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From the Editor

Welcome to the Special Issue of MEXTESOL, dedicated to the theme
of teacher education. It consists of 7 articles from people currently working
in Mexico, the United Kingdom, the United States and Qatar.

Writing a manuscript for publication is not easy and | wish to
acknowledge the hard work of all the people who sent in their articles. We
had an overflow of articles and plan to use the other articles in another
issue on methodology. Furthermore, 1 would like to personally thank all of
the people who were part of the process of reviewing and editing the
articles for this issue. Also included to this list of people is the Style Editor,
Ezmerelda Kornmeyer. This was a group effort. Without their help | would
not have been able to get to the end product, this issue. 1 would also like
to thank JoAnn Miller and Uli Schrader for their guidance and patience. All
of the above support is well appreciated.

The first article, Protecting Teachers’ Spouses, by Mario Rinvolucri
takes a humanistic look at a technique to help teachers ward off boredom
and burn-out using mutual supervision, which is frequently used in
neighboring professions.

More than concentrating on teaching skills, M.A. Clemente poses
questions as to how teachers arrive at knowing when, how and to whom to
make use of many of the teaching skills they have developed in order to
view possible changes in teacher education programs in Mexico to increase
awareness of teaching and what it involves.

G. St. John Scott discusses orienting lessons to the purpose of the
learning instead of on discrete components of language in order that
students can recall and use the skills learned at an appropriate time outside
of their language-learning classroom.

Nancy Susan Keranen and Fatima Encinas Prudencio, both working in
Puebla, investigate factors affecting professional development with regard
to in-service teachers in a public university in Mexico. A focus on teacher
opinions as well as stages and cycles in their professional lives lead to a
discussion of communities of practice and their place in the teaching
environment.

Nigel Cundale discusses the need to develop trainees’ ability to
analyze and understand the English language instead of focusing them on
discrete aspects of the language when designing a teacher training course.
He also uses his experiences as a teacher trainer with this case study.

Carol Lethaby looks at the rationale and problems of attempting to
create a coherent teacher education course and suggests ways of using the
syllabus document to create a course that displays an overall relationship
between the objectives, content, and methodology used.



MEXTESOL Journal

Last but not least, we have an article by Mariza G. Mendez Lopez
from Quintana Roo. She explores the aspects of in-service teacher
education with reference to the relevant literature in order to draw a
proposal for the aspects to take into account when designing a course.

I hope you enjoy the articles in this special issue on teacher
education. | would also like to invite the readers of MEXTESOL to send in
possible manuscripts for publication in English or Spanish. If you have been
a reader of the MEXTESOL, think of something that you can give back to
your profession - a contribution of your ideas in a possible article. Also
imagine how you would feel to see your name in print with your article.
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Protecting Teachers' Spouses

Mario Rinvolucri, Pilgrims, mariorinvolucri@freeola.com

In this article | intend to share with you a technique which may help
you ward off boredom, de-motivation and burn-out, all quite frequent
plagues of our profession. The use of Mutual Supervision is unusual among
language teachers but perfectly normal among social workers and people
specialised in therapy. It seems to make sense to borrow useful ideas from
neighbouring professions in the ‘helping’ world.

To get you into the swing of this article may | ask you to answer this
short questionnaire?

1. Are there any Monday mornings, say in January or February, when you
just don’t want to go to school? When did this feeling grip you last?

2. Are there times when you come back in the evening and can think of
nicer things to do than correct students’ homework?

3. Have you ever felt that a student was more than you could cope with?

4. Do you occasionally leave class feeling you are carrying a sort of weight
the students have loaded on your back?

5. Have you ever despaired of really mastering English with its slippery
exceptions and vast vocabulary?

6. Are there times when that monthly salary you get seems a paltry amount
to live on, or maybe, survive on?

7. Do you have the need to open your heart to someone about all the
challenges and problems that absorb you at work?

If you have answered all the above questions with a resolute NO,
then please turn to another article in the MEXTESOL Journal. If you have
answered some of the questions in the affirmative then this article is for
you.

