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Actuality of the theme of investigation.After getting the Independence,
the Republic of Uzbekistan has worked out his ovadeh of development, taking
into account the specific social, economic andtjal traditions of the country.
One of the most important conditions for the depaient of any country is a well
functioning education system. As the educationesgsénsures the formation of a
highly developed generation who is able to liveaiighly position, with social
and personal activity, ability to function indepently in the public and political
life. On December 10, 2012 the President of theuRkp of Uzbekistan Islam
Karimov signed a decree “On measures to furtherrong foreign language
learning system”.

To highlight that a complex system for learning aedching foreign
languages focused on upbringing of comprehensideleloped, educated and
intellectual young generation of people, and furtimegration of the republic
with the global community has been establishediwithe frames of the Law on
Education and the National Programme for Persoifinahing. It is established
that as of 2013/2014 academic year teaching efgarlanguages, mainly English,
gradually throughout the territory of the republiidl be started from the first grade
of the primary school in the format of games aral speech lessons, starting from
the second form of the Furthermore, classes atehigducational institutions in
major subjects of technical and international sgées shall be conducted in the
foreign languages [2;1].

Within a year, since a decree was enacteat, @& projects have been done as an
implementation of this important document. Ineviyakthe successful execution of
this decree mostly depends on the teachers ofgfotanguages as they are one of
the major factors of increasing student achieveni®w cannot expect students to
change what they do if we are content for teachersontinue doing what they
have always done” [45;2]. Lately, marked attenth@s been directed towards the
qguestion of improving foreign language teachersfgssional skills and providing
primary school teaching alphabet, reading and isgellthem with effective

development programs. Apparently, the broad ardaawfher development can be



5

approached from different aspects and it can beredfthrough various seminars,
training-courses and conferences. However, “pradass development can also
occur in informal contexts such as discussions @maevork colleagues,
independent reading and research, observations auil@ague's work, or other
learning from a peer” [23;5]. The present bachglaalification paper is devoted to
the problems of raising teacher effectiveness tjinazlassroom observation and in
the work the definition of professional developmetstrole in teaching career and
benefits of observation for teacher developmerithaldiscussed.

The teacher professional development andsmasm observation are widely
researched areas. We can address the sourcesotdrsotoncerning professional
development as HarwelMichael S. Garet, Mann, Peter Cole, Fullan, J. Qas
well as classroom observation like Wang MinghuipRdindt, Barocsi, Allright,
Gebhard, V. Msila and etdNevertheless, there is little research on how ® us
classroom observation for professional developnmmposes. And we tried to
study these aspects of the problem from the petispeof Karakalpak learning
situation in our qualification thesis.

The basic purpose of researchl'he aimof our bachelor qualification thesis is to
study how professional development is crucial &achers and analyze the role of
classroom observation in effective teaching anditeadevelopment.

In order to reach the aim we planned to fulfill Hte#lowing tasks in the
work:

» to make general overview of professional develognhgnstating different

concepts about this notion and its importanceacheng.

 to identify the factors and characteristics of beac professional

development.

» to analyze concepts about classroom observationtandle in improving

teachers’ professional skills.

 to experiment usage of classroom observation a@soh for teacher

improvement.

» to collect data from local schools and lyceums amalyze the situation
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Methods of researchResearch was carried on with the help of seveethaouls:
review of literature on the problem, data collecticdata analysis, informal
interview, questionnaire and observation.

Theoretical value of the paper.The results of the research can be used in
designing professional programs or manuals fodtheelopment of teachers.

Practical value of researchconsists in using the results of the research in
all educational establishments for teacher impram@mthrough classroom
observation. Practical conclusions can be used urthdr researches on
methodology.

Content of research. The research work consists of introduction, two
chapters, conclusion and bibliography. In the fickiapter we made general
overview of professional development by statingfedént concepts about this
notion and its importance in teaching. At the satme the factors and
characteristics of teacher professional developmeas also learned in this
chapter.

In the second chapter concepts about classroommatiesm and its role in
improving teachers’ professional skills were anatizThe usage of classroom
observation as a tool for teacher improvement vss studied and analyzed with
practical examples. As practical example we cadieéalata from local school and

lyceum



CHAPTER I. IMPORTANCE OF PROFESSIONAL DEVELOPMENT I N
TEACHING

1.1 Concepts about tbac professional development

Definition of professional developmentProfessional development (PD)
iIs a broad term, that includes interests and appesaof people. It refers to the
individual’'s development in his or her professioni&. There is a common
purpose of those who engage in professional denedop The main purpose of
PD is the individual's interest in lifelong leargiand enhancing their ability to do
their work. The Oxford English Dictionary notes these of the phrase
"professional development" from 1857 onwards.

According to Wikipedia.com: “Professional developmheefers to skills
required for maintaining for career path or to gmah skills offered through
continuing education, including the more generalllsskarea of personal
development.. It encompasses all types of faaditatearning opportunities,
ranging from college degrees to formal coursewadnferences and informal
learning opportunities situated in practice” [53].

A wide variety of people, such as teachers, militafficers and non-
commissioned officers, health care professionadsyyérs, accountants and
engineers engage in professional development. iththls may participate in PD
because of an interest in lifelong learning, a safanoral obligation, to maintain
and improve professional competence, to enhanceecarogression, to keep
abreast of new technology and practices, or to ¢pmiph professional regulatory
organizations. Indeed many are also forced to @pétie in so called PD part of a
human resources exercise; the point and use othwhidebatable. A professional
has mastery of a body of knowledge, along with rifental framework to make
sense of it and apply it in a variety of circumsis The professional has acquired
the situational knowledge to be an expert, and #ertise is more than what can
be replicated by following a manual. Glenn Martdescribed that “Professional

development can be defined as the systematic mainte, improvement and



8

broadening of knowledge and the development ofgpeiisqualities necessary for
the person to sustain their relevance and effeutis® at work throughout their
working life” It is a continuous improvement prosekasting from the time an
individual decidego enter education until retirement [21;1].
To achieve and assess performance improvemenhi&eadvocates the following
process:
1. Where have | been (in relation to any PD need),wleat is my previous
knowledge base or experience?
2. Where am | now? (what are my current strengthsveaeknesses in relation
to the need identified)?
3. Where do | want to be (what level of skill/knowleddo | want to obtain)?
4. How will | get there (what learning plan/strategyl wadopt)?
5. How will I know when | get there (what evidence kbu provide to
illustrate improved performance)?
This is to look at PD from the individual's persipee. From this perspective, the
guestion of "how to get there" includes both formadl informal activities. It may
include structured training and seminars as wellvask-based projects. It may
include the use of competency models as well astanag, coaching and self-
paced e-learning. It may include individual stugyveell as participation in group
activities. Many fields require members to partatg in ongoing learning
approved by the profession, sometimes as a regeinefor keeping their jobs
According to Relf and Dunk professional developmisna continuous cycle of
reflecting, planning and doing (Figure 1).
1) Reflect on where you are now and where you wahgeto
2) Plan development activities to help you meet yaalsg
3) Carry out and log your activities

4) Reflect on what you have achieved and where toegt n



_ Planning
Reflecting

Doing

Figure 1. Professiot@velopment cycle.

What is teacher professional developmentMany fields require members to
participate in ongoing learning approved by thefgssion, sometimes as a
requirement for keeping their jobs. Professiondlenoalso voluntarily seek new
learning. Professional development is the onlytstya school systems have to
strengthen educators' performance levels. It is #ie only way educators can
learn so that they are able to better their perdorre and raise student
achievement. Mann described that “PD is an on-goiself-directed and
autonomous effort of a teacher to acquire new kadgé and skills and
continually improve them after initial formal tramg in their career. In their PD,
the teacher plays an active role: it is self-depelent that is at the centre” [36;
106]. According to Head and Taylor “Teacher devalept draws on the teacher's
own inner resource for change. It is centered orsopal awareness of the
possibilities for change, and of what influences ¢hange process. It builds on the
past, because recognizing how past experiences loavdhave not been
developmental helps identify opportunities for alpamn the present and future. It
also draws on the present, in encouraging a fallaareness of the kind of teacher
you are now and of other people's responses tolyasi.a self-reflectivgprocess,
because it is through questioning old habits thi#rrzative ways of being and

doing are able to emerge” [24;1].
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To the extent that teachers are regularly askimgngielves “How can |
become a better teacher?” “How can | enjoy my temchore?” “How can | feel
that | am helping learning?” they are thinking abbeays of developing. They are
acknowledging that it is possible to change the thay teach and perhaps also the
preconceptions that they have about teaching andarnifey.
Wanjnryb [51;15] is of the opinion that teacher elepment is voluntary and it
comes from the individual teacher or the group #wadl nobody can force teachers
to develop. Supporting this idea Gnawali argues2P2] that development is
voluntary and they can not be forced, but they lsarnelped to develop, because
not every teacher will be able to diagnose theabf@ms and areas of weaknesses
and be able to find appropriate solutions. Manyclteas knowingly or
unknowingly develop themselves learning from th@ivn experience, working
with and learning from the experience of others la@doming more active in their
own continuous process. However, there are somenconstrategies a majority of
teachers adopt to develop in their professionakbgment. People often use other
names, including staff development, in-servicenirgj, professional learning, or
continuing education. Whatever the term, the puwpesthe same to improve
learning for educators and students [23;5].

