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ABSTRACT

This thesis is contextualised within the boundaries of language learning, language
tcaching and the preparation of teachers. It comprises an examination of the role of an
Innovation in materials design in the context of English language teacher education in
Malaysia. Specifically, the thesis reports on a study of the use of a package of video-
based materials with four groups of student teachers (graduates and undergraduates)

during one semester in the Science University of Malaysia (Universiti Sains Malaysia).
The package attempts to provide learners with experience of authentic English language

lessons conducted by practising Malaysian teachers. Such experience provides
opportunities for observation and reflection as a way of developing professional teaching

skills, 1n part through focusing on classroom processes and realities. The materials
provide opportunities for ‘safe-experimentation’ and developing experience within the

rationale of a retlective approach to teacher education. In examining the assumptions
about factors deemed to be important in the design and use of video materials, the research

attempts to bridge the gap between theory and practice 1n teacher education.

In exploring ways of reconciling theory and practice, the study examines a significant
approach to teacher education called reflection. The thesis focuses on a number of

interpretations of reflection, especially Dewey’s and Schon’s.  Strategies and programmes
developed to produce reflective teachers are also examined 1n order to inform and provide

a foundation for the conduct of the research.

The first chapter places the research in context and provides a rationale for the study. The
next two chapters examine reflective orientations 1n teacher education, while chapter four

reviews developments in English language teaching methodology. Chapter five tocuses
on the historical development of English to its present role and status in Malaysia.

Chapters siXx, seven and eight describe the methodology and findings of the study
Chapter nine concludes the research by drawing together the various threads developed 1n

the thesis.

(X1)



INTRODUCTION

This introduction describes the contents of the various chapters in order that the overall
direction and development of the study may be better understood.

Chapter 1 places the whole study in context by describing the origins and development of a
project to develop video-based materials for English Language Teacher Education in the area of

methodology. In so doing, theoretical aspects are discussed through the rationale behind the
project and the materials, and the factors of design and use that have influenced both the

development of the project and the materials. The chapter then describes the aims of the study.

Chapter 2 describes the meaning of the term reflection in Teacher Education in the context of
various interpretations. The views of Dewey and Schon, in particular, are described and

reviewed. This 1s followed by a discussion of responses to such an interpretation of reflection.
Chapter 3 reviews various reflective approaches in the context of teacher education. The

review includes discussion of various strategies underlying many of these approaches in order
clanify and inform the theoretical issues underlying this study The findings of research (with

regard to professional teacher education) relevant to this study are also reviewed in this chapter

Chapter 4 reviews developments in the Teaching of English as a Second and Foreign
Language, especially in the context of teacher education in Malaysia. Such a review is

undertaken with a focus on methodology.

Chapter 5 provides a historical context tor the way the national language policy in Malaysia has

o)

evolved to its current state in order to provide background information relevant to the study.

The chapter discusses the aims, expectations and problems arising out of the ‘melting pot’ of
multi-lingualism and multi-ethnicity 1n the country. It describes the variety of Malaysian

spoken English, and examines the role and status of English in education in Malaysia.
Strategies that have been employed for its development are described in the context of

educational organisation in Malaysia, and particularly with regard to teacher education.

Chapter 6 describes the_methodology of the study. A review of approaches to educational
research 1s presented to inform on the design of the approach and methodology of the study.

The institution, specific school and students are described 1in order to provide a context for the
study. The instruments used to conduct the study are then described, and tollowed by a

description of the teaching methodology. The conclusion raises a number of limitations
pertaining to the methodology of the study. Chapters 7 and 8 analyse and discuss the findings

of the study.

Chapter 9 concludes the study by discussing the implications of the study. In doing so, the
chapter makes recommendations for teacher education generally, and Malaysia in particular.

Recommendations are made for tuture research and for the design and development of EL

teacher education matenals.



CHAPTER 1

REFLECTIONS ON CLASSROOM PRACTICE: A RESEARCH PROPOSAL FOR

EVALUATING THE EFFECTIVENESS OF VIDEO MATERIALS IN ENGLISH
LANGUAGE TEACHER EDUCATION IN MALAYSIA

Introduction

This chapter contextualises a study of the use of video materials in the education of pre-service

English Language Teachers in Universiti Sains Malaysia (The Science University of Malaysia) in
Penang, Malaysia. In the process, the chapter will describe the Reflections on Classroom Practice

project which led to the production of a package of video-based matenals for Malaysian teacher
education 1in English Language Teaching methodology. Furthermore, the project is placed in the

context of two broad conceptualisations of approaches to teacher education, thereby providing a
rationale for this research. The chapter ends with a specification of the aims of the study.

The chapter will provide a:

-description of the nature and aims of Reflections on Classroom Practice project on

English Language Teaching (ELT) methodology;
-description of the participants 1n the project;

-rationale behind the project in the context of teacher education;
-review of research findings;

-discussion of factors involved in the design of the video and print matenals;
-discussion of factors of usage;

-proposal for research,;
-statement of the aims of study;

-broad statement of methodology of study;
-concluding summary.

Description of the Nature and aims of the Project.

The three year project which began in 1987 in Penang, Malaysia, was originally called “A Video

Library of English Language Teaching Methodology”, but was re-named “Reflections on
Classroom Practice” 1n 1990. The aims of the project may be summansed to include two aspects:

At one level, it has aimed at the production of a video-based package for a specific context (teacher
education in Malaysia). The project concluded in 1991 with the production of a package

2



consisting of a set of video cassettes and accompanying print material. Three video cassettes

make up the video component. They contain twelve units of videos on various aspects of ELT
such as “Dealing with Errors” and “Moving onto Projects”. Each video unit comprises edited
segments of video lessons from recordings made of authentic English language lessons by
practising teachers with secondary school children in the state of Penang in Malaysia. Support
matenal comes in the form of a workbook, with worksheets for each unit of video, and a set of
Leader’s Notes (suggested answers). The package is intended to provide convenient non-didactic
supplementary materials of good quality for use by teacher educators involved primarily in the
training of English Language pre-service secondary school (pupils 11 years of age onwards)
teachers in Malaysia, and to a lesser degree, by those involved in teacher education elsewhere.

At another level, the package aims to provide evidence in the form of video segments of authentic
Malaysian classroom experiences in the context of English language teaching. In this context, the

project represents an interest in the investigation of the effects of the assumptions underlying the
production and use of video-based materials in teacher education in general. This study by the

researcher represents such research, with the video tapes providing for a third year education
course at Universiti Sains Malaysia.

Participants and Roles in the Project.