If you said YES to question 7, then I wonder who you open your heart
to, who you unload on? | remember once asking a colleague about this
and she said, “Well, I suppose | just go home and tell my husband
everything that has happened at school during the day...used to be OK,...
but now he’s fed-up with me.... He switches off... but who can | tell if I don’t
tell him?”

The rest of this article is about protecting the spouses of Mexican

English teachers from their partner’s imperious need to “tell all” about the
awful caretaker, the bossy head, the grotty colleagues and the difficult kids!

11



MEXTESOL Journal

How to Set up a Mutual Supervision

1. Review the people of your acquaintance who you could choose as a
“supervisor”. The person you are looking for needs to be in the area of
teaching and someone you can respect and get on with adequately. They
do not need to be a “best friend” and they should not be a chirpy gossip-
partner. They should be a person who is able to listen effectively.

2. Approach the person you have chosen and explain that you'd like a
private 40 minute professional meeting with them once a week. For 20
minutes of the meeting time you would like to tell them about what is
uppermost in your mind about the last few days at school. This might be
in any of the following areas:

- problems with students

- asuccess with a colleague

- worries about language

- some achievement in balancing home and work life
- worries about in-service training

- the pressure of so many things on top of one

- over-tiredness, etc...

There could be and are many other things | haven’t dreamt of.

Explain to the person you have chosen that what you are proposing is
an exercise in trust as they must guarantee you 100% confidentiality. No
way can they go gossiping off to other people about what you have told
them.

This will be the person you can unload onto each week, freeing
yourself of any frustration, anger or fear you hold inside you. If you tend to
have an unrealistically good self-image, talking to your supervisor about
your successes may help you cut them down to size and be more realistic
about them. If you tend to be an insecure person, talking about your
failures may set them in a new and better light for you. For those first
twenty minutes the supervisor’s role will be to listen, ask the odd question
and offer a brief comment here and there.

In the second half of the meeting you swap roles. Now it is their turn
to speak, to open up and to get the relief that comes from sharing. You are
now the supervisor, the receiver of the text, the empathetic listener. If you
have never done this before you need to really think about it.

Maybe the best model for such listening is the mother who really
wants her four year old to tell her what he experienced at kindergarten
today. She delights (if it's a good day!) in the details he picks on, in the
form of his expression, in the way he gets animated here and tails off there.
She really wants to be taken into the child’s world, into his mapping of it,
into his feelings about it. She has no need to try and distort what he is
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saying by thinking, “If I were you, I'd...” because a full, empathetic entry
into her child’s world is what she wants.

In your role as supervisor all you need is the genuine wish to be
carried into your colleague’s world, into their mapping of it, into their
feelings about it. If you manage to partially enter their world, if you can see
it a bit from their perspective, you will powerfully influence their ability to
express themselves, to maybe discover new things by talking to themselves
in front of you. If they have a problem, it is NOT your task to panic about
how you can solve it. If a supervisor uses this sort of language it mostly
means that they are pretty poor at the job, language like:

= In my view...

» The way I see it...

= If I were you,... (The fact is I'm not you.)
* Why don’t you...

= | suggest...

= | strongly advise you to...

All the above phrases indicate that the supervisor is in the wrong
world, their own world, where they need to be is in their colleague’s world.
Easier said than done.

One of the positive spin-offs from taking on the supervisor role once
a week is that a person sometimes learns to listen better in other situations
too and becomes a better listener as a teacher and a as colleague, at
parent-teacher evenings, and even in the deepest situations, such as those
at home. Once you have explained some of the above to your colleague,
they may run a mile! If they don’t, then all you have to do is fix an
acceptable time for both of you for your first mutual supervision.

Odd Things about Mutual Supervision

1. Itis not ordinary, natural discourse between two people. It does not have
the ordinary give-and-take of conversation in which A’s idea sets B
thinking about something completely different. It does not jump from
subject to subject as we do when chatting. In a supervision one person
provides the main flow of words and thoughts and the other immerses
themselves in this flow.