Professional development serves three functions:
e To improve school performance
e To improve the quality of classroom instruction
e To support the implementation of new initiatives

Professional development is a comprehensive, oggaimd intensive approach
to improving teachers' and principals' effectiveniasraising student achievement.
So what type of activities count as professional gelopment? Anything that
helps you develop your skills, knowledge or compe¢ein the workplace can
count as professional development. Professionatldpmnent can involve, but is
not limited to the following activities:

« Study groups among peers focused on a shared némoi@

» Observation: teachers observing other teachers.
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« Coaching: an expert teacher coaching one or mdkeaguies.
* Mentoring of new educators by more experiencecaglles.
« Team meetings to plan lessons, problem solve, ivgoperformance,

or learn a new strategy.

« Faculty, grade-level, or departmental meetings.

Online courses.

College/university courses.

Workshops to dig deeper into a subject.

Conferences to learn from a variety of expertisemfr
around the state or country.

Whole-school improvement programs

Proprietary program by private vendors.

Professional development programsare systematic efforts to bring about
change in the classroom practices of teachersein attitudes and beliefs, and in
the learning outcomes of students. Although a loteachers think that their
professional education is over when graduate, atgnember of them see
professional development programs as among the pnostising and most readily
available routes to growth on the job - not onlyaasay to combat boredom and
alienation, but also as a pathway to increased etenpe and greater professional
satisfaction [25;201]. Despite the general accaeganf professional development
as essential to improvement in education, reviefvprofessional development,
research consistently point out the ineffectiversdssost programs. A variety of
factors undoubtedly contribute to this ineffectiges. It has been suggested,
however, that the majority of programs fail becatisy do not take into account
two crucial factors:

1) what motivates teachers to engage in profesistt@welopment,
2) the process by which change in teachers typicaiturs.
It is important to note that, for many teachemgprioving professional skills means

enhancement student learning outcomes. In an startly of teachers' perceptions
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of success, regardless of teaching level, mosthe&racdefine their success in
terms of their pupils’ behaviors and activitieghex than in terms of themselves or
other criteria. What attracts teachers to profesdidevelopment, therefore, is their
belief that it will expand their knowledge and &kilcontribute to their growth, and
enhance their effectiveness with students. Buthac also tend to be quite
pragmatic. What they hope to gain through profesdidevelopment are specific,
concrete, and practical ideas that directly refatde day-to-day operation of their
classrooms. Development programs that fail to a$dtieese needs are unlikely to
succeed [14;749]. A second important factor thahynarofessional development
programs fail to consider is the process of teachkeange. Professional
development activities frequently are designed ribiate change in teachers'
attitudes, beliefs, and perceptions. Professioaaeldpment leaders, for example,
often attempt to change teachers' beliefs abouhineaspects of teaching or the
desirability of a particular curriculum or instrigtal innovation. They presume
that such changes in teachers' attitudes and $&lidiflead to specific changes in
their classroom behaviors and practices, whichum twill result in improved
student learning [15;382]. This perspective onheachange evolved largely from
a model developed by early change theorists sutlews) , who derived many of
his ideas about affecting change from psychothertapenodels. More recent
research on teacher change indicates, howeverthihassumptions of this model
may be inaccurate when considering professionakeldpment programs for
experienced teachers. An alternative model thakeanines the process of teacher
change is needed to guide the creation of moreteféeprofessional development
programs. One of these alternative models 'Moddleafcher Change' (Figure. 2)
was suggested by Guskey. It presents an alternappmach. This model suggests
a different sequence among the three major outcomaofessional development.
According to the model, significant change in teashattitudes and beliefs occurs
primarily after they gain evidence of improvemenmisstudent learning. These

improvements typically result from changes teacherge made in their classroom
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practices a new instructional approach, the usgewf materials or curricula, or

simply a modification in teaching procedures osstaom format.

Professional
development

Change in
teachers’

classroom
practices

Change in
student
learning
outcomes

Change in
teachers’
beliefs

&attitudes

Figure 2. Model of teacher change.

The important point is that it is not the professibdevelopment itself, but
the experience of successful implementation thanghas teachers' attitudes and
beliefs. They believe it works because they haens sework, and that experience
shapes their attitudes and beliefs. Thus, accoriige model, the key element in
significant change in teachers' attitudes and fselis clear evidence of
improvement in the learning outcomes of their stisleThis model of change is
predicated on the idea that change is primarilyegperientially based learning
process for teachers. Practices that are foundotl that is, those that teachers
find useful in helping students attain desired esg outcomes are retained and
repeated. Those that do not work or yield no tdegdvidence of success are
generally abandoned. Demonstrable results in tefns$udent learning outcomes
are the key to the endurance of any change inuictgbnal practice. Attitudes and
beliefs about teaching in general are also larg#dyived from classroom
experience. Teachers who have been consistentlycoassful in helping students
from educationally disadvantaged backgrounds taimata high standard of
learning, for example, are likely to believe thesteidents are incapable of
academic excellence. If, however, those teachgra tnew instructional strategy
and succeed in helping such students learn, thediefb are likely to change.
Again, the point is that evidence of improvemenpositive change in the learning
outcomes of students generally precedes, and maypbe-requisite to, significant

change in the attitudes and beliefs of most teach&arning outcomes are broadly
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construed in the model to include not only cogeitand achievement indices,
but also the wide range of student behavior andudéts. They can include
students' scores on teacher-made quizzes and eatams) as well as results from
standardized assessments and achievement teststh®utcan also include
students' attendance, their involvement in classiers, their classroom behavior,
their motivation for learning, and their attitudesvard school, the class, and
themselves. In other words, learning outcomes delhatever kinds of evidence
teachers use to judge the effectiveness of thaahiag.

The next question to be answered is what resultss dorofessional
development give? Here is Hayes Mizzel's opinionofé&ssional development
yields three levels of results:

(a) educators learn new knowledge and skills becatitheir participation;

(b) educators use what they learn to improve tegcand leadership;

(c) student learning and achievement increase Beaaducators use what they
learned in professional development. [23;6].

The results of professional development can be sasdethrough following
techniques:

e surveys

o tests

* oObservations

* video recordings

e interviews

If administrators become better leaders and teadmecome more effective and
apply what they learn so that students achieveigitieh levels, professional

development is worth the cost.
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1.2 Importance of teacher development

There is no doubt that the more teachers are [wmiofesly developed the better
students perform at their studies. There are piglfalwv teachers who would not
want to be thought of as professional. On the oliaerd, professional carries a
greater claim than the more neutral teacher. Befiscussing the importance of
teacher development, we decided to identify whaliies should educator have in
order to be professional and how can it be inflia¢rib learners’ achievement.
According to Manr{13;105]the professional educator: . . .

* Uses teaching and learning strategies that reffach student's culture,
learning styles, special needs, and socioeconoaukdgvoundDiversity);

« Uses assessment strategies (traditional and ditexhato assist the
continuous development of the lear(®ssessment);

 Plans, implements, and evaluates effective ingtmcin a variety of
learning environment@lanning);

* Uses an understanding of learning and human deweopto provide a
positive learning environment that supports theliattual, personal, and
social development of all studeriiduman Development and Learning);

» Creates and maintains positive learning environmenivhich students are
actively engaged in learning, social interactioopperative learning, and
self-motivation(Learning Environments);

» Uses effective communication techniques with sttsland all other
stakeholdergcommunications);

» Uses appropriate techniques and strategies thatgbeoand enhance the
critical, creative, and evaluative thinking capgigié of studentgCritical
Thinking);

« Uses appropriate technology in teaching and legrniprocesses
(Technology);
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« Works with various education professionals, parengésd other
stakeholders in the continuous improvement of thécational experiences
of studentgRole of the Teacher);

* Engages in continuous professional quality improsetor self and school
(Continuous Improvement);

« Demonstrates knowledge and understanding of thejecubmatter
(Knowledge and Understanding);

» Adheres to the Code of Ethics and Principles ofdaional Conduct of the
Education Profession in Florid&thics and Principles).

* As we know there are variety of factors that impactearners’ achievement
and teachers’ role is considered as one of theanflal factors among them.

The following diagram describes share of theseofact

Factors impacting on the variation in student achievement (Hattie 2003)

- Factors attributed to student ability
30% Impact of the teacher
5% Impact ofthe home

5% Impact of school environment

- Impact of peers
. 5%  Impact of the principal

Figure 3. Factors impacting on the variation aseht achievement.

