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a director of studies/head of department, a mentor 
or supervisor, an inspector going out to schools or a 
teacher educator at a universit  or ou do all this online 
or in blended/h brid wa s  which is most li el  toda   
this journal is for ou.

Our aim is to provide a forum for ideas, information 
and news, to encourage collaboration and innovation 
between professionals, to understand how trainers in 
other elds operate and to continuall  learn from each 
other.
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 m ver  ple sed to welcome o  to the 2024 
winter edition of The Pilgrims Teacher Trainer 
Journal. I am aware, though, as ou read this, 
that so man  of ou are going through extremel  
dif cult times and situations  whether this is war, 
climate change, economic and political dif culties, 
and more. While there are unfortunatel  so man  
con icts toda  the editorial team at the Pilgrims 
eacher rainer ournal consider it important that 

we have contributions giving space to teacher 
educators representing voices from the ands p 
Project in a a and from the perspective of teacher 
educators in Israel. hese contributions, we hope, 
will promote understanding and compassion within 
an educational focus and show how education can 
be that place of caring compassion and hope where 
we can make a difference. 

We also hope that the approaches in supporting 
learning ma  be of support for teacher educators 
working in different con ict ones  though, of 
course, different solutions will be likel  in different 
contexts. 

he Pilgrims eacher rainer ournal is open 
to ever one and in such dif cult situations the 
development of professional learning communities 
is even more relevant and important. Pilgrims will 
never avoid dif cult conversations.  If this journal 
can contribute even in some small wa  to our 
understanding and support for each other, then this 
can hopefull  be positive.  he views expressed 
in all contributions to the journal are those of 
the writers  as we open up the journal to varied 
voices and views  these views are not necessaril  
representative of editorial polic  of the Pilgrims 
eacher raining ournal.  

As alwa s, in this issue we have a strong international 
representation in the journal from Austria, anada, 
Eg pt, Israel, Ital , apan, Nepal,  , A and of 
course re ecting a voice of teacher educators in 

a a via the ands p project continuing our ver  
rich, diverse content for ou. 

ur interview this month is with Varinder nl  who, 
with her rich professional and personal experience 
of e ualit , diversit  and inclusion EDI , does 
not hide from dif cult uestions on where we are 
in terms of m ths and realities  in appl ing and 
implementing approaches to EDI.

In this issue, we continue with our ‘from the archive’ 
section revisiting an article originall  published in 
Volume 30 no. 3 on Do ou believe in ‘neurom ths’  
b  arol Lethab , A and Patricia arries, 

Canada. While there has been much discussion 
and evidenced-informed research on the concept 
of learning st les and other approaches which ma  
be strongl  contested, man  m ths about learning 
are still ver  prevalent. While nobod  will argue 
that a variet  of approaches in learning is effective, 
it’s important we continue to highlight our need to 
ensure we are evidence informed in what we do.

ur cooperation with the British Council eacher 
Educator network continues reaching a global 
audience with the journal, through the British 
Council eacher Educator Newsletter. I am also 
pleased to announce that Pilgrims eacher raining 
is advertising a full programme of one week courses 
this summer in the beautiful cit  of egovia in pain. 

he advert for the courses can be found towards 
the back of the journal and also via the website 
Pilgrims Website eacher raining Courses  
Pilgrims English Language Courses. https://www.
pilgrims.co.uk/teacher-training-courses/pilgrims-in-
segovia If ou have access to Erasmus funding or 
indeed other sources of funding  please do explore 
the possibilit  of joining us. 

We, of course, will welcome and feedback, 
comments and further articles on an  of the 
contributions in the Pilgrims eacher rainer 
ournal

Correction
In the previous issue of the journal we unfortunatel  
spelt one of our contributors’ names wrongl   
please note the correct spelling of the author’s 
name Brion  Beaven. Brion ’s biograph  was also 
not up to date, and ou can nd the correct version 
in her article in the summer issue of the journal in 
the article on “Learning and growing as a teacher 
educator  in Volume 3  no. 4 in the archive.