2. While the term “supervision” sounds strongly hierarchical (looking down
from above), MUTUAL supervision is a very democratic procedure as both
people take the powerful listening role. Schools can be quite hierarchical
places and very democratic procedures may leave bosses feeling vaguely
uneasy.

3. Given the strict rule of confidentiality, the stuff talked about in the
supervision is like an island isolated from the flow of other conversations
at home and at work. It is almost like a piece of interior dialogue that has
only taken place in one person’s head. It is in the private, not the public
domain.
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4. If the supervision goes well, it is a contemplative oasis in the hurly-burly
of the school week, a time when you feel, move, sit and breathe
differently. You enter a different state of attention, a different trance, in
a good supervision.

What Have 1 Gained from Mutual Supervision?

Maybe it is too early to say as | have only been involved with it for
the last 8 years in a teaching career of 36 years. | am still a new boy. What
gains are apparent to me at 11:40 on June 4th, 2003?

1. In the presence of my supervisor, | really sometimes get a striking new
angle on a problem that is bugging me. Sometimes a solution will occur
to me in the course of the supervision that solves or mitigates the
problem. Sometimes a solution will pop into my mind some time after.

2. The feeling and tenor of the supervision colours and guides my thinking
processes between meetings. The supervision situation is somehow there
in my head as | plan lessons and weigh them up after coming out of
them.

3. When my supervisor is female, I am often made aware, just by her
presence, of how absurdly male some of my thoughts, feelings and
actions are. This is particularly the case if | am dealing with a problematic
relationship with a younger male.

4. 1 think I have less need to take stuff from my work home to my wife and
children. After all, she married ME, not my current language class or
training group!

I now do not teach a language group or run a training course without
going into supervision for the duration of that course. To do so would feel
uneasy and a bit irresponsible. Most teachers go to school bathed or
showered. 1 now feel this way about supervision.

A Cheeky Request

Can | ask you to get in touch with me if you do try the ideas outlined
above? | am, of course, interested in successes but mutual supervisions
that did NOT work out are even more interesting.

Which language will you have worked in? Trabajar en castellano parece lo
mas natural, but could English have a psychologically liberating effect, a
stronger island/oasis effect? Maybe you will have constantly code-
switched? | would be very interested to hear which language you used and
how it went. 1 live in hope that | will hear from you.
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Teacher Awareness: an Essential Element of ELT
Education

M. A. Clemente, Universidad Auténoma Benito Juarez de Oaxaca,
angelesclemente@hotmail.com

Most of the time when we say that a teacher is dynamic (which is the
most frequent adjective students use to refer to good teachers), we seem to
be talking about a teacher with well developed teaching skills. In fact, there
is a wide variety of titles on description and instruction on teaching skills.
However, more than concentrating on teaching skills, | prefer to pose
questions about how these teachers arrive at knowing when, how and to
whom to make use of the many teaching skills that they have developed. In
my view, a possible answer may be found in the teacher education
literature. In an article published more than a decade ago, Freeman (1989)
stated that, apart from skills, there were three other components that
should be part of teacher education. These are knowledge, attitudes and
awareness.

With regard to knowledge, | contend that the theoretical principles of
the subject to be taught are an essential part of the core of teacher
education. Elsewhere (Clemente, 2001b), | have discussed this issue,
arguing that “the reason for practitioners being (or becoming)
knowledgeable in an academic area is...(to) make sense of theory as
reflective practitioners in the teaching/learning process in which they take
part” (p. 198-9).

I have also delved into the attitudinal factor. In a study carried out at
the State University of Oaxaca with foreign language teachers, it became
obvious that “teacher’s attitudes are the consequence of a complex web of
contextual elements and circumstances” (Clemente, 2001a). Moreover, |
found that most of these elements were out of the teachers’ control; they
were contextual factors teachers have to deal with. They had no choice
(ibid).