The participants 1n the project were the staff of the School of Humanities, Universiti Sains

Malaysia, staft of the Scottish Centre for Education Overseas, Moray House in Edinburgh, and
the British Council as an organisation, through the Committee for International Cooperation In

Higher Education or CICHE. The major contributor (in terms of human resources and funding)
was Umversiti Sains Malaysia, while the staff of the Scottish Centre for Education Overseas took

a consultative role. The British Council provided the link between the institutions and partial
funding for statf visits between the two institutions as part of i1ts ongoing commitment to the

promotion of links between academics in Malaysia and the United Kingdom, and the promotion of
English language teaching in Malaysia.

A Rationale for the Project in the Context of Teacher Education

The project is contextualised in the researcher’s perception that despite years of research and
advances 1n language teaching, little 1s known with certainty about what the charactenstics of good

or effective teachers are (Brown, 1975), what contributes to their expertise, what their knowledge
bases are, how the expert teachers think in the contexts of their work, and whether such expertise

can be developed through education. As Rosenshine (1971) points out, there are many different
ways to successful teaching, but there 1s no clear evidence favouring any “best’ recipe.



The same applies to language teaching. Richards and Rodgers (1986) point out that there 1s an

absence of substantial data on the effectiveness of various language programmes, and

“...Iittle has been published about the impact on learners of programs, approaches,
methods, instructional strategies and materials” (p.159).

[t has been argued that language teaching methodology has to be placed on a more secure
empirical footing than at present (Nunan, 1990). Richards (1990) points out that

“Research or theory that deals with the nature of second language teaching per se is scant
In the professional literature. While there is a body of practice in second language teacher

education-based almost exclusively on intuition and common sense- until recently there
has been little systematic study of second language teaching processes that could provide a

theoretical basis for deriving practices in second language teacher education” (p. 4).

As such, on one hand there is a need to continue to research on all of the areas mentioned above.
On the other hand, there is a need to develop more effective methods and techniques for teaching

English as a second and foreign language, and for the preparation of teachers of ESL and EFL.
However, this will not be enough, for any such advances have to be placed within the context of

an overall professional rationale. The project attempts therefore to do two things, namely research
teacher education and explore new methods for the preparation of teachers, both as far as

possible, within the context of a professional rationale. A key element in this attempt is the
examination of the balance between theory and practice in teacher education which continues to be

accused of being over-theoretical in contrast to the common-sense of practising teachers (Griffiths
and Tann, 1992). Rowell et al. (1992) point out that one “of the foremost areas of debate

continues to be the part played by psychological theories of learning. Can such theoretical
knowledge result in better practical teaching? Should theory be taught, and if so, what theory, and

when and how should it be taught?” (p.159). Similar questions could also be asked of the role of
practice.

The_rationale behind both the Reflections on Classroom Practice project and the present study

developed from perceptions of two possible approaches to professional education (as applied to
ESL / EFL teacher education) reviewed here. The two approaches or models, following Schon

(1983, 1987), may be described as (1) the applied science model, and (2) the reflective models
(Wallace, 1991). Schon (1983, 1987) uses the terms ‘technical rationality’ and reflection-in-

action’. While the two approaches and Schon’s (1983, 1987) terms and views will be dealt with
in greater detail in Chapters two and three, this section reproduces briefly a framework for English

language teacher education proposed elsewhere (Wallace and Chakravarthy, 1989, Wallace, 1991)
as part of the underlying rationale of the thesis.



LThe Applied Science model

The applied science model may be considered to be the most common and traditional approach
underlying professional education. In such an approach, empirical science provides the authority.

The question of transmitting professional practical knowledge is a matter of relating the most
suitable means to achieving professional objectives which have already been decided upon. What

becomes important is the question of means. Decisions about the most appropriate means are
guided by the belief that scientific experimentation provides a solid base of scientific knowledge.
T'hus, scientific experimentation will reveal findings relevant to the various professions. In the
context of teacher education, such research findings are applied to problems of the teaching

profession. The findings are perhaps further refined, and conveyed to the trainees by teacher

educators. The trainees are expected to assimilate, and practise these until competence is
achieved.

Implicit 1n the applied science model is the belief that there is a wide gap between those who know
and those who do not. Thus, the experts who know, identify problems and seek solutions out of

empirical, scientific experimentation. They then convey their findings to trainees who do not
know and have to learn. Teacher education is led by ‘experts’. Often, it is didactic and one-way

in nature. Underlying the approach is the conviction that the problems of teaching can be solved
through the application of knowledge in systematic fashion, based on a scientific approach. The

“problem 1n many countries is that the terms of teacher education are laid down by the teacher
trainers and applied linguists, in consultation with the Ministry. Teachers themselves are not

usually consulted” (Bolitho, 1984, p.24-25).

[t would be fair to conclude that in the main, it 1s this applied science model that predominates
education 1n Malaysia. Most decisions tend to be made by “experts” who are mostly people who

have left the classroom and become educational administrators, or become lecturers in teacher
education colleges or universities. Major decisions usually arise out of policy meetings in the

Ministry of Education and are handed down via established procedures to be implemented by
teachers in schools. A case 1n point would be the implementation of the Kurikulum Baru Sekolah

Rendah (or New Curriculum for Primary Schools) which many Malaysian educators recall as
being rushed through to fulfil a political announcement of its implementation. The process

involved a massive ettort at in-service teacher education as well as the construction of buildings
and classrooms to accommodate the requirements of the new proposals. Much of this took place
after the new currniculum was officially implemented. Teacher education had to follow suit and
make provisions to accommodate these changes. Where teacher education itself is concerned, this
researcher’s own experiences confirm that the basic attitude in most of the teacher training
institutions reflects the applied science approach.



Unfortunately, there is little evidence to suggest that the applied science model has worked

successfully. The way behaviourism and the audio-visual approach to language teaching have not
led to successful language teaching-learning is an example of how things can go wrong. At the

local level in Malaysia, constant reminders in letters to the press bemoaning falling standards in
education, and in the English language in particular, are reminders of disenchantment and concern
with the present expert-led, top-down approach to education.