The given diagram can proof that how can teachersnbuential on learners
success in their academic life. The most powerfy o raise student achievement
is through professional learning. More than evdoil®e students need effective
teaching if they are to develop the higher orderking skills they will need to be
career and college ready in the 21st century. Asyl®e Monte [29;18] claimed,
“The time has passed when we can simply allow ehiato walk into classrooms,
close the door, and just wing it alone. Few if @ngfessions allow practitioners to
work in such a manner. The fact of the matter mppebecome better at their jobs
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by observing and sharing with experts in theirdfiak they do their work. Given
what we want and expect our teachers to be abii® tiurn out students who are
college and career ready it is critical that weegiltem the tools and support that
will allow them to learn, improve, and do their gobetter even as we hold them
accountable for their work.” Effective teachingas activity that can be learned,
and the notion that someone is born to teach iplgimaccurate. Improving the
practice of teaching learning to teach better does necessarily come from
teaching longer. Experience does not lead diregotlyetter instruction. Enhancing
skills, knowing strategies, and understanding aquntand how to unpack that
content in ways that students can understand dmesaspects of teaching that can
be learned and improved upon. Hayes Mizell argbhat “College and university
programs cannot provide the extensive range ohilegrexperiences necessary for
graduates to become effective public school edusatonce students graduate,
meet their state's certificatioequirements, and are employed, they learn through
experience” [23;8]. As in all professions, new teaxs and principals take years to
gain the skills they need to be effective in thieles. The complexity of teaching is
SO great that one-third of teachers leave the psada within three years and 50%
leave within five years. Even experienced teacherdront great challenges each
year, including changes in subject content, newuctonal methods, advances in
technology, changed laws and procedures, and dtlekming needs. Educators
who do not experience effective professional dgualent do not improve their
skills, and student learning suffers. In many wpgsfessional development is the
link between the design and implementation of etioicaeforms and the ultimate
success of reform efforts in schools. The evalnatd educator effectiveness
based on student test scores and classroom obearvedr example, has the
potential to drive instructional improvement andrpises to reveal important
aspects of classroom performance and success.iffoatnation may, in some
cases, be used as the basis for critical persahembions such as whether to
dismiss an educator or increase his or her saBatyin order to have the impact on

student learning that supporters of reform inteegaluation needs to be
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accompanied by insightful feedback about teacheéiopeance that leads to a

strategic set of professional-learning activitieshelp educators improve their
practice [29:15].

1.3. Factors affecting to teacher development

Teachers are individuals with different backgraaiadd personalities who work in

varied environment. As learners’ achievement iduerficed by various factors

other than the instruction, the factors that makpact on teacher change is also

diverse. These factors are categorized by sevesahrchers and they differ from

each other. Ottoson , for example, discussed fegories of factors.

1.

Educational factorsThe characteristics of the professional development

including quality of facilitation, organization, dmethods.

. Innovation. The ideas, practices, and strategies taught or ested to

teachers during the professional development.

Predisposing factorsThe characteristics of the teacher, including their
motivation for attending, background knowledge, pretexisting attitudes.
Enabling factorsThe teacher's skill in applying the new strate@gtdrs in
the context of the teacher's program, includingoueses, authority, and
opportunity to apply what has been learned.

Reinforcing factorsThe factors in the context of the teacher's progtiaam
support the teacher in applying knowledge, suchedis from colleagues, the
director, and students [41;12].

Cristine Smith and Marilyn Gillespie categorized otwypes of factors

influencing on teacher change: individual and s¢fexiors.

1. Individual (Teacher) Factors

These factors are closely connected with psydyland personality of

teachers. Here much emphasis is given on teachivation , teacher concerns,

self efficacy, cognitive styles, experience analfinteacher reflectiveness.
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Teacher Motivation for Professional Developmentadfers’ motivation to
participate in professional development is a kegtdia in change. Stout, for
example, proposed four motivations teachers haveddicipating in professional
development: salary enhancement, certificate maamee, career mobility
(building their resume to move up the ladder intilonanistration or pursue other
careers), and gaining new skills or knowledge. Taativational factors predicted
participation: high internal motivation to learndahigh external motivation to
learn (wanted career advancement or to network etitbrs) [7;225-226].

Joyce investigated teachers' motivation to takeipatevelopmental programs and
divided teachers into two groups: as learners amusumers of professional
development. According to teachers' participatothree domains:

(a) formal systems (courses, workshops, coachirsyipervision),

(b) informal systems (exchanges with other teachedsprofessionals), and

(c) personal activities (reading, leisure actigjie

Joyce stated five categories of teacher learners:

1) Omnivoresare teachers who actively use every available asgebe formal
and informal systems available to them.

2) Active consumerare teachers who keep busy in one or more of theaos or
systems.

3) Passive consumeiare teachers who go along with professional devedoy
opportunities that arise but do not seek them out.

4) Entrenchedteachers are suspicious of change and take coamdgsn areas
where they already feel successful; they may dgtiee surreptitiously oppose
new ideas.

5) Withdrawn teachers are actively opposed to engaging in onallothree
domains. Joyce argued that omnivores generate \emdrgn they are engaged in
system, while entrenched and withdrawn teacherswuoa energy from the
system. An entrenched or withdrawn teacher canbis&ole for improvement and

change. When the fit between the culture in theoskland teachers’ state of
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growth is not provided even the best professioraktbpment will not give any
positive results [31;163].
Teacher ConcernfAnother factor is called teachers' concerns. Fudled Bown
proposed three types of concerns:
(a) self-survival—controlling classes, having adequate knowledge]irig one's
place in the school, satisfying others' expectatimithem;
(b) task—planning instruction and handling the administrativork, and
(c) impact—meeting students' individual needs and increasindents' motivation
[15;34]. Ghaith and Shaaban claimed that theseskwfdconcerns change over
time, as teachers gain experience. While classitagks are more serious concern
for new teachers, experienced teachers are moeeowd about impact [20;494].
Kagan supported the idea that beginning teachersnare concerned about self-
survival [32;134]. Hord, Rutherford, Huling-Austiand Hall stated that teachers
concerns change as they adopt new attitudes arddige'st personal concerns
about how change will affect thentask concernsabout how to apply new
practices, andnpact concerngabout how new practice will affect learners [25;46]
Teacher Self-EfficacyAnother individual factor well investigated retatito
teacher change is teachers' level of self-efficacygoncept first outlined by
Bandura. He defined self-efficacy as "beliefs ire'sncapabilities to organize and
execute the courses of action required to managgppctive situations”. Stronger
self-efficacy among teachers has been relateduttest achievement. Professional
development researchers have tested hypotheses \abether teachers' level of
self-efficacy was related to how much they chang@®cerall, they concluded that,
self-efficacy is related to individual factoiRoss found that new teachers had high
levels of general self-efficacy (i.e., strong beie the power of education but
weak belief about whether they personally couldbecessful as teachers), while
experienced teachers felt just opposite ( i.ey tiedd a strong self confidence but
weak belief in education’s power to teach all stugdpand believed that success is

limited by factors that schools cannot control 88].
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Teacher Cognitive Styles or "Ways of Knowin@ther characteristics of
teachers as individuals that researchers beliekateréo teacher change include
cognitive style. Joughin proposed that some teachave an analytic ability to
understand a strategy and how to use it, wherdws t#achers lack this ability and
need more structure to grasp and then apply a neategy. Similarly,
developmental theory holds that all adults havayswf knowing" that they bring
to a learning task; specifically, a learner with iastrumental way of knowing
would tend to see the trainer as an expert and flookhe right answer; a learner
with a socializingwvay of knowing would learn from others and seetthmer as a
mentor; and a learner with a self-authorimgy of knowing would want to bring
his or her own knowledge to the learning processuarderstand that there may be
no one right answer. Theories of cognitive stylelevelopment have implications
for the fit between individual teachers' ways ofolkwmg and the style of the
professional development in which they participébe;example, teachers with an
instrumental way of knowing may feel more comfoktaim workshops led by
experts, whereas teachers with a self-authoring efaknowing may feel more
comfortable in professional development activifes)., practitioner research) that
allow or ask them to generate knowledge on theim {8¢;11].

Teacher Reflectivenesdn the professional development and teacher
education literature, there is a strong concerntéaichers' reflectiveness. In a
gualitative study of 18 extension educators, Famg Ross-Gordon found that a
reflective stance was not automatically relatedyéars of teaching experience.
Some new teachers had already adopted a reflestareee and demonstrated a
cyclical approach to problem solving, whereas samgy experienced teachers
used a sequential (noncyclical) approach to proldeiming: When faced with a
problem, they summoned their existing knowledge e@mase the best fit solution
from what they already knew [12;106].

Teacher Formal Education and Years of Experienese&ches point to the
impact of teachers' level of formal education ontipg@ation in professional

development and in change. Livneh and Livneh, mirtstudy of 256 teachers,
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found that those with lower levels of formal edumatparticipated in more
professional development. The researchers argagdhils finding lends support to
the notion that people with comparatively lower eational levels in professional
fields often recognize the need to upgrade theircational skills and abilities.
They may also be beginning their professional ca@é&me when they recognize
the need for additional information and skill bunigl [35;100].

Amount of formal education and teaching experiemes also be related to
teacher change. In their study Smith and colleagdestified the following
individual characteristics as influencing how mueimd in what ways teachers
changed after participating in professional develept:

* Years of experience in adult educatidrnose teachers with fewer years of

experience changed more.

* Venue of first teaching experiencEhose teachers who began their teaching
career in adult education changed more.

» Level of educationTeachers with a bachelor's degree or less changed m

[46;18].