Having reflected on teachers’ knowledge and having carried out
research on teachers’ attitudes, | decided to start a longitudinal study on
the fourth constituent that Freeman (1989) mentions: awareness. Due to
lack of space, in this paper | will introduce the theoretical framework and
leave the empirical data and its interpretation for later publication.

In general terms, awareness has been defined as “a particular state
of mind in which an individual has undergone a specific subjective
experience of some cognitive content of external stimulus” (Tomlin & Villa,
1994, p.193). Emphasizing the importance of learning awareness, van Lier
states that awareness is a perceptual component of consciousness, without
which “it is simply not possible to realize the conditions....that make
progress towards proficiency possible” (1996, p.74).
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Focused on teacher education, Freeman defines awareness as “the
capacity to recognize and monitor the attention one is giving or has given to
something. Thus, one acts on or responds to the aspects of a situation of
which one is aware” (1989, p.33). In addition, according to Thomas,
teacher awareness is an explicit capacity that “facilitates reasoning and
intellectual understanding of the phenomenon and contributes to the ability
to impart it” (1987, p.34).

In sum, to be aware means: (a) to be explicitly conscious about all
the different elements of the actual phenomenon of teaching/learning and
(b) to be able to analyze such phenomenon and react according to it. In this
sense, teachers’ awareness allows them to make decisions about the
amount, depth and quality of their knowledge, the practicality of their skills
and the appropriateness of their attitudes. In other words, awareness
“account(s) for the appropriate mobilization, interaction and integration
of...[knowledge, skills and attitudes]... as a person teaches” (Freeman,
1989, p.33).

Moreover, awareness does not belong to the same category of the
other constituents. It is a level above. It “functions as the unifying
superordinate” (Freeman, 1989, p.33) that enables the teacher to make
decisions about the other three components. Perhaps, for some people, to
talk about awareness is to focus on the attention teachers pay to their
teaching. It is true that these two concepts are closely related but they still
refer to very different things. Awareness differs from attention in the sense
that the former has a more “holistic function” (Freeman, 1989, p.33). It is
not a matter of degrees: You are or you are not aware. There is no other
possibility. There are no awareness clines. When you are not aware of
something, you completely ignore it. On the contrary, attention implies
degrees and this fact allows us to focus on specific situations. Awareness
and attention belong to different levels and, in this sense, the former
encompasses the latter.

Referring again to Freeman’s (1989) scheme, knowledge, skills and
attitudes could be a way to designate the areas teachers should be aware
of. With regards to knowledge, the question would be: Are the teachers
aware of their knowledge and the knowledge their students are acquiring?
In regard to ELT programs like the ones implemented in Mexico, it is
important to delve into the extent to which the Spanish-speaking pre-
service teachers are aware of their strengths and weaknesses in terms of
the content to teach and specifics of the phonological, lexical, semantic,
discursive and pragmatic aspects of English.

Skillwise, this area of awareness is at the very core of teaching. In
order to be able to teach, a teacher needs to become aware of his/her
procedural knowledge, that is, his/her language skills, in order to make
them explicit and declarative. In the case of language, these skills refer to
the four main linguistic abilities (reading, listening, writing and speaking)
plus all the other skills developed to gain different competences (linguistic,
communicative, pragmatic, etc) to become a competent user of a language.
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However, these are not the only skills the teacher has to become aware of.
The teacher also has to pay attention to and reflect on his/her teaching
skills in order to improve his/her teaching practice (see Lockhart & Richards,
1994; Richards, 1990).

In terms of attitudes, the teacher needs to reflect on the attitudes
(his/hers and his/her students’) around the different aspects involved in
his/her teaching. According to Freeman (1989), this is one of the least
studied elements of teacher education in spite of the fact that we all know
how important they are for the success (and for the failure) in education.

Discussion

I contend that it is necessary that we in Mexico start reflecting on the
approach to our teaching education programs. The experience of programs
in other parts of the world has been that a technology-oriented approach
(focused on knowledge and skills) has been only partially successful. The
problem is that it completely overlooks the human aspect of teacher
education (Hargreaves, 1994). It is essential, from my point of view, to
reverse the approach and, having in mind a holistic view, focus on the four
components mentioned above.