The Reflective model

An alternative approach 1s the reflective model (Wallace and Chakravarthy,1989; Wallace, 1991).
Schon (1983, 1987) suggests that there are two kinds of knowledge. The first kind he suggests

are research based and, in the context of teacher education, could include the usual input into
teacher education such as facts, data, theories, subject matter knowledge, concepts and

terminology (such as morphemes, the langue / parole distinction, and ability grouping). There is a
suggestion that 1t would not be quite correct to classify all of the above as being derived from

research. Instead the term “received knowledge” (Wallace and Chakravarthy, 1989; Wallace,
1991) which deliberately echoes the 1dea of received wisdom (students receive the knowledge

rather than experience them directly, and receive such knowledge without question) better
represents much of the education that trainees usually receive. Schon (1983, 1987) suggests that

the second kind of knowledge is based on reflecion. Competent practitioners have developed
capacities for “knowing-in-action” and “reflection-in-action” (these terms are dealt with 1n detail 1n

chapter two) which allow for the building up of a store of professional knowledge. The basis of
such knowledge is in action in the context of practice. Professional knowledge of this kind can

quite often lend itself to expert professional actions that individuals themselves may not be able to
explain 1n words.

Wallace (1991) suggests that the term “experiential knowledge” 1s an alternative that combines

knowing-in-action and reflection. There are things that professionals do almost instinctively, and
cannot easily explain why. There are also occasions when experts’ procedures, decisions, actions

and attempted solutions to problems may be examined or reflected upon. Such retlection could be
during the event (reflection-in-action), or after the event (reflection-on-action), and lead to new

understandings that expand the professionals’ base of expertise. For Wallace (1991), professional
expertise develops out of a reflective model, whereby the trainees’ own experiences interact with

the knowledge that they receive to inform and help them in their practice. As the trainees reflect
on the successes and failures of their own experiences, they develop new understandings and

greater professional competence. It is a reflective cycle in that reflection is constantly re-enacted in
further contexts of practice, always informing on practice and developing expertise.

Sparks-Langer and Colton (1991) suggest that interest in reflection 1s a reaction to the technical

and simplistic view of teaching that dominated the 1980s, leading to a realisation that “teaching 1s

6



a complex, situation-specific, and dilemma-ridden endeavour” (p.37). In view of two approaches
presented above, it is suggested that teacher education needs to integrate received knowledge and
experiential knowledge. Both these kinds of knowledge interact with the base of personal

knowledge (core values, beliefs, attitudes. subject matter knowledge and knowledge of the
teaching profession) that the student teachers bring to the learning situation, and when provided,

opportunities for reflection lead to the development of teaching expertise (Wallace and
Chakravarthy, 1989). Professional knowledge can then be seen as denving from sources outside

the teacher and from the teachers’ interpretations of their everyday lives (Sparks-Langer and
Colton, 1991). The problem for teacher education is whether teacher preparation 1s related to

classroom practice (Rosenshine, 1971), and how student teachers can acquire the expertise of
professionals.

Balancing theory and practice in teacher educatior

Teacher education courses comprise input from numerous disciplines. It is often true that each

discipline will argue for priority in allocation of time, resources and weightage. Given such
claims, one problem in teacher education is adjudicating between the various claims. In this

regard, another problem is to decide how much theory and how much practice is required, when
each 1s introduced, and striking a balance between the two in teacher preparation.

Gnffith and Tann (1992) observe that there has recently been an increase in criticism that teacher

education 1s too theoretical. They point out that support exists for the view that theory and
practice are independent, as well as the view that they are too interdependent to be separated.

Gnffith and Tan (1992) further suggest that “...Carr (1986), Carr and Kemmis (1986), Schon
(1983, 1987) and (Elliott (1987, 1989) argue that all action 1s an expression of theory (albeit,

highly personal and implicit theory)” (p.70). For Solomon (1987) building a substantial base of
craft knowledge (in actual classroom environment), and a repertoire of experiences and strategies

to be reflected upon in context 1s primary. Learning theones help later, when these personal
experniences and knowledge are matched against larger issues through interaction with peers and

tutors. Stones (1986b, 1989) differs, and proposes “investigative pedagogy” (1986b, p.177),
which involves exploration of the relationship between human learning and practical teaching,

within which view, the teacher 1s “theorist and practitioner 1in one” (1986b, p.175). A key aspect
of the teacher’s personal theory 1s a grasp of central pedagogic principles such as empirncally

based knowledge about the learning of skills or problem solving. Teacher education is
responsible for helping students acquire a grasp of key pedagogical principles of human learning

as part of a dialectical process of testing theory with practice, thereby refining both. Stones
(1989) suggests that learning theories will be responsible at this second stage. One strategy

proposed by Stones for doing the above 1s to begin with video recordings of teaching to initiate
analysis and extraction of pedagogical principles. Such extracted principles feature together with

content and task analysis, discussion and tnal teaching to move learners towards “...insightful,
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theory-informed teaching” (1989, p.13). For McNamara (1990), on the other hand, pedagogy is

central. Essentially, teachers have to pass on knowledge, and learn how best to do it as effectively
as possible, and “...it cannot be assumed that an induction into the theories, concepts and

languages of the academic view of education will necessarily lead to improvements 1n the quality
of teachers’ thoughts and their practices” (p. 149).

Bolitho (1984) observes that as long as teacher education works from ‘top-down’ and teachers are

not consulted, “theories’ “will always be ‘handed down’ to teachers in training. for them to
wrestle with and interpret...” (p. 24). As a result, the theories often appear to them as irrelevant at

the time and are therefore rejected. Bolitho (1984) suggests that a “surfeit of theory, followed by

a dose of hard classroom reality will often lead to a (perfectly justifiable?) rejection of theory”
(1984, p.24-25).

One problem is that the

“primary goal of teacher development programs is to link theory and practice...Often,
however, we may fail to achieve this higher order goal. Perhaps the overall approach to

the program 1s top-down, replete in the form of raw, unprocessed theory. Perhaps there is
an overemphasis on teaching techniques at the expense of the broader issues of

methodology. More often than not, the cause may lie in the lack of appeal to the
participants apprehension of the relationship between theory and practice derived from

their own experience” (Wright, 1990, p. 82).

Opportunities for experimenting safely

One important element needed for the development of such professional expertise is protection and
security for student teachers, 1n order that they can practice in safety. Schon (1983) observes that

the different professions tend to provide opportunities for safe experimentation. He points out,
for example, the case of architectural students who are allowed the comparative satety of working

with cheap models that do not involve much risk. It 1s suggested that teacher education also needs
to provide such opportunities for safe experimentation. A number of possibilities for safe

experimentation will be reviewed here.