2. School, Program, and System Factors

In addition to individual factors, school, prograamd system factors also
mediate teacher change by either hindering or stipgoit. In this section, we
provide an overview of a few of the most promingydtem factors that influence
teacher change and their relevance to professt@valopment.

Leadership.Research indicates that school leadership playsla in
preparing teachers for change by creating a pesikwiture that lets teachers'
attitudes change naturally when they see how anethenh a new practice helps
students' learning. Principals that were too cdimigp and principal turnover
negatively affected teacher education programse#&teles indicate that those
teachers with greater access to decision makinigiwihe program demonstrated

more knowledge and action change after particigatirprofessional development.
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Coherence between professional development topit soimool reform.
Coherencas defined as the match between school adoptigmadfcular reforms
and individual professional development of teachetbat school; that is, whether
the school is trying to improve the same problemissue addressed by the
professional development. The match can eitherelpeired (by the district) or
voluntary (the school or teachers sought professidevelopment related to the
school improvement issue). Recent research by Garétcolleagues [17;934]
indicates that teachers gained more knowledgechadged practices more often
when there was a match between school or disttégctdards and goals. When
change is voluntary (i.e., there is no concurrefdrm effort at the school level),
then leadership or supportive school factors (depchers' access to decision
making) were not as important in promoting changéa teachers' own beliefs.

Collegiality within the school.The movement for teacher professional
communities within schools grew from the beliefttbae cannot take individual
teachers out of their environment, train and chahgen, then put them back into
the same environment and expect them to change etinatonment. Rather,
teachers need a community of teachers within thedc so they can learn
together about their work as they apply that leggnirhe issue of collegiality as an
organizational support that increases the effigiavfcprofessional development is
especially relevant to adult education, becausmawoy part-time teachers work in
satellite locations apart from other teachers [J6rila review of previous research
about the relationship between school culture aedetfectiveness of professional
development, Olson, Butler, and Olson found thdegality emerged as a key
indicator. Interactions with colleagues seemeddip beachers develop a body of
technical knowledge about what teaching practicedikely to be effective and a
sense of their own competence. Other research stsgget more collaboration
within a school increases teachers' commitmeneazhing, which may in turn
support openness to new knowledge and practiceenWdachers, do not have the

opportunity to talk to colleagues about strategemrned during professional
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development, they are less likely to implement thetne greater the
communication, the more likely teachers were topadbe new practice. By
contrast, Joyce found that professional developmeastless effective when there
was an entrenched teacher who acted as gatekempmgyoil or prevent other
teachers from adopting new strategies. In shor&chimg practice is unlikely to
change as a result of exposure to training, urtlesstraining also brings with it
some kind of external normative structure, a nekwalfr social relationships that
personalize that structure, and supports intenaciimund problems of practice
[8;21].

Teachers' working condition®lthough there are studies that investigate
teachers' working conditions (full time vs. pamd, salary and benefit level, etc.)
on the effectiveness of professional developmeset,did find studies indicating
that working conditions have an effect on teaclhendver. Dissatisfied teachers
who had low salaries, lack of support from admnatsbn, problems with student
discipline, or lack of input in decision making wemnore likely to migrate to other
schools, or to leave teaching entirel@nly one study has investigated the
relationship between teacher change and teacherklng conditions, which the
researchers defined as access to

(a) resources

(b) professional development and information
(c) colleagues and directors

(d) decision making

(e) well-supported jobs [46;18].
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1.4 Characteristics of effective professional devagbment

Effective professional development enables edusator develop the
knowledge and skills they need to address studerdshing challenges. To be
effective, professional development requires thowdhplanning followed by
careful implementation with feedback to ensureeponds to educators' learning
needs. Educators who participate in professionatldpment then must put their
new knowledge and skills to work. Professional dgwment is not effective,
unless it causes teachers to improve their instnuair causes administrators to
become better school leaders. The effectivenespraofessional development
depends on how carefully educators conceive, pad, implement it [23;12].
Many researches has been conducted in ordernitfidthe core characteristics of
effective of professional development and numerexperts and programs
developed guidelines for high-quality professiodal’elopment programs. While
the lists differed in their specifics, there wemang key elements for which there
appeared a broad. In our paper we tried to summérese elements as follows:
1.Job embedded
2.Colloboration
3. Ongoing
4. Instructionally focused
5.Supportive

Job-embedded

Effective professional development for teachergols-embedded, which
makes it both relevant and authentic. Professideaklopment is job embedded
when it is:

« Grounded in day-to-day teaching practice, and sghed to enhance

teachers' instructional practices around content

* Integrated into the workday, and part of a contusimnprovement cycle

* Intended to improve student learning

» Directly connected to learning and application ailydpractice
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These are job-embedded activities because thegudhentically related to the
work of the teachers involved and are informed Inatthe teachers are doing and
need to do. These are not the only possible fohatjbb-embedded professional
learning can take place, but they provide illusbreg of how it might look.
Teachers deem professional development relevant vildrectly addresses their
specific needs and concerns or when they see aecton between a learning
experience and their daily responsibilities. Unthexr best circumstances, teacher
learning is made authentic through seamless iniegranto each school day.
Professional development within the context of #uhool, such as coaching,
mentoring, and study groups, promotes active lagrand builds coherence more
than traditional learning venues [42;69]. In otherords, job-embedded
professional development engages teachers in ihgatinfough their daily activities
and responsibilities, and requires that they take to consider possibilities, try
out new ideas, and analyze the effectiveness oif thetions. Even when
professional development takes the form of a maoaelittonal in-service or
workshop, follow up activities, such as a job-endmstiprojects or action research
increase teachers' perceptions of relevance ameraidity which in turn supports

professional learning [47;45].

Colloboration

Effective professional development for teachersababorative because it
emphasizes both active and interactive learningemgspces, often through
participation in learning communities. Effectiveofgssional development is active
when it engages teachers physically, cognitivelpd aemotionally through
activities such as problem solving, sharing and@udision, simulations and role
play, visual representations, application and fellehrough and reflection.
Especially when it requires physical movement,vactearning supports attention
and memory and capitalizes on teachers' prior kedgé and experiences. One
study asserts that active engagement supportseesach remembering 90% of
what they experience through professional developmEffective professional

development is interactive when it engages teackersally through regular
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opportunities to share problems, ideas, and viemippiand work together
towards solutions. Research shows that teacheug wgiportunities to learn from
and with one another toward common goals suchamsplg instruction, analyzing
student work, and peer observations. In fact, doneysfound that teacher-to-
teacher coaching and mentoring was more likelyesult in higher-order learning
experiences for students than traditional profesdiodevelopment activities
[42;56]. According to Jenny De Monte “One of maimnakienges facing teachers is
the lack of opportunity to learn from colleagueartigularly in a setting where
there is a structure and protocol for revealinge#igat teaching practices and
having a group of professionals discuss and leaom fthem. Many of the
professional-learning designs that show improvem@mtteaching and learning
include some kind of regular collaboration amonacteers in a school or across
grade levels sometimes with an instructional lead@vork on better strategies and
practices for teaching” [29;11].

The social nature of effective professional depelent facilitates teacher
participation in learning communities. Glenn Manpioints out that “Whatever the
new model of PD looks like, it must incorporate coumity. Community is
important for many reasons. For a start, sociaradtion is an aspect of most
learning. Community is also the milieu from whiclkembtoring and coaching arise.
And community creates continuity of learning beystictured events” [21;3].
Learning communities are defined as ongoing tedmasrheet on a regular basis,
preferably several times a week, for the purpo$ésanning, joint lesson planning,
and problem solving. They can be organized by dejsant, team, or grade level,
by school, or through a network of schools . Leagrecommunities are supported
and sustained when
1) school leadership is shared between principdlteachers,

2) professional development is guided by sharegdions vision, and language,
3) the school environment is characterized by trasifaboration, accountability,

and willingness to take professional risks
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Peer feedback is a particularly important aspect coflaborative
professional development. Teacher learning is gthmmed when teachers share
their practice openly with colleagues and willinglgcept feedback. Moreover,
regular feedback supports teacher learning by melpeachers build strengths,
clarify ideas, and correct misconceptions. It isoabn important precursor to
objective self-assessment, the foundation of lifglearning.