Different authors have defined the terms training and education in
different ways (Freeman, 1989, p. 40; Wallace, 1991, p. 3; Winer, 1992, p.
57; Woodward, 1991, p.141). Although | have used them as synonyms so
far, it is time to make explicit the difference between them.

According to Widdowson (1990), training can be defined as

a process of preparation towards the achievement of a range of
outcomes which are specified in advance...(It) is directed at
providing solutions to a set of predictable problems and sets a
premium on reflecting expertise (p.62).

On the other hand, education, as he sees it,

provides for situations which cannot be accommodated into
preconceived patterns of response but which require a
reformulation of ideas and the modification of established
formulae. It focuses...on..the critical appraisal of the
relationship between problem and solution as a matter of
continuing enquiry and of adaptable practice (ibid).

Widdowson’s (1990) dichotomy could be the explanation for the
problems of most technology-oriented EFL teacher education programs.
They are not complete because they are training but not educating. The
pre-service teachers develop what Wallace calls “initial competence” (1991,
p.58). In other words, they can deal with that “set of predictable problems”
but they are not prepared to face problems “which require a reformulation
of ideas” (ibid). They cannot make decisions about when, how and with
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whom to use the set of skills they have been trained in, first of all because
they are not aware of those skills nor of their efficacy. They have not gotten
that “expertise” (ibid) yet. One way to acquire this expertise is to articulate
our own tacit knowledge to make it explicit. There are several schemes and
concepts that have been proposed for making knowledge explicit: action
research, reflective practitioner, teacher’s thinking, etc. Among those, |
have found that the tools explored by sociocultural theories (reflection, self-
assessment, and narratives) are especially useful (Verity, 2000). Within the
sociocultural framework, Vygotsky’s Zone of Proximal Development (1978)
stands out as a relevant construct for this discussion.

The Zone of Proximal Development (ZPD) has been very widely used
in educational settings where teachers try to define it in terms of their own
students and the way they help them to achieve their potential (Clemente
& Higgins, 2003). However, the ZPD can also be applied to pre-service
teachers and their educators. As | see it, the ZPD develops the potential of
the novice teacher to make the best decisions (in terms of knowledge, skills
and attitudes) when teaching. In a teacher education program, the main
role of the educator, with the help of his/her own expertise as a teacher, is
to help the novice teacher become aware of his/her teaching. One of the
most important roles of educators, to paraphrase Verity (2000), is not to
make the student-teacher know more but to know differently (p. 192), and
re-conceptualize the ZPD as an:

arena of transformation [which] functions not only as a
mediational space for the completion of particular tasks, but
also as a place for the learner to confront, practice, and
internalize strategies for the completion of other similar tasks
(p. 184).

Through various curriculum decisions, ELT educational programs
could help novice teachers become aware, always taking into account the
very local sociocultural circumstances of each program in the Mexican
educational context. Above all, there has to be a general consensus that the
philosophy of the program, and the educators taking part in it, should
encourage the formation of teachers with critical reflective minds and
flexible criteria for using different approaches and materials according to
their specific teaching situations. Thus, every syllabus within the program
should contain a reflective aspect which provides the students with the
opportunity and space to develop her/his awareness skills as a student with
her/his own teachers. Furthermore, there has to be a change in the way we
organize the different contents and courses in the ELT programs. We are
very used to starting an educational program with theoretical aspects and
finishing it with the practical side of education. For developing reflective
minds, the proposal is to take a more balanced approach where theory and
practice could work together. As a part of the Programa Flexibilizado para la
Ensefianza de Idiomas, (Flexible BA Program in Language Teaching,
Universidad Auténoma Benito Juarez de Oaxaca) that was implemented in
2002, we are working with this kind of approach, dealing with courses such
as Observation and ELT Methods and Approaches from the very beginning.
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In both courses, | have observed that the students, in spite of their basic
knowledge and experience, are responding very well to analyzing their own
and other’s teaching. These and other later courses (such as Microteaching
and Teaching Practicum) increase the amount of teaching practice and,
hence, the opportunities for reflection.