The observation of language teachers at work i1s one obvious method whereby student teachers
can develop understanding. Bolitho (1979) suggests that

“These lessons, with all their inevitable imperfections in the context of a teacher’s busy

working week, are...valuable for the trainee to observe. They help him to place lessons
in a broader context, to become aware of learners’ problems and needs, and ultimately to

be realistic about the career he 1s embarking on” (p.10 ).
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Unfortunately, it would be highly impractical to have large numbers of student teachers sitting in
On a normal classroom for observation purposes, least of all for reasons of space, and often there

IS great reluctance among teachers to be observed (Bamber, 1987). One alternative would be to
transport the class of pupils and teacher into a university recording studio (where it should be

possible to view proceedings from glass-fronted galleries), but this can involve organisational
problems which may not be easy to overcome, especially in a country like Malaysia, as this

researcher’s own experiences from the project can confirm. Also, such contexts are artificial and
uncharacteristic for pupils, teachers and observers.

Given such problems, in many teacher education institutions the solution seems to be the use of

the trainees themselves to attempt to teach, or even provide model lessons, if in the opinion of the
lecturers, these student teachers are good enough to set a kind of example. There is some worth

to this kind of an exercise in that it allows the selected students to build confidence not only in
teaching as a whole, but also in using specific techniques. Usually, this kind of an approach tends

to take place 1n the college itself, and may involve peer or microteaching. The term peer teaching
has been used to distinguish a situation in which an individual “teaches” something (in earnest or

to simulate classroom teaching) to his or her peers from what is known as microteaching (which
was originally developed at Stanford University to designate a specific procedure to analyse

teacher behaviour). Microteaching, 1s a scaled down teaching encounter designed to develop new
skills and refine old ones (McKnight, 1971). Microteaching can be used for a skills analysis,

breaking teaching behaviour down into manageable component skills allowing the teacher
opportunities to practice and perfect the individual skills (Geddes and Raz,1979). The scaling

down might occur in terms of simplifying or specifying the teachers’ tasks, or shortening the
length of the lesson, or reducing the class size (Wallace, 1979). The problem that arises with this

format 1s that the lack of authenticity, and the assumption that teaching can in fact be broken down
into discrete skills, thereby giving the impression that training in specific skills equips the student

for the problems of the real classrooms. Moreover, microteaching places importance on

“how the teacher behaves, without necessarily taking into account how the pupils might
respond. [It] can encourage a teacher to see his role as that of an actor rather than an

interactor’ (Geddes and Raz, 1979, p.59).

On the other hand, 1t 1s the artificiality of the procedure that provides its worth 1n that 1t allows for
the useful focus on specifics. For teacher educators, microteaching can provide flexibility to the

options available in the preparation of student teachers for classroom practice.

Peer teaching can be similarly problematic as 1t 1s unrealistic to expect peer student teachers to
substitute real pupils. However, since the focus of attention 1s usually on the teacher, and not on

the ‘students’, peer teaching 1s one valuable instrument for skills training. Where it i1s not
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convenient to transport pupils from schools into the studio for microteaching, or student teachers

Into the classroom to observe teaching, peer teaching is a viable alternative. Most of the training
In the Malaysian context tends to be of this type, given the ditficulty of getting pupils to be
brought in to the colleges.

Rarely 1s there any modelling b

In supporting modelling (in the context of
microteaching), Moore (1979) points out many training institutions tend to leave out the modelling
stage altogether

“on the grounds that, firstly, there is no fixed way of teaching, and secondly, no tapes
exist as yet which set out the different techniques in any systematic way” (p.63).

The problem in such a situation is that it is quite possible that student teachers do not understand

in depth what really happens. Their impressions of acceptable teacher behaviour probably remain
those formed by their observations of their own teachers and others heard about or viewed in the

occasional film or video, though not in any systematic way. Where the opportunities for
observing experienced teachers is not sufficiently provided, false impressions can build up if the

models are peers. Moore (1979) suggests that

“Modelling 1s an indispensable part of microteaching and any course that omits it is only
slowing things up for the trainees. Many practical sessions will be needed for each trainee

If he 1s to rely only on feedback affer he has performed. He must have an inkling of what
successful performance looks like if he is to move rapidly towards effective performance

himself” (p. 64).

Moore’s (1979) comments on the value of modelling in microteaching can equally apply to the
contexts of teacher education in general, 1in that 1t could be argued that there indeed 1s a need to

show student teachers examples of “good’ or “acceptable’ teacher behaviour. However, one
common and valid question that 1s asked of teacher educators 1s to define and state what exactly

‘good’ teaching 1s. Many teacher educators will it difficult to answer this question. It is possible
that they as individuals would act in specific ways, or even show how they would handle a

particular situation or problem. It is rare for teacher educators, at least in the context of Malaysia,
to not venture some form of advice or prescribe correct procedures or solutions. It could be

argued that the evaluatory role implies that these teacher educators will judge student teachers on
certain principles, values and expectations, and it would be fair that they demonstrate the kind of

behaviour or outcomes they expect of the students. Demonstration lessons are therefore one
possible source of knowledge for students to learn about teaching.

Wallace (1981) argues that demonstration using the video tape can widen the student teachers’

experience by introducing them to unusual or innovative teaching techniques. While normal
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“teaching observation (whereby the trainee sits in on an experienced teacher) is often
conservative rather than otherwise: the teacher will teach something that he/she can

confidently handle rather than something experimental. Even the tutor may discuss certain
techniques rather than demonstrate them often because he or she feels that the techniques

In question are worth mentioning but does not feel sufficiently convinced of their worth or
confident enough of his or her own expertise in them to demonstrate them. In such cases,

a videotaped demonstration by an experienced and dedicated teacher using a given method
or technique would be invaluable” (Wallace, 1981, p.10).

Gebhard et al. (1990) suggest that observing video and live teaching provides two benefits.

First, 1t allows student teachers to see teaching differently, from only looking at the content of
teaching to becoming aware

“of how that lesson 1s being taught, what teachers and students are doing, and what
media are being used by the teacher” (p. 19);

Second, observation gives viewers fresh ideas about what they can do in classrooms. Bolitho
(1979) however, warns against demonstration lessons because the demonstrators inevitably ‘turn

it on’ and dazzle, so much so that in many cases they are seen to set standards that are perceived to
be tar too high for average student teachers to achieve, and thereby sometimes wreck their

confidence. Such lessons may also turn out to be authoritarian and seminal statements which
quite often reflect orthodoxy.

Gebhard et al. (1990) suggest that the problem with prescription 1s that there can be teacher

resentment at being told what to do, as well as the lack of convincing evidence that there 1s a
“best” way to teach. Furthermore, 1t delays the development of teacher responsibility for their

own decision making. Allwrnight (1988) suggests that adopting prescription on the basis of
research evidence i1s not currently possible for teacher-trainers, although

“Prescrniption on the basis of experience and ‘knowledge of the literature’ 1s of course 1s

still possible. It must be up to the individual conscience, of course, and the teacher-trainer
owes it to his students to make clear the lack of research support for such prescriptions,

but prescriptions on the basis of experience must still be a very important notion for many
teacher-trainers. Following my arguments...the teacher-trainer will not merely admit that

he does not ‘know best” (in any rigorous sense), he will positively assert that no one
‘knows best’, and that 1n the circumstances he will best be able to train his students, not

by asserting any methodological dogma, but by eschewing dogma in general and then
trying to help his students study just what goes on in the classroom” (p. 55).

