a China-based website, this
guide will provide direct links to the video resources and some recommended books and articles. The
guide also provides a short introduction to the concept of PLC and the value of getting teachers to
work collaboratively. In summary, the project aimed to provide a resource that would have a positive
impact on expert teachers’ understanding and make their task easier by providing some ready-made
materials for them to adapt to their training context.
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An important part of the rationale for this project was using the four PLC sessions to model an active
way of involving participants. This was principally achieved by designing tasks and breakout
activities during the sessions which could be explicit about their developmental function. However,
there were also tasks which needed to be completed in advance of sessions to establish coherence
between sessions but also to establish the principle of flipped content. The tasks were also designed
to link the four sessions organically.

Process

The core part of the process was the collaborative design and delivery of four training workshops for
expert teachers. In 2022 and 2023 University of Warwick and Yunnan Normal University provided
four online sessions. These were recorded, so that they form a key resource for other expert teachers.
The collaborative process took the form of several online meetings to talk about the content and
delivery of the four sessions. The Yunnan team were particularly interested in having input on
leadership, making sessions active and including a session which might encourage teacher research.

The second element of the process was sharing ideas between the two teams about the development
of the additional online resource. The team also wanted to include relevant reading written in both
English and Chinese so that expert teachers had a choice about both content and medium. The
Yunnan team were particularly keen that the additional videos would focus on skills (e.g. listening
and speaking), research (e.g. action research) and ensuring learner-centred communication in the
classroom (e.g. task based learning). This determined the choice of the ten additional videos included
in the resource. In technical terms, a standardized introduction for all recordings and additional
videos was developed. A PowerPoint was designed so that the videos would have a consistent look.
These slides were integrated into the videos as screenshots/jpgs. The four recorded session videos
also include some meta-commentary on the goals and objectives of each session.

Key elements of the PLC resource
The following are the key resources that were produced for Project 3:

e Four recorded PLC sessions (these can be used by expert to teachers to reflect on their aims and
goals in working with their PLCs)

e Additional videos (these can be used as content/input for expert teachers’ PLC sessions)

e Atrticles/books (these can be used for expert teachers to reflect on their role leading a PLC but
some of them can be used to support the additional videos and can be read by teachers
themselves)

e A Guide: an introduction to PLCs and their value

In more detail, the four recorded PLC sessions were as follows:

Recorded Session 1 (Topic: Leadership of PLC - sustainable CPD) Neil Murray, Yunjie Hou and
Steve Mann. This session focuses on how to lead a PLC. It considers how expert teachers can use
their role as to unlock the potential benefits of PLC.

Recorded Session 2 (Topic: Learner-centredness and experiential learning) Annamaria Pinter and
Penny Mosavian with Yun Fang from Yunnan. This session establishes the importance of learner
centredness, experiential learning and wellbeing in all classrooms and it demonstrates step by
step how to implement experiential learning in any session.
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Recorded Session 3 (Topic: Reflective practice and online offline) Steve Mann, Yuan Gang and
Maricarmen Gamero Mujica. This session establishes the importance of reflection. It suggests
ways to develop teachers’ capacity to draw effectively on their experience, reflect on their own
practice, and implement change. It also considers different platforms combining online and
offline elements (e.g. hybrid learning and flipped content).

Recorded Session 4 (Topic: Teacher Research) Annamaria Pinter and Jason Anderson with Ruirui
Wang. The session considers a wide range of possibilities for engaging in researching teachers’
own classrooms, involving data collected from observations, recordings and learner feedback.