We hope ou enjo  this edition of he Pilgrims 
eacher rainer ournal and our contribution to 

encouraging the best of good practice in teacher 
education. As mentioned above we would be 
delighted to receive an  feedback on an  of the 
articles which ou can send to me at the email 
address below. 

Phil Dexter 
Production Manager and Editor 
phil.dexter@pilgrimsttj.com
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Background
Post te chi g eed c  P  is  i tegr l p rt o  
assessing trainees in pre-service courses, and in particular, 
in the L A. utors sometimes face challenges during 
these sessions for different reasons. Different backgrounds 
and teaching experience as well as different motivation 
and conscious competences urch, 1 70  shape how 
trainees react towards the P  sessions. rainees also 
var  in their wa s of learning new knowledge olb, 1 4  
and in their tolerance in accepting changes. hus, a lot 
feel the course workload is overwhelming, if not daunting  
thus, P  sessions are considered an added pressure. 
Some trainees would rather have the grade and leave 
than spend time discussing the strengths and action points 
of the observed lesson. or them, some P  sessions 
appear harsh and subjective  usuall  these feelings arise 
not onl  because the trainees are resistant to changing 
their teaching beliefs, but also because some tutors 
choose the same technique in ever  feedback session. 
Others leave these sessions with a feasible plan to work 
on their action points. hat is wh  P  sessions can end 
up either productive and constructive, or dominating and 
tutor led. his article focuses on attempting to answer 
these questions:

 hat is the aim of these sessions and wh  are the  
important  

 ow does ever one feel before, during and after 
these sessions  And what challenges are associated 
with these feelings

 hat roles do trainers pla  in these sessions
 How can we make this process positive and 

productive

a a o on and ar
they important?
P  sessions aim to re ect back on: the decisions 
taken during the lesson  what worked well  what can be 
improved. Decisions taken while teaching the lessons are 
an important indicator of the trainees’ awareness of the 
students and the learning opportunities the  aim to offer 
to their students larke, 2020 . hese sessions re ect 
the trainees’ participation, interaction and response to 
feedback. eedback given in these sessions is important 
to take into consideration before teaching future lessons 
and later when going back to the real classroom. he  
help tutors follow up on the progress of the trainees. 

hese sessions should help trainees become re ective 
practitioners arie, 201 . rainees will become more 
self aware b  questioning their lessons b  asking: hat 
did  do in m  lesson  How did  do it  hat does m  
teaching mean for m  students  Did m  students learn 
what  expected them to learn  And how man  learning 
opportunities were there for m  students  he  are 

Post-teaching feedback can be reversed
By Abeer Ali Okaz, Egypt

 
Introduction

eing a L A tutor for quite some ears means 
interacting with a lot of different individuals, assessing 
their lessons, grading their assignments, sharing their 
stories and much more. But in this article, I will onl  
focus on feedback sessions that take place after each 
assessed lesson. hese sessions are full of listening, 
responding, arguing, questioning, cr ing, cheering, 
smiling, celebrating, winning and much more  that is 
a t pical post teaching feedback P  experience in 
an  L A course at least the ones I was part of . It 
was one L A back in 2020, the last one before the 
start of the pandemic, when the idea hit me to change 
how to set m  feedback sessions. hen the pandemic 
con rmed m  initial idea  for me the pandemic was a 
catal st for change. It pla ed a vital role in the change 
of people’s behaviors, attitudes and feelings towards 
accepting things in general Drake, 2022  Baharom, et 
al., 2020 . I started jotting down some of the trainees’ 
reactions and feelings during these sessions, and 
reali ed the importance of understanding who m  
trainees are before giving feedback. In the past, I used 
to give feedback b  encouraging trainees to discuss 
their lessons in pairs, then re ect back in the group how 
the  think the lesson went, highlighting the strengths 
and areas for improvement. his usuall  worked out 
as a successful method of giving feedback provided 
there was harmon  between the group, acceptance 
of others and readiness to participate in the session. 
But feedback sessions are not that sugar coated. 
Sometimes, trainees observing the lessons were not 
willing to share their thoughts because most of the time 
the  would either prefer giving a holistic statement such 
as what a wonderful  good lesson,  or starting with the 
action points such as ou should not do so and should 
have done . One course after the other, I started feeling 
that continuing to persuade the trainees to be more 
detailed and objective, and to use the peer observation 
sheets as their guidelines were sometimes in vain. Not 
feeling good after some of m  feedback sessions and 
sensing some demotivation and dissatisfaction from 
m  trainees, I had to sit and re ect back on the whole 
process. I asked m self what the aim and importance of 
these sessions was. I also asked m self what feelings 
and emotions revolved in the trainees’ heads as the  
were awaiting their feedback, as well as what emotions 
those observing other trainees’ lessons had. or these 
reasons, I started tr ing out different approaches to 
giving post teaching feedback and monitored how 
responsive trainees became after each session. he 
result seemed to move more towards acceptance and 
positivit  of the overall experience. 
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important because the sessions are expected to be a 
learning process for all parties: teachers, observers and 
tutors. Ever one ends up learning after these sessions 
because each one comes with their own teaching 
experience. Even if the trainee is a novice and has never 
stood in a classroom, the tutor and trainees can learn 
survival tactics from that trainee teacher. 