To use Freeman’s (1989) and Widdowson’s (1983) terms discussed
above, these changes in our education programs would mean setting the
appropriate conditions for novice teachers to become aware of their own
teaching and what it involves (knowledge, teaching skills and underlying
values that generate their attitudes). Furthermore, these changes will also
provide the best conditions for our teacher education programs to gain a
position within the realms of education.
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Focusing on the Task in the ESOL Classroom

G. St. John Stott, Qatar Aeronautical College, gstott@kahramaa.com.qga

Introduction

I am writing this in Doha, where | manage the ESOL program for
Qatar’s national utility company. English is the language of business
communication in Qatar (indeed, this is the case generally in the Arabian
Gulf), and as many of my company’s employees have poor English skills my
responsibilities include the provision of suitable language training. In
theory, that responsibility is easily met. A phone call to one of the local
language schools, and we are in business—safe in the hands of experts who
will determine our needs and provide the training required. Unfortunately,
such optimism is premature. Sourcing effective English classes can be more
difficult than it might be thought, at least here in the Middle East where,
despite the enthusiasm and professionalism of language teachers, TESOL
programs often fail to achieve their targets, and there is a widespread
feeling on the part of managers that time spent by their employees in the
language classroom is wasted.

There is no single cause for this failure. Learning is not just a product
of classroom activity, and workplace performance is not just a matter of
knowledge and skill; in the Middle East, as elsewhere, the programs that do
not meet expectations fail for multiple reasons. However, in addition to
whatever problems we might find in the classroom or workplace, there are
those that result from miscommunication between the parties involved—
that follow from the differing expectations of competence engendered by
the languages of TESOL and business.

Definitions of Competence

Student goals as language-learners are typically unformulated. They
know that they want to learn English, but they have not usually given much
thought to what they mean by this. Both employers and teachers have
given thought to the goals of language learning, however, and both are
likely to talk of competence—and it is with this apparent agreement that our
problems begin. When TESOL professionals talk of competence they mean a
mastery of the “systems of knowledge and skill required for communication”
(Canale, 1983, p. 5), and they usually think holistically of “competent
users” able to interact successfully with other users of English in a wide
range of social and professional relationships. When employers talk of
competence, they have in mind the knowledge, skill or ability needed for
the performance of a specified, work-related task.

There is clearly room for misunderstanding here. For the one party,
communicative competence is a goal in itself; for the other party, it is a
means to an end. As a result, while teachers might judge a course a success
if students can use the structures and lexis taught, employers will only do
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so if the students can work more efficiently or effectively. From their
perspective, as Rosenberg notes, “every [training] intervention ought to
change the organization in some way...” (1990, p. 48).

This concern by employers for on-the-job performance should not be
interpreted as a concern to restrict language input or predetermine
classroom technique. Though employers need those learning English to
return to their workplace able to accurately relay phone messages, or write
up notes on equipment malfunction, and are usually not at all interested in
whether their employee can discuss his fears of spiders, or whether she has
mastered the schema for ordering wine with a meal. This is because of their
concern with output (use) not input (training). One should not conclude
from this that fears and phobias should not be discussed in the language
classroom, or that none of our employees need to learn how respond to the
questions of a sommelier (though the fact that most are Muslim does raise
some questions of the cultural appropriateness of the activity). If
discussions of arachnophobia enhance an employee’s ability to communicate
clearly and think critically, managers would have no problem with the
activity. If the subject of dining out proves to be interesting and the
employee consequently masters the use of such structures as “What do you
suggest/recommend/think...?” (and can then adapt the “ordering wine”
script for use at work), managers would be delighted.

Situated as | am, | can report that such adaptations of what is
learned in the classroom do not occur as often as either teachers or
employers would like, and th