Ongoing

Effective professional development for teachersngoing, which involves
a combination of contact hours, duration, and oaieg. Research shows that the
more time teachers spend engaged in professionalagenent, the more likely
their teaching practice is to improve. Reform-stylmfessional development
activities, such as study groups, mentoring refstigps, and task forces that
require active, collaborative participation ovemei have been found to be
particularly effective. However, one study foundhttithe type of professional
development did not matter. Even traditional forofigorofessional development
such as workshops and in-services had a positieetedn teaching practice and
student learning outcomes when they engaged tea¢bemany years [42;68].
Closely related to number of contact hours is theatbn of professional
development. Effective professional developmentvigies teachers with many
opportunities to interact with ideas and procedworgsractice new skills. Research
shows that teacher learning and changes in teaghangice involve a recursive
and continual process that takes place over timéadt, lasting change typically
takes a minimum of three to five years. This isduse teachers often need several
months or even years to transition from personatems about a new innovation
to planning, implementation, and management cosc&med at addressing
student needs [39;4]. Effective professional dgwalent is coherent, because it is
connected to clear goals such as a school impraveplan or state learning
standards. When teachers' varying professional loj@vent experiences are
related to each other as well as to school goassabe learning standards, they are

able to see the big picture. This causes teaclerpetceive their learning
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experiences as more valuable which makes them ti@ly to change their
teaching practice to positively affect student ouotes.
Instructionally-focused

Effective professional development for teachersmgtructionally-focused,
because it emphasizes subject area content andyqupdas well as student
learning outcomes. Undoubtedly, the ultimate gdalrofessional development is
to increase student achievement, and instructippifadused professional
development supports teachers toward that goal. ®@oent study found that
emphasis on instructional strategies over subjez gaontent is not as likely to
result in improved student learning outcomes. Ha@wemost research shows that
effective professional development centers on balject area content and how to
teach it. This is because teachers must know sdject area content well enough
to anticipate student misconceptions and engag#ests: in learning through a
wide range of instructional strategies. Emphasisudnect area content and how to
teach it addresses individual needs and schoaoltigioals by differentiating
professional development to accommodate varyinghteg assignments, career
stages, and teacher responses to educational toravénstructionally-focused
professional development is effective because tractonsider the emphasis on
subject area content and pedagogy relevant anderasithto their daily
responsibilities. In addition, instructionally famd learning connects to teachers'

experiences, which is more likely to result in ap@eh behavior.

Supportive
Intrinsic motivation is a necessary prerequisite karners of all ages.
Research shows that effective professional devetopnfior teachers supports
teacher motivation and commitment to the learnirag@ss. It combines the needs
of individuals with school or district goals, andgages learners from all levels,
including teachers, paraprofessionals, and admatgsts. Moreover, it is designed

to address the learning needs of specific schatdssrooms, grade levels, and
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teachers. In addition, effective professional depeient integrates teacher input
regarding what and how they will learn, as well taacher choice regarding
learning pace and direction. Combining individuakeds with school or district
goals, engaging learners from all levels of theosthand addressing teachers'
specific learning needs strengthens teacher conenitmto professional
development and increases their motivation to le@nce support for teacher
commitment and intrinsic motivation is establisheeffective professional
development engages teachers in learning oppadsribat are job-embedded,
instructionally-focused, collaborative, and ongoiAgcording to researchers, one
or more of the above features are almost alwaysqgbdrigh-quality professional
development, regardless of the subject area; glade; and location of the
classroom, school, or background of the teachstuatents. School context should
be a key consideration as high-quality professiteeining opportunities are put
into place. Simply put, context matters, as it aad will affect the success of the
program, for better or worse. It should be obvithat a coach who is an expert on
beginning reading, for example, is probably not hlest fit for a middle school
where students who are struggling with the compisiom of complex text
challenge teachers. The need for some mechanismastioities to improve the
quality of teaching, which in turn leads to greaerdent achievement, has always
been present although at times ignored. But atrttument it's all but impossible
not to hear the plea that high-quality professiodalvelopment be part of
widespread school reforms now underway.
The Importance of Continuing Professional Developmd
Continuing professional development (CPD) is atsg@s an integral part

of teacher education because only a continuingpilegrand training assures a high

level of expertise and enables the teachers to kesp professional skills and
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knowledge up-to-date. Just about all fields of soéeare progressing at a rapid
pace, while the new generations have consideratibreht approach to learning
than the previous generations. CPD enables teathéweep up with the relevant
and up-to-date knowledge in their field as wellvath the newest pedagogical
approaches which are adjusted to the needs of 1ke ¢&ntury. Ironically, the
greatest interest in CPD show new teachers who waough an up-to-date
education and training. They view it as an oppatyui® develop professionally as
well as to improve their classroom skills. Longerving teachers are not
necessarily reluctant to change their practiceglenierally, they do not accept new
pedagogical methods as easy as their younger galbsa CPD should therefore
primarily be focused on encouraging longer sertearhers to stay in touch with
the recent developments and continue to challdmge practice. There are several
ways to encourage CPD. One of the most effectivecast efficient ways to help
teachers refresh their knowledge and pedagogicattipe is to encourage
exchange of information and ideas between the &adh their own school. They
should also monitor probationers who do not onlgrefrom longer serving
teachers but often also increase enthusiasm fohiteg as well as transfer their
older colleagues the up-to-date knowledge andsskillrespect to both their field
and pedagogical methods. Just as important is fpowve communication with
other schools. By meeting colleagues from othepalsh teachers will remain in
touch with different teaching styles as well asawbes in their field of expertise.
At the same time, sharing ideas, experience and gaactice helps raise education
system on a higher level as a whole. It prevents iew approaches from
remaining isolated to particular teachers or schediich in turn creates a better
approach to quality education for young people.tAapoway to ensure CPD is to
enable the teachers to take part in CPD courseshywhowever, do not always
yield the desired results. There is a major conedrout quality of providers of
these courses including professional institutiorsaose the quality depends
greatly on the expertise of the trainer. Thus rias uncommon for the teachers to

be disappointed with these courses. But if CPD smmirare used to encourage
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continuing learning, it is crucial that the attenda is voluntary and that
individual teachers are allowed to choose a cotingy think will help their
professional development the most. In additionh® ¢lassic CPD, teachers can
also take advantage of online materials, coursedst@acher communities which
are easily accessible and cost efficient. ManynenCPD options have been shown
an excellent alternative to the traditional methdaswever, there is a concern
about quality of some online CPD providers as walich is why monitoring is

required when accessing online material or courses.
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CHAPTER Il

PROFESSIONAL DEVELOPMENT THROUGH CLASSROOM
OBSERVATION

Teacher development is crucial for all schoolst theek to ensure learner
success and foster the culture of lifelong learrangpng teachers. It can be taken
as a process of becoming the best kind of teachéritastarts from the very
beginning and continues until the retirement praifasally and until the deathbed
personally [48;2]. In this chapter we move onto @sideration of teacher
development with the help of classroom observatitefore elaborating on this

important issue, it is useful to briefly considdnatvis meant by observation itself.
2.1 Concepts about classroom observation

Observation is one of the oldest research instrisndnwe accept the term
as indicating any human activity meant to discauatt learn new things about our
world. From the baby staring at its hand, to theergst watching over their
experiments, everybody is an observer. The sitmasimot so simple however: we
have to discriminate between observation as daiyime and as a research tool. In
an era of knowledge explosion, the researcheseoétlucational methods such as
classroom observation have been taken into aceowand abroad. Teachers must
keep up with the ever-changing society with cordumilearning and adaptation.
Teachers’ professional development is thereforendispensable component in
quality education. Classroom observation is a tool teaching and learning that
takes place in institutions and schools. It i®r of educational scientific research
method or a special technique which based on thenany observation. The
observers, with the help of relevant tools (theeobational chart, tape recorder,
video recorder, etc), collect the data from thesslaoms and make research in
specific purposes.

In Gebhard's words observation is "non-judgemendakcription of

classroom events that can be analyzed and giverpmetation”. This perspective
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has roots in the view that collecting objectiveadgbes beyond the classroom to

establish a connection with another crucial aspafctthe teaching-learning

situation, particularly what is known as discussi@bservations are usually
preceded and followed by discussions; thereforeennintegrated in the broader
context of teaching practice, classroom observatiare perceived to play a
significant role in teacher formation [19;163].

Classroom observation, as Richards concludes, meyde observation of
other teachers (especially the experienced onegy), gbservation and three-way
observation which is to use students’ perceptidrth@lesson as a third source of
information. The current patterns of classroom ole@n may be classified as the
following:

a. principal observes teachers;

b. panel/section heads observe teachers;

c. teachers observe panel/section heads;

d. experienced teachers observe new teachers;

e. new teachers observe experienced teacherg.[43;9

Minghui suggests three ways of observation liksesvation of experienced
teachers, peer observation, three-part observatidere is an observation
procedure of a three-part model of classroom olasieirv.