 am sure that there are illion wa s to give feedback to 
trainees after nishing their lesson, which is not the focus 
here. he article describes a personal experience that 
seemed to work better for m  trainees. Personall ,  used 
to set up the feedback sessions in wa s to ensure the 
trainees went home with detailed feedback on ever  bit 
that took place during the lesson. hese wa s did not 
fail completel  to help trainees progress in their future 
teaching, but there seemed to be something missing, 
which  tried and introduced. P  sessions do not onl  
involve teachers thinking about how much students have 
learned, but also about what needs to happen to help 
them learn more in coming lessons, a change that is 
highl  recommended.

Feelings and emotions
e cannot den  that, besides aiming to develop the 

trainees and help them grow professionall , these 
feedback sessions are different in nature because the  
are followed b  value judgment. utors are re uired to 
give a grade to standard/not to standard  after each 
assessed session. he nature of such sessions develop 
certain undesired feelings which sometimes stop the 
productivit  of the sessions ichardson, n.d. . 

Here are some illustrative examples showing how 
trainees feel after teaching/receiving feedback.

mages b  open clipart vector r  pixab .com

   

uessing from the illustrations, some feel like great,  
am done . ome ma  feel uncomfortable and vulnerable, 
less powerful, defensive and unmotivated. Some want 
to pick and go, others take feedback personall  and feel 
the sessions are daunting or subjective. eing re ective 
is neither eas  nor inherent. In fact, most humans 
have a tendenc  to avoid the deeper questions and to 
steer awa  from the feeling of unease that is caused 
b  confrontation. ur self image and inner emotions 
shape how humans trainees  approach problems and 
communicate together Williams, ercer and an, 
2015 . We, as tutors, sometimes do not get these feelings 
and emotions as warning signals  we tend to forget how 
we, as ex-trainees, felt back then. If we stop and think 
about our rst-class observations from our superior back 
in time, or about our rst evaluation meeting, memories 
of worr  and self image will come back. 

What are some of the challenges?
Sometimes the question can be: “What is the trainee 
looking for from a P  versus “What does a P  
session looks like

EL A trainees get exposed to a massive ow of 
information and knowledge during EL A courses that 
sometimes match the context the  come from and 
sometimes not. So, besides these varied feelings and 
teaching context, there are usuall  other challenges, 



Vol 37 No 1 www.pilgrimsttj.com

© Pilgrims Ltd. 2024 All rights reserved.6

especi ll  i  ll tr i ees re mo oli g l d or o  the 
s me tio lit . hese ch lle ges rise ec se 
trainees come from different cultural and societal 
backgrounds, and the  var  in their experiences, training 
and wa s of learning weck, 2006  even if the  come 
from the same teaching context. irst of all, trainees take 
the course for different reasons, not particularl  for their 
own professional development. Some are being forced 
to take it to keep their existing jobs. Some respect the 
certi cate and its value in the job market so the  are 
eager to include one on their resume. Some reall  want 
to develop themselves professionall  regardless of their 
intrinsic or extrinsic motivation. rainees var  in their 
readiness to accept feedback and take in changes. he 
level of trust in tutors’ expertise also differs from one 
trainee to the other. Last but not least, some trainees are 
not good listeners and are resistant to change. Humans 
in general prefer sta ing in their comfort one even when 
the  decide to take a step forward in their careers. 