11



Film or video can provide evidence for such study, and thus, opportunities for learning. More

important, video data can inform, and reveal avenues for exploration as an underpinning to the

kind of safe cxperimentation that Schon (1983) points out.  As MacLeod and Mclntyre (1977)
point out,

“One striking feature of classrooms is the sheer complexity, quantity and rapidity of
classroom interaction. As many as 1,000 interpersonal exchanges each day have been

observed, and the multiplicity of decisions which have to be made and the volume of
information relevant to each decision are such that for the teacher logical consideration and
decision-making would seem to be impossible...” (p.266).

Yet, expenenced teachers do develop ways of working competently under such circumstances,
and student teachers have to be helped to develop such expertise. Video seems an ideal avenue to

expose students to the complex realities of classroom experiences.

Wallace (1981) suggests the following possible uses of video in EFL teacher education: objective
recording of teaching; repeat viewing; self access; establishing a common ground of experience

between trainees; exemplification for a metalanguage; demonstration of teaching techniques;
exposing trainees to innovative teaching; commentary on classroom interaction; distance-teacher-

education; and self-assessment by students. Day (1990) notes that one way in which student
teachers can begin to acquire action - system knowledge (information dealing with teaching and

learning 1n general, regardless of the subject matter) i1s through guided, systematic and focused
observation of expernienced second language teachers. Such a process will aid the student teacher

in conceptualising what goes on in the second language classroom. Having a formal program of
observation can assist the student teacher awareness of: the principles and decision making that

underlie ettective teaching; effective and ineffective classroom practices; and techniques and
practices student teachers can apply to their own teaching. However, “...for observation to have a

critical impact on student teachers’ professional development, it must be guided and systematic”
(p- 54).

Data on video can also help focus on the kind of expertise that experienced teachers demonstrate 1n

situations such as described by MacLeod and Mclntyre (1977) above. Such a focus also helps to
establish common points of reference in discussions in the teacher education class. Using such

data can lead student teachers into developing habits of observation, and habits of 1dentifying and
classifying the data. For example, they will reveal what type of a drill a teacher used, what kind

of a response it brought from pupils, what problems were observed arising out of the use of that
specific drill, what the teacher did to overcome these and so on. Once observation has led to the

identification and classification of data, 1t could then lead to considerations of alternatives in

similar contexts,
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not necessarily...what could be done berrer, but simply what could have been done
differently ” (Wallace, 1981, p.15).

Video 1s a convenient way of showing student teachers what happens in classrooms, and a way of
studying what happens in classrooms in the way that Allwnght (1988) suggests. It 1s realised that

in Malaysia, opportunities for student teachers to observe what goes on in real classrooms are
limited due to: a natural personal reluctance among Malaysian teachers to be observed; dislike for

lesson distraction and disruption; administrator fears; and bureaucratic requirements. Certainly,

where facilities for observing naturally what goes on in classrooms are few, as in the case of

Malaysia, video i1s, perhaps, the only viable alternative.

Another compelling reason for the use of video materials showing classroom practice is linked to
justification for the process of change in teacher development. Practising teachers often do not

have the time, expertise and training to be able to reflect on developments and theoretical issues
concerning the profession (Brumfit, 1984). Many teachers use intuition and copy techniques and

procedures (which are often less than the highest quality) without a firm theoretical framework for
their practice (Marton, 1988) Ahrens (1991) refers to reports of teacher practices which do not

necessarily coincide with what the teachers believed they were doing, as well as teacher practices
which research findings reveal have little value. In all of the above instances, it could be

advocated that there need to be changes for improvement and professional development. Teachers
are often exhorted (directly and indirectly) to change and improve themselves and to be ‘agents of

change’. White (1988) argues that for change to be long lasting, it needs to be involve changing
one’s own theory of teaching. But, given that the teaching-learning process is one of confusion

for many teachers, how can they change? Ahrens (1991) suggests that change has to be gradual,
and eftorts “to bring about change must begin with current practice and move in manageable

stages towards the new practice” (p.4). In order to get teachers to begin with current practice,
they need to be able to observe their own and other teachers’ practices.

Maley (1984) refers to problems of ‘superchoice’ for modern teachers. These problems are

conceptual (understanding new concepts), existential (how to integrate such concepts, if
understood, into one’s own world view), moral (how to reconcile new 1deas to existing societal

situation), methodological and practical (how to make useful choices trom range). Observing
teaching can help student teachers build experience, and make informed choices. Furthermore,

Hook (1981) suggests that expertise in, as well as knowledge of classroom observation will
provide teachers with: the ability to monitor and describe both their own and their pupils’ activities

and behaviours; an understanding of instructional methods and matenals and their application; an
awareness of the relationship between classroom behaviours and pupil growth; the ability to

modify or change their behaviours on the basis of their understanding of classroom settings (p.
23). Change is often the result of awareness. Data on video provide one avenue for both pre- and

in-service teachers to begin the process of change.
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The project designers decided that at the simplest level, the attempt to acquire video recordings of
In-service teachers of English in practice was a considerable feat, and would amount to an

undertaking of significance for education in Malaysia. At a higher level, realisation of the value of
video in showing classroom techniques, strategies, processes and experiences provided strong

motivation for the project. The focus on ELT methodology fulfils a long existing need recognised
by Moore (1979) who called upon the British Council to play a more dynamic role than it did
then, and

“help to produce films of the best local teachers demonstrating a wide variety of the skills
involved 1in TEFL. Then there would be at least one source of models on film which

teacher trainers at first, then the trainees themselves could have access to” ( p. 65).

Although not attempting to provide models, the project nevertheless hoped to concretise
techniques, practices, strategies and processes (otherwise found usually only in sources of

recelved knowledge) as observed and identified in Malaysian classrooms. In so doing, it is hoped
to add to the experiential knowledge of student teachers usually gained in microteaching, peer

teaching and field experiences and fulfil a need for video-based materials in teacher education.
In this regard, Ellis’ (1990) observes that the

“assumption that underlies the use of awareness-raising practices, however, is that the
practice of actual teaching can be improved by making teachers aware of the options open

to them and the principles by which they can evaluate the alternatives. It is not known to
what extent this assumption is justified. Do teacher educators...really influence what

teachers do 1n the classroom by making them think about the principles and practice of
teaching 1n sessions remote from the classroom? It 1s all too easy to assume that a better-

informed teacher will become a better teacher. It would be comforting if there were some
clear evidence to support this assumption™ (p. 27).