The additional provide content and input for expert teachers’ PLC sessions. The videos cover three
main areas: skills, Communicative Language Teaching, and research for teachers:

Guiding groups of teachers - communities of practice
Integrated skills

Listening skills

Speaking skills

Action research

Reflective practice

Classroom dynamics

Differentiation

Task-based learning and teaching

Group work

The online resource thus provides materials to support expert teachers in thinking about establishing
and facilitating PLCs and also support them in addressing some of the key topics that have emerged
from the needs analysis as being areas where there is a need for future professional development.
They also serve as examples of sessions with varied viewing, discussion and reflection tasks that
could be easily adapted or developed further.
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Appendices

Appendix 1: General questions about methodology

Strongly . Strongly

Disagree Disagree | Agree Agree
Language
| feel able to give sufficient attention to fluency in class, 0% 129 550% 33%
compared to accuracy
! know how to develop language fluency as well as accuracy 0% 129 56% 3206
in the classroom
lam famlllar W_|th techniques that encourage authentic 0% 10% 49% 41%
student interactions
I feel I have the knowledge and skills to develop students’
real-life communication skills even if this is not included in 2% 18% 55% 25%
my textbook
I am able to integrate different language skills
(Listening/Speaking/Reading/Writing/Viewing) in my 2% 9% 60% 29%
teaching
I am able to teach grammar communicatively 0% 5% 69% 26%
Culture
lam z_;lble to integrate cultural content into my language 0% 506 5206 43%
teaching
I understand h(_)w to develop intercultural skills as part of 204 129 539 33%
language learning
Learner
| feel able to engage my students in independent learning 2% 5% 69% 24%
! know how to create opportunities for my students to learn 204 204 69% 27%
independently
I am able to identify the learning styles of all of my students 0% 17% 59% 24%
I am able to a(%apt my teaching according to students’ 0% 9% 64% 27%
different learning styles
Classroom organisation
I have the opportunity to engage students in free practice 0% 506 37% 58%
rather than controlled practice
lam familiar.with technique_s fo.r moving from controlled 204 10% 550 33%
student practice to free practice in lessons
| fe.el. e}ble to incorporate small group work into classroom 0% 506 59% 36%
activities
I have the skills needed to set up and facilitate effective 0% 8% 56% 36%
small group work
I have the opportunity to use role play and drama in the 204 13% 550 30%
classroom
| feel co?flden'F using role play and drama to promote my 204 13% 5204 33%
students’ learning
| have the opportunity to use games as a learning tool 0% 8% 55% 37%
I know how to use games effectively as a learning tool 0% 13% 49% 38%
| feel confident enough in my teaching to depart from 204 29% 40% 29%
textbook teacher manuals
Context
I am able to cover the curriculum in the time available 2% 13% 48% 37%
The way in which stud_ents are assessed limits what | feel 0% 2506 45% 30%
able to do in my teaching
I am able to be creative in my teaching while at the same
time meeting the traditions and expectations of my 2% 12% 52% 34%

school/peers
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Appendix 2: Writing