What roles do trainers play in these sessions?
he relationship between trainers and trainees would take 

another article to describe because it goes through a lot 
of phases, so  will onl  focus on the role of each.  think it 
is important that trainers ensure a balance between what 
the trainees need to hear during P  sessions and what 
the  can hear.

mage b  ediamodi er  pixab .com

In feedback sessions, trainees need to have a safe space 
to look back at what the  did, wh  the  did it and if what the  
did worked. rainers can help identif  where the trainees 
are located on the conscious competence learning model 
to prepare for how trainees will take in an  feedback. 

rainees need to be read  to think about how their lesson 
impacted learners and if the  did the right things in class 
and which existing strategies the  need to develop into 
new ones riple loop learning  Arg ris and Sch n, 1 1 . 

rainers can also help trainees feel the  are heard and 
that the  have choices/alternative plans in their action 
points. rainees come with their own experience, identit , 
ears of training, own perceptions and in uences from 

others. hus, the  are looking for assurance, trust and 
empath . rainers might want to be more understanding 
when evaluating the trainees’ choices in class and allow 
room for justi cation acken ie, 2012 . he  also do 
not need to feel that tutors are imposing their opinion/
passing judgment. he worst sessions would leave the 
trainees with feelings such as disappointment or anger 
because feedback was in the form of orders and criticism. 

rainees look for con rmation that their preparation time 
is of value even if there are still areas to work on. It is 
alwa s harsh to leave trainees feeling the  are incapable 
of improving. hus, it is important the  feel safe and that 
their vulnerabilit  is respected. All these interrelated roles 
help in the success of these sessions arside, 2020 . 
Establishing a strong trusting relationship with trainees 

can promote effective learning illiams, ercer and 
an, 201 . Encouraging trainees to take part in the 

decision-making process builds their self-con dence. 
Adapt the let’s decide/tr  together approach as one 
wa  to shift the role of trainers from onl  deciding what 
should/should not be done to working hand-in-hand with 
the trainees.

Photo b  geralt  pixab .com

i e re e ti e ethods in i in  post 
teaching feedback
1 Padlets

or me, padlets are magic. he  are free and user-
friendl . Also, I created a padlet with the P number and 
shared the link with m  trainees. he  would take it from 
there because it was a safe place for them to share their 
re ections on each other’s work. Sometimes, the  would 
not sign in using their email so the feedback would be 
anon mous. ne rule we set together before starting that 
re ective habit is to respect each other and focus on the 
students and the learning outcomes rather than critici ing 
each other.
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2 Jamboards
A vis ll  ttr ctive tool to give eed c  to e ch other. 
t is  sh me oogle h s decided to close it dow  i  
cto er 2024. e dv t ge is th t tr i ees c  re ect 

i   w  the  w t i  the  do ot w t to t pe their 
re ectio . m o rds re digit l o rds th t promote 
coll or tio  o   sh red sp ce  the  re ree d 
e s  to se whe  givi g peer eed c . r i ees c  
add annotations, emojis, visuals, part of a song/movie, 
arrows, stic  notes and more. hatever trainees write 
on jam oards ecomes accessi le to others  it is simple 
and user friendl . am oards offer a variet  of options 
li e a laser pointer, different pen st les and customi ed 
shapes. Also, using jam oards ena les trainees to go 
back to edit or add more feedback so towards the end 
of the course, each trainee can see how the  have 
developed over the course. or more jamboards, click 
here.