» Before class:
a. Meet and talk with the instructor.
b. Ask the instructor to tell you about the course.
c. What are his or her goals for the course andatibgs for the specific class you
are going to? What is she or he trying to accorhflis

d. What is the instructor’s plan for the class?

e. What is it the instructor would like you to pagse attention to?
f. Make sure you know what your peer wants from wouyou can focus your
observation

* During class:
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a. Try to come early.

b. Sit and take notes unobtrusively.

c. Does what your peer asked you to observe |ewedf iio a check list? Devise a
checklist.
d. Is there a better way to capture what you arseing, e.g., a map of the
classroom, list of key words, diagram?
e. Don’t try to record everything that goes onha tlassroom. Selectively observe
and record depending on instructor’s concerns.
» After class:
a. Immediately after observing the class, reviewrymotes to make sure you can
recall specifics to tell the instructor.
b. Debriefing should happen soon after class, loitdirectly after, if possible.
Many instructors need several hours to wind doweraflass. Also, you may need
some time to reflect on what you have seen.
c. Ask for the instructor’s response to his or tnn class before you speak: “How
did you think it went?” is a good opening.
d. Start your own feedback with honest descriptiohthings that worked well in
the class. It is important for the instructor taknwhat works in order to reinforce
strengths.
f. Debriefing should be a discussion, not a lecture
g. Avoid information overload. Keep the feedbackused on what the instructor
asked for in the pre-observation discussion.
Since observation is comparatively easy and sirgqpteganize and has immediate
tangible benefits. No wonder it is adopted by ddfe levels of teachers in
different levels of schools, especially beginniegdhers, who generally prefer to
be helped and to be told what to do. In additidassroom observation especially
peer observation helps teachers transfer the skitlsknowledge that they received
from the training classes into actual practicenm ¢lassrooms effectively [49:2-3].
The sequence of events for effective teachers-vingeteachers programs:
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» Overview. A simple overview of the program with @cfis on what the
main point of observation will be.
* Observation. A short observation sequence.
» Discussion. Immediate discussion concerning themsion.
» Reflection. Reflection concerning how informatiaorh the sequence may
be used by the observer.
» Application. Application of the behavior by the elpger in a classroom with
feedback from the teacher.
Traditionally there are the three stages of obdenvidike
* pre- observation consultation
* oObservation itself
* post observation analysis
A pre-observation consultation gives opportunitypticipants to identify
goals for improving instruction, articulate the @igcof the observation (e.g., items
on which instructors want feedback), discuss thegyof the lesson, determine the
block of time for the observation (to ensure tlineg targeted instruction will take
place), select the observation methods (e.g., tisepe recorder or video tape),
and identify any special problems. The pre-obsematonference also allows the
observer to gather information prior to the actlaervation, and thus enhance the
validity and reliability of the observation. In thgrocess of observation the
observer collects data by using the methods detexnin the pre-observation
conference, which may include use of an observatisttument or (in the case of
an unfocused observation) taking exact notes osigiificant behavior. There are
a variety of techniques that the observer can osgather data on classroom
activities. Some techniques provide a more detailetiire of what is occurring in
the classroom setting; others focus on specifieespof the learning environment.
Post observation analysis provides the opportufatyboth the instructor and
observer to reflect on the lesson and for the elesdo share the data collected.

The observer analyzes the information she or hehssrved in order to assess the
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strengths of the practitioner and to identify ar@@grein further improvement is

needed. There are several observation techniquisasu

* Running Transcript- the observer records the legs@rough narrative
form, including quantitative comments where reléyanch as “It's hard
to hear you” or “No one answered,” and timing at&g.

» Grids-the observer records comments under spetwfic areas. For
example, if the focus of the observation is tea@wtion/student action,
grid headings would be “teacher” and “student.”

» Tally Sheet-the observer records the type of pgpdtimn seen in the
class. For example: to determine the level ofltentalk vs. student talk,
use three headings, “teacher,” “student,” and fisifeWhen the teacher
talks, draw a seating chart and note when eaclestywrticipates.

» Lesson Plan- lesson plans not only serve as &dooécording ongoing
events but also one of the techniques of observatio

» Time Notation-the observer records the lengthroktof each activity or
step to get a sense of the pacing of the lesson.

» Dialogue Recording

* Videotape

Narrative summary- is a technique similar to natiartg. It is a written

summary of the lesson which captures the main sveagpened during the lesson,
for example, how the lesson started, sequencestwiti@s, teachers instructions
given to the students, and so on. The narrativenrsamn should include as much
information as an observer can. Observers shoutdemaluate while writing
narrative summary.

Undeniably, here will appear question, why do weed to undertake

classroom observation? Through classroom observa&veryone: the observer,
the observed teacher, students, school and evemiatrators will get benefit.

For teachers:
e recognises the significant skills, abilities angp@xence of teachers
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e will foster their continuing professional developmhef teachers
¢ identify the professional needs and necessary reseuo support teachers
in their professional development and career pssijoa
® increase teachers’ participation in decision-maldang career planning
e develop in teachers a greater sense of controltbearwork
e the focused classroom support.
e improvement of classroom practices.
e support from an "expert" (peer) who understandsddiey demands of the
classroom.
e satisfaction with one's work.
® reduced job stress, especially for the new teacher.
e the comfort of knowing that someone is availablehtdp, explain, and
assist.
For students
* improve and accelerate learning
» can help students build self-assessment and gplfaon abilities in
relation to their thinking, motivation and behavauring learning.
« Chance to receive input (suggestions, ideas, ressurfrom
experienced teachers
* To be diagnosed (student’s strengths and weakr)jesses
» enables students to enhance future understandishdeaas forward
etc.
The school benefits from:
* increased collaboration among teachers.
» the establishment of a professional learning comtyun
« an increased focus on student achievement.
» enthusiasm for the teaching profession.
Administrators benefit from

» the opportunity for reflective dialogue with and@my teachers.
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an increased sense of shared responsibility.

an increased focus on student achievement.

an increased trust and collegiality among staff.

participation in a professional and collaboratiearhing community.
a cadre of self-reliant, confident teachers whe Iteaching.
enriched teacher efficacy

participation in a professional and collaboratiearhing community

2.2 Professional development through classroom observah

One of the most neglected areas of professionaitgr@mong teachers is

mutual exchange of classroom observation. Tea@rersoming to understand that

seeing one's action through another's eyes isgadsable tool for each classroom

research as well as a potentially enlightening e&pee for both observer and

observeeln this section we will discuss about how classrooinservations can

really support professional development?

Traditionally, classroom observation appraisal hlasen considered to

take three main forms:

for professional development
for reward

for promotion

Maingay presents the four purposes of observiikien

for training,
for development,
for assessment

for observer development

Researchers and practitioners generally agreethigamost effective use of

classroom observation is for professional develogmeHighlighting the

significance of observation, Maaggioli writes: “Blugh observation, teacher can
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explore the effectiveness of their own practicenaorporate new methods and
techniques into their teaching. Similarly, expeogaching is ideally suited for
marginal plateau and collaborative coaching camimeca mutually beneficial
process” [37;6]. However, it is a proven fact thainy teachers even the most
experienced ones dislike and even fear being obderas they find classroom
observation stressful and intimidating, which isywdrticles with titles such as '
Survive teacher observations' are not uncommomodtyh formal observation and
feedback areintegral to improving teaching performance and fca¢c many
professionals express their anxiety and worry wlitercomes to classroom
observation, as observers in many parts of thedMamhd to exercise top-down
authority [34;149]. Typically, there are two prooees. The first of these is known
as top-down. This implementation is designed byeesp many far removed from
classroom realities. The second is bottom-up, Whetbe teachers' perspectives
are considered first and foremost and it is theambelves who design how the
project is to be carried out. Although there arffedtnces depending on the
context, most teachers are unaccustomed to beisgyodd and the mere mention
of observation provokes uneasiness, nervousnesdsiemsion amongst both in-
service and pre-service teachers, in the beligfttirear professional competence is
going to be questioned or judged. Li suggests abaervers rarely mention their
feelings of success with the social relationshigvith the personal development of
the observed person, as the technical dimensioe wften than not outweighs the
affective dimension [34;155]. Based on the theoattiramework put forward by
Rosenberg and Hovland, teachers' attitudes towalnservation cannot be
regarded as a unitary concept, but rather as a leampf three classes of
components. The cognitive compondras to do with thoughts and beliefs. A
favourable attitude may entail a stated beliefha tmportance of observation to
improve language teaching and its value in teadin@ning. The affective
componentelates to feelings toward the attitude objecttliis case observation).
It is the emotional component of an attitude aral fékeling may concern like or

dislike of observation. The cognitive and affectoa@mponents may not always be
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In harmony, as a person may express positive @dstio observation, but more
covertly that same person may have negative feelaigout being personally
observed due to deep-seated anxieties and feassréslt of these fears, feelings
may occasionally be at variance with formally ddateeliefs. The conative
(readiness for action) componastdefined as an intention or plan of action in a
particular context and under specific circumstan@egerson with a favorable
attitude to observation may state they would bdingilto participate in an
observation program. Thus, attitudes to observatamnbe inferred from cognitive,
affective, and conative responses. Research hasrd#rated that it is possible to
distinguish between these components both empyi@d conceptually. This

three-component theoretical framework is illustiate Figure 4.

Attitudes to
observatio

A

4

Affective

Cognitive Conative
componer componer

Thoughts and Feelings Actions, behaviour
beliefs

Figure 4. The three components of attitude to obseation

According to Lasagabaster and Sierra “It seerasamable to expect that
the careful consideration of teachers' views raggrdhe prerequisites for
successful classroom observation will help to dighirconcerns and resistance to
observation” [32:451]. Effective classroom obseosa should have an effect on
teacher beliefs. It is crucial to have an effectt@acher beliefs because these are
the basis of action and when one understands teaeliefs one will understand
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their professional world. People who observe teacheclassrooms will see the
teachers' beliefs and they will only change thechess' practice if they as
observers, appeal to the teachers' beliefs. Appeab teacher beliefs in a certain
way will ensure that we groom teachers who areipaate about teaching and
dedicated to the performance of their pupils. P&ssnotivates and inspires
teachers. It is an element that affects teachdomeance. Furthermore, passionate
teachers know that it is their duty to encouragglpuor active learning. With the
right belief system all teachers will be passion&#ective mentors will support
teachers to develop into passionate classroom ifwaets. The continuing
professional development of teachers provides goilitant tactic for improving
schools and increasing teacher quality. Classrobsemation is an aspect of
continuing professional development not only forvine teachers but for all
practicing teachers. There is no one right apprdackeacher observation but,
according to Dr. Sally Blake teacher observatiommisst successful when the
teacher and observer work together and reflechernté¢aching behavior. Teacher
observation is least successful when the obsepamnds hours watching without
analysis or dialogue with the teacher. Hirsh agjtbat there is no single approach
to teacher observation, but, says that it is leastessful when a peer observes a
struggling teacher who doesn't know how to beriedih the process, especially if
the observer isn't adept at identifying his or lwetleagues’ needs. Teacher
observation works best when expectations are @eadr participants understand
how to use and benefit from the process "Teachessreing teachers” models. A
variety of approaches to teacher observation stppamfessional growth and

student achievement. The following are severaho$¢ methods:

 Lesson Study In this three-pronged approach designe Japanese
educators, teachers collaboratively develop a fessbserve it being
taught to students, and then discuss and refine it.