Ellis (1990) distinguishes between experiential and awareness-raising activities in teacher

preparation (see Figure 9 in chapter 4). Awareness-raising activities will specity tasks based on
data. Sources of data include video and audio recordings as well as transcripts, while examples of

tasks are comparing, preparing, evaluating, improving, adapting, listing, selecting, ranking,

adding/completing and rearranging.

Doff (1987) notes that innovation in ELT generally originates in the west, and 1s generally western
oriented in the assumptions underlying the training materials produced, and the notions of what

constitutes good teaching. Such assumptions and notions may not apply in non-western contexts.

In the context of local teacher education, it was found that there were not many video-based
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materials available for the kind of data and input that teacher education in Malaysia (in particular)
needed. The production of the Reflections or

of Doff’s (1987) observation, and fulfils a need for new materials to reflect local contexts and
requirements.

0OIT 1Ice matenals recognises the validity

ror example, one of the better of such video-based packages (see Figure 1, p.31 ) is The British
Council’s (undated) Teaching and Learning in Focus, which shows short clips of different

techniques used by teachers at various British Council centres around the world. Unfortunately,
the researcher’s experience is that Malaysian student teachers found the teachers, learners and the
contexts shown not relevant to their perceived needs. In fact, many dismissed much of what they
viewed as not only being irrelevant, but also impractical or unworkable for them because they

were not native speakers teachers of English. An earlier package, which attempted to compare
different teachers was the BBC’s (1977) Teaching Observed. Each film in this package shows
three teachers working towards similar objectives such as extending language control and listening
comprehension. While better received because of the presence of a Malaysian teacher, it was

again found unworkable and contextually irrelevant. Various educational institutions such as
universities and teacher training colleges in Malaysia have also built up their own stock of video

tapes of trainees 1n microteaching and teaching practice, but most do not show practising
classroom teachers. The project, therefore, represents the belief that a locally produced video-

based teacher education package with a focus on ELT methodology from the perspective of
classroom practitioners could have great relevance, and therefore greater receptivity (Cullen,

1991), especially 1f it was professionally produced. In this context, it is interesting to note
Lonergan’s (1991) view that the usage of video in the area of teacher education is likely to expand

during the 1990s.

Wright (1990) argues that an understanding of teacher-learner roles is central to teacher
development, because the

“teacher-learner role relationship lies at the very heart of the classroom process. Learning

a language 1s a social activity above all, and 1n a classroom setting, it is subject to a unique
set of social conventions...An 1nvestigation of roles raises and addresses issues related to

both classroom behaviour and underlying value systems and attitudes held by individuals
and groups. It also touches on issues that arise from a consideration of expectations of

learning content and the ways 1n which teaching and learning take place™ (p. 84).

A particularly effective way of coming to terms with the question of attitudes and values in
learning about the roles of teachers and learners 1s through the observation of teaching whenever

possible, and reflection on such expenence (Wright, 1990). Video supplements the observation
of real teaching.
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The next section reviews relevant findings of research in the context of television and video in
education.

Review of research findings

In the context of audiovisual and media studies, Campeau (1974) reports that: Chu and Schram’s
(1967) studies indicated that instructional television was less effective at the college level than the

high school or grade school levels. Campeau (1974) suggests that decisions as to which
audiovisual devices to purchase, install, and use have not been based on evidence of instructional
effectiveness because little guidelines exist. Mondfrans and Houser (1970) suggested that

-learning strategies are personal to individual learners, and not necessarily relevant for
others;

-there are limits to the amount of information that humans can process. So there is a need
to erther limit information, or code it in such a way that it becomes easier;

-1n most learning situations, positive examples result in greatest learning, followed by a
combination of positive and negative examples, and last, by negative only; and

-training 1s better when a greater number of different exemplars is used than when there

are fewer exemplars.

[earning strategies are a matter of personal preference, and may not be easily catered for. Pask et

al. (1977, quoted 1n Jadeja, 1986) classified learners as: ‘serialists’ (who have a narrow focus of
attention, prefer a step-by-step analysis of incoming information in isolation and in order of

reception and can be objective); ‘holists’ (who impose a more subjective framework, preferring to
build an overall picture, with new knowledge being processed without regard for sequence); and

‘versatiles” who can vary their strategies. Pask et al. (1977) tound that serialists given holist
materials and vice versa learnt little, and with difficulty. When learning style matched the type of

materials, learning was quicker, and with less effort. Some students can adopt whichever strategy
1s required or 1s more efficient in a particular context. Thus matenals and approaches need to be

appropriate to the kinds of learners involved.

A review of ‘novice-expert’ research suggests that the widespread encouragement given to student
and novice teachers to observe other teachers at work rests on the assumption that an efficient way

to learn 1s to “watch another teacher at work and go and do likewise™ (Stones, 1987, p.682).
Experience seems to lead to differences not only 1n what 1s perceived, but also in the quantity and

quality of what 1s perceived. For example, after a five second viewing, a master chess player is
able to remember with eighty to ninety percent accuracy the positions of pieces on a chess board,

while novices can remember very little; master chess players also experienced only moderate loss
in playing strength when time allowed for moves was reduced from 180 to 10 seconds (Chase and

Simon, 1973).
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Where teaching is concerned, Berliner and Carter (1989) reported that expert teachers were able to
demonstrate greater ‘if-then’ thinking, sensitivity to subtle characteristics of tasks and

identification of the important features of a task than novices and postulants (people interested 1in,
but without training or experience in teaching). Borko and Livingston (1989) found that expert

secondary and mathematics and science teachers demonstrate an ability to plan lessons more
quickly and efficiently than novices. A comparison of student teachers’, first year teachers’ and

experienced teachers’ responses to their perceptions of a video tape of a first grade language arts
lesson showed significant differences. Their written responses to questions regarding classroom

management, teacher-pupil interactions and use of student knowledge revealed that experienced
teachers showed a greater understanding of the connected nature of classroom events, while few

differences were found between the student and first year teachers. Experienced teachers were
able to: elaborate more on their assessment of lessons, display greater understanding of alternative

practices and logical and temporal sequences within lessons, and reveal deeper understanding of
the complexity of teaching (Needels,1991). Needels (1991) questions whether teachers’

experience levels influence what is ‘seen’, thereby mediating the value of observing other teachers
at work, and requiring careful planning in the preparation of student teachers’ background

knowledge before observation.