 ra s
he closest to m  heart   rst got introduced to the idea of 

visual mind mapping in one of the Eaquals conferences 
when one of the speakers showed the work of ade lue, 
a teacher and researcher whose research interests focus 
on learner generated visuals in EL . I then felt this could 
be adapted for the purpose of feedback. I introduce it 
towards the end when trainees have started to get to 
know each other better. I would bring colours and A3 
papers, and ask trainees to start drawing their re ection 
on their team s lessons. here is no pressure whatsoever 
if someone does not know how to draw because the 
whole idea is to draw a representation of the progress 
the other trainees have made over the past six or seven 

Ps. It can be an ice cream cone with several scoops 
showing the progress made or a before and after image. 
Another alternative to drawing would still be using colours 
to give hand feedback see here . his has proven to be 
the most effective because trainees brought out the best 
the  have when re ecting back on their team members. 

suall , the  would focus on how the trainee developed 
his/her relationship with the students, how the lessons 
have changed to be more student focused and how the  
are more natural teaching, and much more. he fun of 
using colours and drawing while observing brought a 
lot of laughter and acceptance video  to the feedback 
sessions. Click here to see samples.

4 Google Docs
he is a similar tool like to the padlet except that the latter is 

more visuall  eas  to follow because some trainees prefer to 
see things in small boxes rather than in a run on commentar . 
If the trainee does not sign in with his/her oogle account, 
then the feedback would also be anon mous.
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5 Flipgrid
I used this during the pandemic and/or blackouts because 
sometimes when there is no internet or someone is feeling 
unwell, it is challenging to bring all trainees together at 
the same time. lipgrid helped trainees to record their 
feedback and send it to all the team then trainees would 
have a chance to record back at their convenience. 

 did  p ri  r  
I did surve s on whether trainees were comfortable 
giving/receiving feedback in that manner and most of 
these showed much better attitudes towards feedback. 

he  described that var ing feedback techni ues was 
useful and meaningful to them because the sessions:
1. included enough evidence the  can refer back to 

when planning new lessons
2. were varied and constructive as the  promoted 

scaffolding runer, 1 50  and thus resulting in a 
positive learning e perience

3. included a humanistic dialogue seeing them as 
individuals and making feedback more personali ed 
and directed allis and edn rov , n.d.

4. established trusting relationships showing approval 
and understanding to build rapport, and using 
hedging strategies akonga, 2021  to make 
feedback softer when needed

5. focused on progress and actionable feedback  
6. referred to emergent decisions versus agreed on 

plan  and thus prioriti ing feedback
7. involved more peer feedback.
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 de li g with the mess  d to d  ctivities o  the 
cl ssroom  te chers rel  o   series o  scripts  or h its 
o  the mi d e irow  1993 . hese h its c  come rom 
information learnt whilst training, ongoing professional 
development, or more importantl , through da -to-da  
interactions in class and the educational institute. or 

e irow, scripts  provide a framework for teachers, 
guiding their actions. if culties might arise if a teacher 
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2017 . hen criticall  examined, these critical incidents  
can potentiall  lead to new insights and understandings.

wo primar  forms of re ection aid this learning

  his involves adjusting 
teaching in class based on real-time feedback from 
students.

  After the lesson, the teacher 
thinks back over the class, evaluating their actions 
and identif ing potential areas of improvement.

As a result of re ection, both in and after the class, 
teacher knowledge potentiall  emerges. etween the 
teacher acting on the world using their scripts  and 
the experience the  have, there is the potential for new 
knowledge and understanding. In unexpected situations, 
teachers might draw upon their existing knowledge, 
making connections to create new understanding to 
address the situation. or example, a teacher notices 
students struggling in a group discussion. he teacher, 
re ecting-in-action, might decide to pause the lesson 
and conduct an impromptu workshop on effective 
discussion techniques. Or if the teacher was less sure 
of the speci c skills needed, the  might think back after 
the lesson, re ecting-on-action, and seek support from 
colleagues. his incident could lead to the development 
of new teaching materials focused on discussion skills, 
which could then be shared and used b  colleagues, 
thereb  supporting broader organisational learning. his 
adaptation, driven b  the teacher’s re ection on the 
classroom situation and students’ needs, results in the 
development of new teaching strategies and materials. 

nowledge and learning here emerge within the context 
of our classrooms  it is situated and context-dependent 
Lave and enger, 1991  and can result in individual 

as well as organisational learning. No matter how 
effective institutional support or training is, this continual 
emergence of new knowledge from classrooms cannot 
alwa s be predicted or delivered beforehand.