» Peer Coaching In this non-evaluative professioeaketbpment strategy,
educators work together to discuss and share teaghactices, observe
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each other's classrooms, provide mutual suppod, &n the end,
enhance teaching to enrich student learning. DiliaM Roberson, co-
director of the Center of Effective Teacher andrhewy, states “Easily,
peer observation is more valuable than other foohsgrofessional
development, if the proper context is created.dhel well, it is carried
out in a real, practical, immediately relevant @iton. Compare that to
attending workshops or conferences in which paaicis remain at a
certain level of abstraction from their own clagens.”

» Cognitive Coaching Teachers are taught specifiilssthat involve
asking questions so that the teacher observed/én ghe opportunity to
process learning associated with teaching themesso

» Critical Friends Group (CFG) This program providiese and structure
in a teacher's schedule for professional growtkelinto student learning.
Group of teachers and administrators, under th#agae of at least one
coach, who meet regularly to develop collaborasikiéls, reflect on their
teaching practices, and look at student work.

* Learning Walk The Learning Walk, created by th&titate for Learning
at the University of Pittsburgh, is a process thaites participants to
visit several classrooms to look at student woreét aelassroom artifacts
and to talk with students and teachers. Particgotr@n review what they
have learned in the classroom by making factuaéstants and posing
guestions about the observations. The end restliatsteachers become
more reflective about their teaching practicesfessional development
is always linked to the learning walks.

Using these models can promote effective professiahevelopment

opportunities. If done correctly and collaboratywel teachers, learners,

administrators and the school will benefit.



44

2.3 Analyses of survey on professional developmesrinong Karakalpak

teachers

The data collection process of the thbsigan from November 2014. First,
different concepts about professional developmadt@dassroom observation was
collected. After the thorough study of the literatgonnected with the topic of our
bachelor thesis, we designed a questionnaire ierdodgather information for our
research. The survey was conducted among the lgageachers who worked at
schools and lyceums. Furthermore, during the peglagbinternship we had a
chance to experiment observation in practice. Wedent teachers, observed
school teachers’ classes and also visited eacisd@éssons.

Instruments for data collection:
We used two methods in conducting survey:
1) questionnaire
2) informal interview
The purpose of both methods was to identify the tnieejuent and effective
modes of professional development from the perspedf karakalpak teachers
and how they use classroom observation for prajaatdevelopment.
Participants:
The patrticipants included school and lyceum laggu teachers. In total, 20
teachers took part in survey: 10 lyceum teachedislénschool teachers. Exact 25
% of them had 25-30 year experience, 35%- 15203y 15%- 10-15 years, 25%-
1-5 years. As regards language taught, 60% of thamght English, 25%-
Karakalpak, 15%- Russian. As for gender, 85% afitesre female, 15%- male.
Results:

In this section the results of survey among teachvatl be presented. An
attempt will be made by illustrating the findinggwtables and diagrams and also
by quotations from the interviews. We tried to eotl data according to the

following questions:
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What do you understand by the term of professideaklopment?

What ways of professional development do you know?

For what purposes do you engage in professionaldpment?

What modes of professional development do you isuaé? How often?
What is the most productive forms of teacher psitesl development?
What is your overall opinion about “classroom olkaéon”? Why it is

usually used in teaching?

How often do you observe others? For what purgbses

Is observation an effective way of improving tdagR?

agree

neither agree nor disagree

disagree

Have you ever been observed? What benefits did getufrom being
observed?

10. Through which tool would you prefer to be obsefed

0 note- taking

0 video tape

11. Which type of observation do you consider is neffective? And why?

o Observation by experienced teacher
0 peer coaching

o blind observation

12 What do you think at what stage of teaching caredservation is more

important? Why?
o for teachers without any experience
o at the f'five years
o atthe 10 years

o all the time

13. Have you ever observed fellow teachers as@las
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As regards to the teachers’ opinion about PD, shely revealed that
majority (70%) of teachers consider PD as contisusmork on themselves that
aimed to improve professional skills, while thetr€80%) of them explained it as
formal trainings and seminars.

The next question was “For what purposes do yoagage in professional
development?” the respondents of the questionnaiegl the purpose of increasing
learner achievement to the highest. The reseash sthows that professional
learning can have a powerful effect on how weltlstuts learn.

Teachers who patrticipated in the surveys were atkeddicate the activities
which they use for developing their skills. Thedg of professional development
most frequently used by teachers were seminars¢ramings . Two factors can be
reasons for the highest rank of this type: firsasmn is that, participating in
professional development training course is comsi@s a professional duty for
teachers in Uzbekistan. The availability of disomss with colleagues from other
schools is the second reason. Using internet atedufor 80%, reading
professional literature 75%, observation 45%, dismns with collegues 25%
(table 1).

Types of professional %
development activities

Attending seminars and trainings 90
Using internet 80
Reading professional literature 75
Observation 45
Informal dialogue with collegues 25

Table 1. Types of professional development acéisitised by Karakalpak

teachers.
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Seminars are generally considered to provide melevant information,
techniques, tips for language teachers than pioiesl journals. Still, some
teachers in the survey did not consider confereneeg useful. One of the
interviewees said: "You will pick up a lot moreyibu visit a colleague's lesson
than a conference". This probably varies from teacto teacher; it is still
interesting to see, however, that observation wa®nglower rate in the
guestionnaire study.

With the help of the next question we tried to iafgnparticipants’ views on
classroom observation. According to 70% of teachesponses classroom
observation is best way of exchanging experienearning new methods and
sharing opinions. Nevertheless the rest 30% atheobpinion that it can be used
for assessment, for evaluating teachers’ knowleddyge more finding of the
guestionnaire study is that generally observasamsed for three purposes:

» for learner improvement
» for improving own teaching skills
= for evaluation. (diagram 1)
One of the survey participants said:l Usually observe my colleagues
lessons in order to find the solutions to my peaofs. For example, when | fail in
using some method in my classes, itis very Helpfwbserve how others apply it

successfully”.

30

[ for learner
improvement

Elfor improving
ow n skills

Efor evaluation

40%

Diagram 1. Purposes of professional developmentities
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In these terms the findings seemed to confirm Bai®copinion “An
important concept with regard to the nature of leagge teacher education is that of
the period of teaching practice. As teaching exgmee represents a period during
which theory is applied in real practice, it is migirelated to the classroom and
the processes in it. Given the vital importance sgbtematic reflection on
classroom experience, preparing student teachersthf@r job is impossible
without observation as the core around which réflaccan take place and
professional development can be achieved” [6;125].

When asked whether classroom observation couldtealghers to improve, the

response was as seen in table 2.

%
Agree 70
Neither agree nor disagree 15
Disagree 15

Table 2. Percentage of teachers based on attitoddésssroom observation as a

tool for improvement.

Some of the most frequent positive comments warleetl to how observation
could improve teaching skills. In the opinion of shéeachers, observation makes
the teacher question their own style of teachipgu can always learn something
listening to other people's experiences and differeays of doing thingsSome
opinions expressed the specific nature and impoetan observation:

The teachers was also asked if they had ever besened in class. As
regards being observed by a teacher, half had Madekperience, and 65% of
these believed that it had not helped to improwr tteaching, basically because
they had had little feedback from the observersii@f35 % who had found it
useful, the two areas it most helped to improveewesson planning (including
more varied and detailed activities) and being ablshare opinions with others.
This idea is summed up in these two quotgsu take greater care planning and

carrying out the activity in class. It enhancederaction with the pupils' (teacher
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6) 'preparing the class better and being able tonowent on the day's classes”
(teacher 6).