Most studies investigating the durability, generalisation and transfer of skills learned in the
microteaching laboratory found no superiority of microteaching over conventional methods where

inexperienced student teachers are concerned (Allen, McDonald and Orme, 1966; Copeland and
Doyle, 1973, Peterson, 1973). Copeland (1977, 1978) reported limited degrees of success with

skill durability and transfer. Borg et al. (1969) found microteaching (with video feedback)
superior on two out of eleven skills after one year. Borg (1972) claimed long term gains for

microteaching and transter over three years. It has been suggested that cueing and focusing are
important as compensatory measures when training student teachers to learn skills from modelling

materials (Young, 1969). The use of expert models has failed with student teachers (Borg et
al., 1969, Peterson, 1973) suggesting that the standard of teaching expertise demonstrated may

have been seen to be either unrealistic or unattainable. Charactenstics such as triendliness, self-
assuredness and confidence portrayed in models have been valued by adult viewers (Brown,

Brown and Danielson, 1975). Bandura and Menlove (1968) found that a variety of models 1s
likely to result in greater acceptance and identification with models.

Cornford (1991) compared the ettect of a high vanety modelling film (a moderate number of
exemplars on different topics) and a low vanety modelling film (exemplars drawn from one topic)

on promoting generalisation and transfer in pre-service Fashion teachers. It was found that film
variety (high or low) was not a significant factor. The results indicate that “adults do not

necessarily benefit at basic or generalised skill stages from the viewing of film mediated models
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displaying reasonably complex skills” (Cornford, 1991, p.51). It 1s suggested that low variety

films may suffice for training contexts due to ease and lower costs of production.
Summary

lo summarse, this section has proposed the value of video data pertaining to English language
teaching methodology as a valuable avenue for safe experimentation for the novice teacher in the

process of developing professional expertise. Within a reflective orientation in teacher education,
data on video contribute to the experiential knowledge that student teachers develop. Such

experiential knowledge interacts in turn with received knowledge to lead to a knowledge base
which represents a further step in a reflective cycle. Data on video is particularly valuable in

developing habits of observation and classification which then can allow for reflection on what
more 1S possible. Video also allows for safe-experimentation, and helps build awareness. A

review of research findings has not, however, found evidence of long-term gains from the
viewing of models or practitioners through film or video. It has to be noted that none of the

studies relate to ELT methodology.
Issues to Consider

A number of assumptions, however, underlie the proposition that video is valuable for the
preparation of English language teachers, and hence raise a number of questions. First, what

evidence 1s there for the claim that video contributes to the experiential knowledge base of the
students? There 1s a need to establish not only the kinds of knowledge it helps develop, but also

how expenential knowledge 1s developed. Further questions could relate to the the length of any
such gains. Second, what kinds of video data contribute to experiential knowledge. Do all

categories of data have similar and equal value, or are there differences 1n the contribution of each
type of data? A third question relates to whether video data can be presented 1n any form, or

whether there are critena that relate to the receptive value of the data”? In other words, do factors
such as the length, quality, content, focus and so on have any influence on student learming? If

they are important, there is a need to establish how and why. In this context, there needs to be
further exploration of the relationship between explication and gain in understanding the concepts

and processes found in the tapes. A fourth question relates to how the matenals need to be used
in order to register gains? It could also be asked whether there i1s link between the design and

usage of materials, and what effects these have? O’Brien’s (1986) comments about the need for
more research on video i1n language teaching can apply equally in this context. He observes that

we “need to develop criteria for the selection of materials, and for when and how to use video
with particular groups of learners. We need guidelines not only on techniques for exploiting

video. but also on how to integrate the new activities and matenals 1nto our existing methodology
and syllabus” (p.169). Strange and Strange (1991) simularly, point out the need for further

research.
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The following section discusses factors deemed to be important in the production of video
materials for English language teacher education. In so doing, the discussion addresses some of

the questions and issues raised above. The discussion is presented 1n the form of decisions that
have been made in the development of the Reflections on Classroom Practice package, and include

references to other research findings where relevant. A review of literature however, reveals little
evidence from research concerning factors to be considered in the design of video materials for

English teacher education. The discussion represents initial explorations in the area, and
establishes grounds for further research.

Factors involved in the design of the materials

The following section considers factors involved specifically in the designing of the materials in

general, and video-led materials specifically. The effectiveness of any materials, and specifically
video materials, depend on a number of factors. These factors relate to the design of both the

video and print materials and strategies of usage.

Factors of video design

A number of questions present themselves for consideration in the design of video materials using
classroom teaching practice. For example:

Do different viewers concerned with teacher education have different expectations with
regard to viewing video?
Is 1t necessary and possible to tailor video matenals for special groups, and if so, how?

How do the characteristics of users contribute to receptivity and learning?
Factors involved in the design of the video materials include questions about the:

- user;
- authenticity;,

- focus;

- length:;

- quality;

- selection;

- theme;

- linking;

- editing effects; and
- convenience.
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Users

Fundamental to the production of any materials 1s the question of who the intended users of the
matenials will be. In producing the Reflections on Classroom Practice materials, the choice was
between pre-service and in-service teachers, and it was assumed that the interests, knowledge and

requirements for both the groups would be different. For example, one interesting finding from
informal surveys by the researcher with regard to the materials was that the more experienced the

teachers are, the less interested they seem to be in the teachers shown (Chakravarthy and Wallace,
1989). Rather, the experienced teacher seems to be interested in what happens amongst the

learners and the process of learning. It is possible that the more experienced the teachers become,
and the more expertise they acquire, there is a lessening of insecurity and the need for new

techniques or strategies, and an increased ability to deal with abstractions. Instead, such teachers
seem to want opportunities so as to become aware of pupil behaviour in learning, and to reflect
on how they might personally react in similar situations.

Wallace (1981) suggests that there

“ 18 research evidence which shows that when videotapes of the teacher and the class are
shown side by side, initial teacher-trainees pay more attention to the teacher, whereas

more experienced teachers pay more attention to the response of the class. The trainee is
more concerned with *“What do I do?’, the expenienced teacher with ‘What effect does it

have?’” (p. 10).