Professional learning communities: A brief exploration of 
informal and formal learning in teaching
By Gary Robert, Japan 

 
Introduction

his article explores the development of teacher 
expertise through Professional Learning Communities 
PLCs  and examines how group re ection can support 

informal individual and group learning. Although 
individual re ection is powerful, the author argues 
that it is through the transformative power of collective 
re ection that potentiall  real change can occur, both 
individuall  and organisationall . Interactions within 
PLCs facilitate explicit teaching knowledge generation, 
foster a shared repositor  of practical theories, 
and encourage pedagogical innovation. he role of 
institutional support is crucial for their success. he 
article suggests that within the complex environment 
of an  educational establishment, PLCs, supported b  
leadership, signi cantl  contribute to both individual 
and organisational learning. 

Background
Professional Learning Communities PLCs  have the 
potential to foster collaborative learning and continuous 
improvement in educational settings. In the context of 
the universit  where I work, teachers meet each rida  
to re ect on and discuss elements of their teaching and 
participate in speci c training and development sessions. 
At the start of ever  meeting, teachers in small groups of 
two or three spend ten minutes re ecting and discussing 
their teaching. he groups are mixed up ever  week. he 
questions are quite general: asking teachers to discuss 
how the  felt about the week, things that went well, things 
that didn’t go so well, and an  areas the  could improve 
or want to share. 

In this article, I would like to explore the theor  behind 
PLCs and then discuss teachers’ perceptions of group 
re ection. nderstanding these experiences can help us 
improve the ef cac  of PLCs in our institution and help 
others develop them in their speci c setting. or this stud , 
a short surve  was sent out to the ten regular participants 
of the meeting. he surve  aimed to gain insights into 
their general perceptions of group re ections, the impact 
the  had, and how we might improve the process. 

Complexity of Teaching
eaching is a highl  complex endeavour, with no stable 

knowledge chon, 2017 . owever, a core curriculum 
or pedagogic knowledge ma  be agreed upon b  
institutions and cascade down through set course 
materials, professional development sessions and formal 
observations that ensure adherence and ongoing support. 

hough these programmes can help to provide structured 
foundational knowledge, as well as more research-based 
practices, the range of knowledge needed to create a 
learning experience within a classroom is in nite and 
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Professional learning communities
e o er of collecti e re ection

e ectio  while power l s  i divid l pr ctice  the 
real transformative power and potential for innovation 
and change is within a communit   a Professional 
Learning ommunit  PL  iliam, 2007 . PL s create 
an environment where teachers re ect collectivel  to 
support and share practice. 

Addressing the implicit
Interactions within the group help to make implicit 
teacher knowledge more explicit. eachers often act in 
a certain wa  without understanding wh  implicit . his 
implicit knowledge is built up from their own classroom 
experiences or the surrounding institutional culture. 

he chance to articulate and criticall  examine certain 
behaviours enables implicit knowledge to become 
more explicit and reconceptualised as theor . hese 
discussions foster general principles, concepts, or 
theories about teaching and learning which can add 
to a teacher’s scripts . his now explicit knowledge 
and experience can be shared and reapplied, enabling 
organisational learning.

Overcoming fears
Innovation and change, while vital, are often accompanied 
b  apprehension and fear. It’s eas  for teachers to sta  
within their comfort one, ignoring problematic areas of 
their teaching for fear of the unknown, or the possible 
loss of control. he collective space, however, potentiall  
gives support  a safe space to share and explore 
experiences and knowledge. eachers are more likel  to 
tr  something new if the  can see or hear other teachers’ 
experiences that are directl  related to their own. 