Never Rarely | Sometimes Often Very often
Textbook exercises 0% 2% 7% 49% 42%
Workbook/worksheet exercises 0% 2% 21% 56% 21%
Shor_t-text activities (messages, notes, 0% 50 28% 44% 23%
emails, etc.)
Gram_mar and other structure-based 0% 0% 20% 57% 23%
exercises
Essay writing 9% 23% 40% 19% 9%
Letter writing 2% 20% 31% 30% 17%
Stories or poems 9% 38% 31% 15% %
Writing games 2% 43% 28% 20% 7%
Exam paper questions 0% 0% 13% 58% 29%
Integrated writing activities 0% 16% 34% 34% 16%
Appendix 3: Reading
Never Rarely | Sometimes Often Very often
Pre-reading activities 0% 2% 7% 42% 49%
Graded reading 0% 7% 28% 42% 23%
Reading aloud 0% 2% 7% 48% 43%
Reading games 5% 16% 42% 23% 14%
Group reading 0% 11% 29% 40% 20%
Reading comprehension 0% 2% 2% 52% 44%
Integrated reading activities 0% 7% 21% 50% 22%
Reading authentic materials 0% 21% 29% 33% 17%
Appendix 4: Speaking
Never Rarely Sometimes Often Very often
Whole-class drilling and repetition 0% 6% 5% 63% 26%
Individual practice 0% 2% 12% 65% 21%
Pronunciation practice 0% 13% 15% 57% 15%
Stress and intonation practice 2% 14% 35% 40% 9%
Controlled speaking activities 5% 2% 271% 45% 21%
Speaking games 5% 17% 25% 42% 11%
Free discussion, seminars discussion and 204 16% 33% 30% 19%
debates
Presentations 2% 271% 29% 29% 13%
Homework/self-study tasks 2% 8% 19% 50% 21%
Group assignments 0% 11% 39% 32% 18%
Online assignments 8% 29% 32% 27% 4%
Individual target setting 2% 42% 19% 28% 9%
Self-evaluation 6% 25% 20% 34% 15%
Appendix 5: Listening
. Ver
Never Rarely | Sometimes | Often y
often
Pre-listening activities 0% 4% 12% 41% 43%
Listening and note-taking 5% 8% 12% 36% 39%
Listening games 2% 14% 16% 47% 21%
Dictation 0% 6% 9% 36% 49%
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| Integrated listening activities | 0% | 7% 23% 49% 21%
Appendix 6: Viewing
Never Rarely | Sometimes Often Very often
Tables 0% 18% 36% 34% 12%
Charts 7% 32% 35% 18% 8%
Diagrams/Figures 2% 37% 37% 16% 8%
Video 0% 7% 23% 48% 22%
Animations 0% 16% 28% 42% 14%
Appendix 7: Language knowledge
Never Rarely | Sometimes Often Very often
Grammar 0% 2% 10% 46% 42%
Vocabulary 0% 2% 6% 32% 60%
Pronunciation 2% 7% 8% 53% 30%
Appendix 8: Resources (use)
Never Rarely | Sometimes Often Very often
Video 0% 5% 31% 45% 19%
Audio 0% 5% 46% 36% 13%
Self-made audio recordings 16% 33% 35% 18% 14%
Self-made video recordings 22% 39% 33% 21% 7%
Overhead projector 7% 12% 25% 28% 35%
White/blackboard 0% 2% 7% 40% 51%
Interactive whiteboard/smartboard 0% 5% 12% 32% 51%
Laptops 2% 12% 21% 32% 35%
Mobile phones 5% 7% 21% 43% 29%
Other mobile devices 7% 23% 37% 19% 21%
Internet resources 2% 5% 14% 58% 23%
Social media 5% 7% 15% 55% 23%
Textbooks 0% 5% 0% 40% 55%
Teacher guides 0% 7% 21% 42% 30%
Workbooks 0% 5% 21% 47% 27%
Self-produced handouts 0% 7% 32% 42% 19%
Reference books (dictionaries etc) 0% 9% 24% 41% 26%
Language games 2% 25% 35% 35% 5%
Flashcards 14% 32% 23% 32% 13%
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Appendix 9: Classroom management

Strongl . Strongl

Disaggr;e% Disagree | Agree Agre?ey
I have thge sk_llls _needed to promote authentic 30 3% 64% 30%
communication in the classroom
The ass_lgned textbook limits my _ablllty to promote 20 26% 53% 19%
authentic classroom communication
| feel able to use Chinese in the classroom in order to 0% 204 79% 26%
promote learning
| feel confident knowing when t hin nd when
no(teetoco ide owing when to use Chinese and whe 0% 11% 63% 6%
Lclz(tri]\(/)i\?ilezow to control the pace and timing of classroom 0% 6% 60% 34%
;T:sdsirstand how to signal transitions between the stages of 0% 3% 69% 28%
(Ie glrjri]parlTl]JIeen Eo make effective use of available resources and 0% 30 71% 26%
I know how to give effective instructions to students 0% 7% 65% 28%
:nz;ms ;%Ignt; adjust my language to the language level of 0% 7% 67% 26%
| am ab_le to monitor _Iear_ner engagement in order to 0% 79 20% 2306
maintain learner motivation
lam gble to |dent|fy_learn|ng opportunities and adjust my 0% 704 67% 26%
learning plan accordingly
I know how to explalq Iea}rmng objectives in a way that 204 11% 64% 23%
promotes student motivation and engagement
:eaar:hzl:sle to plan lessons in collaboration with other 0% 9% 5306 38%
I believe that planning lessons in collaboration with my 0% 50 49% 46%