Furthermore, another finding of the researcher’s survey was that practising teachers seemed to
either teel embarrassed by the mistakes of performing teachers if they happened to be known to

them, or are surpnsingly critical of the practices of some of the teachers shown. In this context, i1t
Is perhaps not surprnising that the survey finding mirrors Cullen’s (1991) expenience with similar

locally produced video matenals for in-service teachers in Egypt. Cullen (1991) reports that

“A fairly common reaction, especially among teachers on in-service courses, was to “pick
holes’ in the performances of their colleagues on film, especially over language points like

their pronunciation, and to request native-speaker teachers on film instead. Successful
teaching was put down to such factors as the students’ supposedly more privileged

background, or to the assumption that the lesson must have been rehearsed beforehand,
rather than to the competence of the teacher” ( p. 34).

Part of the problem of teachers observing teaching appears to be a tendency to be over-critical,

especially of themselves (Bolitho, 1984). Such findings have obvious value in matters of design,
especially the focus of the video. It was decided that the matenals would be aimed at pre-service

teachers in Malaysia, because 1t involves about twenty six teacher education colleges and six
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universities. It was felt that there would be greater return for effort and a greater spread of

benefits in concentrating on pre-service. As such, there was a greater focus on teachers teaching,
rather than on pupils learning in the tapes.

At the same time, however, it was recognised that teacher educators were the real users of the

matenials. Teacher educators would need to see the materials as fitting into their needs and goals,
and that the more experienced they were, the less likely they were to be constrained by producer

expectations and suggestions for usage of the materials. Informal feedback also suggested that
there was greater receptivity among teacher educators to the idea of supplementary materials,

rather than a complete course. Hence, the course was aimed at supplementing currently available
materials.

The involvement of the British Council in 1988 expanded the scope of the materials, and with it
the possibility of the materials being used in British institutions to supplement existing tapes such
as Teaching and L.eamming in Focus. At a specific level, there was a possibility that the materials

could satisty the needs of institutions dealing with non-native EFL / ESL teacher education
(especially a consortium of British institutions, for example Moray House College of Education,

preparing Malaysian student teachers 1n a specifically designed programme) , which do not have
the tacilities for this kind of maternials. The project was directed by informal feedback suggesting

that there 1s interest in Britain for EFL/ESL teaching and learning in natural contexts. It was
decided that though the matenals would be designed for Malaysia 1n particular, as far as possible,

the interests of institutions outside Malaysia would also be included.
uthentici
Initial questions about authenticity included some of the following:

[s authenticity an important factor, and if so, how important?
How authentic can recordings of classroom experiences be”

What contributes to authenticity?
Are some elements more important than others with regard to authenticity”

Authenticity was recognised as a primary issue often affecting viewer acceptance or rejection of

video materials. While the term ‘authentic video’ in the context of language teaching seems to
refer to recordings of television programmes (MacWilliam, 1986), authenticity 1n this context of

video on ELT methodology is taken to mean how realistic the material 1s. It can be considered 1n
terms of the setting, the teacher, the pupils and the lesson.

Usually 1n matters pertaining to authenticity, the setting 1s important to contextualise what 1s

shown. Thus, if the choice 1s between actual classrooms and the studio for conducting the
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recording, it would be natural to prefer real classrooms. Classrooms have the advantage of

showing pupils behaving in their accustomed learning environment, and probably show many
things happening naturally and in an uninhibited way, such as classroom organisation and layout,

peer interaction, learner grouping, classroom discourse and so on. This 1s particularly so after the
novelty effect has worn of. On the other hand, the presence of outsiders at recordings may alter

the balance of the real classroom, creating an artificial atmosphere. There can also be problems
with regard to the sound and lighting.

For many, studio recordings are never realistic or representative enough of the authentic
classroom. In finding a balance between classroom and studio recording, the main questions tend
to be, as was the case with the project, matters of time, maximisation of effort and finance.

Reflections on Classroom Practice represents a balance between classroom and studio recordings.
Furthermore, a pragmatic approach to administrative and financial problems led to two different

kinds of recordings - different teachers teaching the same group of students in their own
classrooms and 1n studios.

With regard to teachers, decisions have to be made with regard to what aspects are shown, the

length of teaching expenence they should have, whether they are representative of the types of
teachers found in schools, the competences they possess and their function in the finished
package.

In the first place, it was agreed that the teachers would be shown as examples of experienced
practitioner behaviour, not as experts to model teaching on. In other words, the slant was to be

on classroom reality, and what practitioners do, rather than on what should be done. Second, for
practical reasons, volunteers with a minimum of three years of experience and a range of expertise

were accepted after being given certain assurances. For example, as Wallace (1981) points out

“They are entitled to know what the video-recording 1s to be used tor, and whom 1t is
going to be made available to... However 1if teachers agree to make ... tapes which are to

be preserved, it i1s good practice to assure them that they will be able to observe
themselves, and that, if they are unhappy with their performance on any particular tape, it

will be immediately wiped out. They should also be given a list of the potential audiences
for the tapes ... and should indicate how widely they are willing that i1t be should be

shown” (p.17).

Third, while the teachers were not given quite the tull range of assurances that Wallace (1981)

suggests, they were nevertheless given the assurance that goofs and mistakes on their part duning
the teaching would not be shown, and this was adhered to as an overriding consideration in the

design of the materials. [t was reasoned that there are enough examples in normal teaching of
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mishaps and mistakes, and that it would be a waste of the projects’s effort to provide more of
these, unless they helped to show how experienced practitioners overcame problems. Fourth, the
need for a representative range suggested the danger that too much expertise could make the

teachers appear exceptional, and possibly have a daunting effect on the novices. On the other
hand, less than acceptable teacher performances will put-off better students, and possibly affect

the receptive value of the tapes. It is also possible that such *poor’ performances can give a false
picture. It was, however, assumed that the teachers would be perceived to be representative of the

Malaysian classroom as long as there was a variety of abilities. It was also assumed that the
teachers would be representative if there was a satistactory mixture representing the different

ethnic groups in the country. The final package reflects these assumptions.

One 1ssue that was considered was whether to include some examples of native speaker teachers

with the Malaysian classes. While this would have allowed for variety, increase user options, and
therefore make the package more internationally acceptable, the argument against such an

inclusion was that it would lead to unnecessary comparisons of who were better, as Cullen (1991)
also reports. It was also felt that the project represented an opportunity to focus on local elements,

and as such 1t was felt that the opportunity to show as many competent local teachers as possible
had to be fully exploited. A more important reason was that, in Malaysia, many good video or

film productions of teaching by native speakers in western settings have been rejected by student
teachers because of the perception that native speakers are necessarily better teachers, and

therefore do not generalise to non-native contexts. Cullen’s (1991) work in Egypt seems to have
rejected the use of native speaker teachers for similar reasons, and to avoid the possible danger

that native speakers might be viewed as models.
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