Role of leadership
As highlighted above, re ection within PL s has 
the potential to capture individual learning within the 
classroom and enable broader learning across the 
universit  as this knowledge is shared throughout the 
team. his learning is situated and context dependent, 
something that conventional institutional training often 
cannot predict or provide. he success and effectiveness 
of PL s rel  signi cantl  on institutional support. 

chool leaders pla  a pivotal role in championing these 
communities, b  providing the time, space and structure 
or guidance for teachers to work and learn collectivel . 

hile, in theor , creating the right conditions for PL s 
has the potential to impact signi cantl  on individual 
and institutional learning, as with an  human process 
this is often not so straightforward, and there is a need 
b  management to ensure the time and cost of such 
endeavours can be justi ed to meet the institutional 
needs. he subse uent section sheds some light on 
teachers’ perspectives regarding the effectiveness of 
PL s in our universit  setting. It offers some practical 
insights into how these meetings can be further 
developed to improve individual and institutional 
learning, particularl  in creating a better link between 
the informal and formal aspects of learning within the 
universit .

Results
he majorit  of teachers nd the re ection sessions 

useful. he  appreciate the opportunit  to engage in open 
and honest dialogue about successes and challenges. 

hese discussions enable a better insight into teaching 
and lesson planning. peci call  bene cial is hearing 
others’ experiences and ideas, allowing teachers to 
recognise that the issues the  face are not unique. his, 
in turn, helps foster a sense of camaraderie and mutual 
understanding, making discussions more comfortable and 
creating an openness to support and ideas from others. 

earing these ideas gives teachers more con dence to 
make changes to their lessons. ruciall , teachers felt 
that there was never an obligation to reveal an thing 
the  did not want to. One teacher mentioned that being 
conscious of the weekl  meeting prompts them to engage 
in more thorough re ection and preparation ahead of 
each meeting, helping them to contribute more during 
the re ection discussion. owever, at the same time, 
there was clear evidence that some more experienced 
teachers felt the re ection was minimall  bene cial.

As well as gaining speci c knowledge related to the 
teaching, most teachers felt it was a good chance to 
connect with people the  wouldn’t generall  interact with 
much throughout the week. or some, particularl  newer 
teachers, this was the onl  chance to talk to others in the 
week. eachers felt the conversations were informal and 
laid back, allowing a more collegial atmosphere and a 
feeling that issues could be discussed without criticism. 

he group re ections generall  last about ten minutes. 
ost felt this was ne, while some noted it could easil  

go on longer. One teacher suggested that the discussion 
sessions should occur ever  two weeks instead of 
weekl , citing a lack of suf cient topics for a weekl  
conversation. One even speculated that some teachers 
deliberatel  arrived a little late to avoid participating, 
noting that re ections were not taken seriousl  and seen 
as a warmer  for the main meeting. 

egarding the general structure of the re ections, one 
teacher felt that there was no real organisation, and it was 
more like a random chat than a structured discussion. 

owever, others noted that teachers commonl  spent 
time catching up with each other, engaging in small talk, 
before sharing their re ections. As a result, it was felt that 
some time should be allowed for a quick catch-up and 
then speci c time allocated for re ection, to avoid the two 
parts blurring into each other. 

he majorit  felt that the re ection questions were 
quite vague which in turn could lead to vague answers. 

herefore, most felt that a few more targeted questions 
related to the week’s lessons might help those struggling 
to answer the more general re ection questions. owever, 
teachers felt it was still important to have general and 
open questions to allow the freedom to discuss what the  
want. 