colleagues is important
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Appendix 10: Assessment

gtiggg?_g Disagree | Agree S’t;g:lgely
| understand how to use formative assessment 0% 22% 61% 17%
I am aple to identify students learning needs at the 0% 11% 68% 21%
beginning of a course
I am able to deS|gp end-of-course lassess_ments that 0% 30 61% 36%
enable me to monitor my students' learning
I know how to en]ploy \{vork portfolios in order to 3% 13% 65% 19%
measure students’ learning
I know how to use peer assessment 0% 13% 68% 19%
I know how to use formative and summative 0% 19% 65% 16%
assessment effectively
I am familiar with different modes of assessment 0% 19% 62% 19%
I feel ablfa to_ assess §tudents real-life 0% 19% 65% 16%
communicative ability
I am able to desigh my own assessment tasks 0% 19% 65% 16%
I know how to use assessment as a way of 0 0 0 0
improving my course planning and teaching 0% 16% 65% 19%
I know how to direct learners to assess their own 0% 16% 68% 16%
work and progress
:na;n; titz)jlgntt(; use assessment as a way of motivating 9% 13% 65% 13%
I know_how to design assessment tasks that measure 6% 16% 620 16%
the achievement of course objectives
Appendix 11: Technology
Strongly | . Strongly
Disagree Disagree | Agree Agree
I am aware of technological resources that can 0 0 0 0
support my teaching of English. 0% 14% 65% 21%
I hav_e sqltable access to technology for teaching 0% 14% 65% 21%
English in my school.
I am z_ible to choose technologies that enhance my 0% 14% 63% 93%%
teaching approaches.
I am ablt’a to chpose technologies that enhance my 0% 14% 63% 93%%
students’ learning.
My teacher education program helped me to think
more deeply about how technology could influence 0% 7% 59% 34%
the teaching approaches | use in my classroom.
I am able to_thmk critically about how to use 0% 704 65% 8%
technology in my classroom
I can _adapt t_hg use of the technologies to different 0% 9% 68% 930
teaching activities.
| feel confident using technology to support my 0% 9% 63% 8%

teaching

Appendix 12: Resources (knowledge/ability)

| Strongl | Disagre | Agree | Strongl |
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y e y Agree
Disagre
e

I am able to make time to create my own materials 2% 23% 58% 19%
I have the und(_erstandmg and skills needed to develop 0% 1206 63% 93%
my own materials
I am able to create materlals that promote opportunities 0% 204 7904 21%
for student interaction
I am ab_le to adapt t_extbook mgter_lals in a way that 0% 16% 5804 19%
maximises authentic communication
I am able to create materials that emphasise fluency as 0% 19% 5804 16%
well as accuracy
Appendix 13: Reflexive practice and professional development

Strongly | . Strongly

Disagree Disagree | Agree Agree
:::Iall;/:g%r;rs)ortunltles to observe and be observed by 0% 30 2504 7904
I knoyv how to reflect on my own and others 0% 0% 38% 62%
teaching practice
I am able to analyse my own teaching objectively 0% 0% 42% 58%
I know which journals can best facilitate the
development of my theoretical and practical 0% 11% 47% 42%
knowledge of English language teaching
I know how to worlg with colleagues in ways that 0% 30 39% 58%
develop me professionally
I know what opportunities exist for professional
development outside of my institution and how take 3% 15% 47% 35%
advantage of them,
[ am able and willing to incorporate colleagues 0% 0% 37% 63%
feedback on my teaching
I am able to engage in re_search, reading and other 0% 504 5504 40%
forms of classroom inquiry.
I am able to present at professional conferences 3% 18% 58% 21%
My school supports me to attend professional 0% 30 620 350
conferences
Part|C|pat|o_n in teaching competitions is helpful for 0% 504 47% 48%
my professional development
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