When those, who preferred being observed were ds&edthis should be
done, around half of them chose having notes tdkethe observer. Thirty-five
percent were indifferent to the method used, wiilet 15% preferred to be
videotaped. The note-taking option was chosen ir tain for its
straightforwardness, being much less intrusive thawing, for example, video
cameras in class: “I don't want to see or hear hysevideo” (teacher 5). On the
other hand, those attracted by the advantageslebuinderlined the importance of
being able to observe and improve: “it makes itspge to get a global perspective
of the classroom, and examine important questionh as body language, which
are not recorded using other methods” (teacherTX8sum up, we can say there is
a difference of opinions regarding video use, wisebms to depend mainly on the
personality of the teacher. In terms of the moselpful type of classroom
observation in the questionnaire study, it must dmphasized that 70% of
respondents regarded the observation by expedeteaeher has more benefits
comparing to peer observation which accounted ©8%6.30n being asked whether
they had ever been observed a fellow teacher 8% ¢kxcluding a trainee teacher),
75% said that they hadn't and 25% said they hagiti¥® assessments far
outnumbered negative ones. The most favourableerstatts related to
methodology, teacher-student interaction, and, alal the transmission of new
ideas and the relationship with colleaguetstdught me to see what | should bring
into the classroom and what | shouldn't. To be nurrgcal of how | perform. To
improve teamwork, be more open to other colleagats’ (teacher 7);to see
that I'm not the only one with the same problenf&acher 3). Far more (75%)
considered the benefits of observation importaantthose who highlighted the
disadvantages (15%), while just 10% said that ipethels on the situation.
Becoming more aware of and reflecting on their hesg and failings, together
with being able to compare and contrast ideas witheagues, were the main

reasons given of the benefits of observation:idt raflection and you become
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aware of positive and negative aspects'. There s@re who went even further,
giving observation a fundamental rof@nly with observation can teaching be
addressed”(teacher 5). The disadvantages of observationbeasaummarised in
the anxiety and nervousness which it can create,th@ unpleasantness that a
feeling of being monitored can cause, falling tini® the affective component:
“You turn into a bundle of nerves. We don't likdirfiganterrogated”. Taken to its
most negative extremes, there were even stateriegitsit's an additional strain
on your daily workload, heavy enough as it is, amd very satisfactory” The
main reason at all levels given by those reluctanparticipate in observation
activities was lack of timél haven't got timé;(teacher 5). Others thought other
aspects deserved higher prioritiythink | know more interesting ways to improve
my teaching{(teacher 3). Some attested to a lack of informatiorthe topic:“|
don't know the subject or what taking part in awgwanvolves”(teacher 4).
Regarding whether they were willing to be obseruectlass, they were very
similar to the item above: 55 % were disposed taghebserved, while 30% were
reluctant. The main grounds from those in favouolagervation were that it would
be a positive and rewarding experience, give theance to analyse and correct
their shortcomings, allow constructive criticism toe teaching process, and that
teachers could benefit from the experience of tbalieagues’it might be good to
get constructive feedback from someone more eraddepracticed”(teacher 5).
These were the results of the interview and queséwme that were conducted

among local teachers
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CONCLUSION

At a time when more and more emphasis is beingedlaan improving
student achievement, it is critical that we dayriore the factor that really makes
a difference in student performance - teacher ingmmeent. We must find effective
ways of preparing not only qualified but also cobepé teachers and then equip
those teachers with knowledge and skills. In puguhat goal we should seek
ways to support professional development of teachlat will help them to
succeed not only in the present but enable thegrdw over time. Professional
development is continuous improvement of skills godlities that help to succeed
in one’s career. Teacher professional learningasmplex process, which requires
cognitive and emotional involvement of teachersvigdially and collectively, the
capacity and willingness to find appropriate apphms for improvement and
change. Effective teaching is an activity that t&nlearned, and the notion that
someone is born to teach is simply inaccuratgroving the practice of teaching
learning to teach better does not necessarily cdroen teaching longer.
Experience does not lead directly to better insioacEnhancing skills, knowing
strategies, and understanding content and how gaadknthat content in ways that
students can understand these are aspects of rigatttat can be learned and

improved upon.

The instruments used to trigger development depenthe objectives and
needs of teachers as well as of their studentgeldre, formal structures such as
courses and trainings may be more helpful for steaehers, while discussions
with colleagues, classroom observation, readinghatetlogical journals may be
used by others. Not every form of professional tweent, even those with the
greatest evidence of positive impact, can be apjaepto all teachers. While
conducting survey we also came across to variofisititens of this notion. It is

worth to mention that, every teacher who parti@dain survey give unique
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explanation of professional development that wasated depending on their
beliefs, needs and also success in teaching career.

Thus, there is a constant need to study, experjntgstuss and reflect in
dealing with teacher professional development diefseand traditions of teachers,
the educational needs of their learners, the e&pens of their education systems,
teachers’ working conditions and the opportuniteekearn are open them.

This bachelor qualification thesis aimed to explttre impact of classroom
observation on teacher development. With the reterdo literature there were
some good reasons why observation procedures wereobthe most effective
tools for teacher development. Classroom obsenvasiaised to support teachers
and other classroom staff and to monitor the qualitteaching and learning and
also contributes to the teachers and studentsesgalbiation. It helps to recognize
and reinforce good practice, to identify ways oproving teaching and learning
and to highlight practice which ought to be sharexte widely. In all these ways it
makes major input into the quality of teachers’ atddents’ learning and
experience directly. The participants of our sureéso concurred that classroom
observation can be crucial tool for critical reflen and improving teacher
practice. It was also interesting to hear teachtate that classroom observations
should not be reserved only for novice teacherg, dhwould be utilized for
experienced teachers as well. Judging from theepéions of the participants, it
should be continuous throughout the teachers’ life.

One of the main goals of this paper was to invagtidiow teachers utilize
classroom observation for developmental purposets @mpare lyceum and
school teachers’ perceptions of observation. TRenmonclusion is that the vast
majority share a positive attitude regarding obaeown and think the advantages of
observation outweigh the disadvantages in spittheffact that observation was
not a highly rated element in teacher improvemiotvever, those teachers who
had been observed were not completely positive tathmir experiences. Those
watched by observers gained little or nothing fiomand neither did one in two

teachers who were monitored by other observels. rikmarkable that despite all
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this gloomy data, teachers still feel favourabledods observation and believe
in its usefulness.

Our data show that experienced teachers are masecani the modes of
professional development and benefits of classradaservation comparing to
colleagues with little experience. Although novitEachers are more open in
engaging in any type of professional developmetitviies, they have no idea
what approach works well for them. This would appta indicate that new
teachers are not provided with information aboutvho improve themselves
professionally in their career. Results of our syralso indicate that some of our
teachers are not aware of types and techniquedastroom observation. For
example, majority of our teachers claimed thalthave never heard the term
“pblind observation” before.

In 2007, Smith and Gillespie confirmed [7;216]ttstudents can achieve higher
standards only if when the effectiveness of teachsutucation is enhanced.
Supporting their statement we are also of opintbat the process of preparing
teachers for being professional educators shouktdyeed from the very beginning
at colleges, university and institutions. Analyzinige results of survey we

recommend the following suggestions:

e to include more subjects connected with methodolof teaching in
curriculum of higher educational establishments.
* to give more emphasis on classroom observatiomathodology lessons
and try to involve students in tasks connected waldissroom research.
Through these tasks student will gain knowledgeé with help them in their future
career and will not spend lots of years to learnvhHo use observation for
developing purposes. Effective implantation of thisthod we can see with the
example of Japan's Lesson Study Approach to Profed<Development.
In Japankenkyuu jugyoyresearch lessons) are a key part of the learning
culture. Every teacher periodically prepares a bpessible lesson that

demonstrates strategies to achieve a specific (@ogl students becoming active
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problem-solvers or students learning more from edbhbr) in collaboration with
other colleagues. A group of teachers observe wihiée lesson is taught and
usually record the lesson in a number of ways uihiolg videotapes, audiotapes,
and narrative and/or checklist observations thatigoon areas of interest to the
instructing teacher (e.g., how many student volkerse their own ideas).
Afterwards, the group of teachers, and sometimésidri educators, discuss the
lesson's strengths and weakness, ask questionsnak®l suggestions to improve
the lesson. In some cases the revised lessonas gy another teacher only a few

days later and observed and discussed again.

Teachers themselves decide the theme and fregud#nesearch lessons.
Large study groups often break up into subgroup4-6fteachers. The subgroups
plan their own lessons but work toward the samel god teachers from all
subgroups share and comment on lessons and ttjetadahe lesson and follow-
up discussion. For a typical lesson study, the 3Mdurs of group meetings are
spread over three to four weeks. While schoolsuétbetween 2:40 and 3:45 p.m.,
teachers' work days don't end until 5 p.m., whicaviges additional time for
collegial work and planning. Most lesson study nmggst occur during the hours
after school lets out. The research lessons allachers to refine individual
lessons, consult with other teachers and get gpllest observations about their
classroom practice, reflect on their own practitearn new content and
approaches, and build a culture that emphasizeinoons improvement and
collaboration. Some teachers also give public rebdassons, which expedites the
spread of best practices across schools, allowipals, district personnel, and
policymakers to see how teachers are grappling math subject matter and goals,
and gives recognition to excellent teachers.

This can be evidence of how observation works fevetbpment purposes, its
availability and benefits for every teacher whontgato be professional in his

career.
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On the whole, the study showed that classroomreasen plays important role in
teacher improvement and there are many positivecésghat can be benefited
from properly conducted observation®ur intent is to support the usage of
classroom observation for developmental purposssalse we believe that it can
help teachers to become professional educators fekter comprehensively

developed, educated and intellectual young geoerati
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