At the end of the group re ection, teachers are asked if 
the  want to share an thing with the whole group. One 
teacher felt that, though there was probabl  something 
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se l to sh re rom e ch gro p  te chers r rel  did  
s there w s  derl i g press re to get o  with 

the ct l  meeti g  i.e.  the more orm l tr i i g. e 
comme t oted th t some te chers ecome visi l  

o ed whe  some od  vol teers i orm tio  
p rtic l rl  i  it is see  s irrelev t to the whole gro p. 
A s ggested sol tio  is to c pt re the ide s cross the 
gro ps  h vi g  gro p scri e ote thi g perti e t 
o   sh red oogle oc. owever  it w s elt th t this 
m  stop te chers rom disc ssi g wh t the  w ted or 
fear of having it documented.

e ecting on the results above  it is evident that the 
re ection sessions are generall  well received  providing 
valuable opportunities for open dialogue and peer 
learning. owever  the  ma  not bene t all  which can 
lead to a lac  of engagement. his highlights the need for 
more structured and focused re ection practices. n the 
following section   will discuss these ndings  anal sing 
how the  align with the initial objectives of enhancing 
collaborative learning and teacher development within 
our institution. inall   will consider the broader 
implications of these insights for re ning the approach to 
PL s  ensuring the  cater effectivel  to the varied needs 
of our teaching staff.

Discussion 
Developing relations 
It is clear that both the informal chats which teachers often 
engage in prior to the re ection and the re ection itself 
help to develop relations between the teachers. eaching 
can be uite isolating, especiall  in a large universit , 
where some teachers might not meet an one throughout 
the week. his is especiall  pronounced post VI , 
where there is a tendenc  for teachers to plan at home 
or on their own rather than in the teachers’ room, which 
most would have done pre VI . hese uick chats 
can pla  a vital role in building relations and integrating 
newer teachers into the team. his in turn can help to 
develop a more positive environment at work and reduce 
isolation, and the potential for burnout. eachers who feel 
connected and valued are more likel  to be engaged and 
committed to their work wen, 201 .

Informal learning
hough we can sa  a communit  is important from the 

sense of wellbeing, it also has an impact on learning. 
hrough developing relations there is more open and 

honest dialogue, knowing ideas or views will not be 
criticised, judged or evaluated. his culture of openness 
is transmitted to newer teachers who feel able to open 
up and be supported with classroom issues, uickl  
integrating them into the universit ’s communit  of 
practice Lave and enger, 1 1 . Less experienced 
teachers seem to bene t more from the weekl  re ection, 
as potentiall  the  lack the full range of scripts  to enable 
them to deal with da to da  teaching in this new context. 

his means the  can face some challenges, some critical 
incidents , which can be shared and discussed with 
others. In contrast, for more experienced teachers, the 
re ection seems less bene cial. he  potentiall  have a 
fuller range of scripts  which can help them deal with 

most aspects of teaching, meaning there are potentiall  
fewer critical incidents. he general and vague  nature 
of the re ection uestions, as well as the limited time, 
ma  mean it is eas  for teachers to skate over and miss 
a more critical examination of their teaching. Here, more 
focused uestions could help shine a light on a variet  
of classroom aspects that are eas  to avoid with these 
more cursor  re ections. At the start and throughout 
each term, management observes all classes, both 
informall  and formall . his data is usuall  used as 
the basis of more formal training amongst the team, 
though some aspects of this data could be used to help 
the teachers focus more criticall  on certain aspects of 
teaching and learning. Short case studies or scenarios 
from the observation data could be presented, enabling 
teachers the chance to re ect on speci c aspects that 
might challenge and develop their understanding. his 
is particularl  important for experienced teachers, who 
ma  not have noticeable issues but could bene t from 
alternative perspectives or a more nuanced anal sis of 
the classroom. Another area is to potentiall  ask teachers 
to prepare ahead of time, as one teacher does, which 
could help to improve the ualit  of the discussions and 
foster broader re ection across the week.

Coaching / Mentoring Skills 
hough experienced teachers feel the  gain little 

from the re ection discussions, potentiall  having to 
articulate knowledge can help to trigger a more explicit 
understanding of implicit knowledge. At the time, this 
might not register as new learning, and possibl  help to 
reinforce the idea that nothing new is being learnt  the  
are explicitl  realising what the  implicitl  alread  knew. 
However, this new explicit understanding could make 
it easier for them to re ne and improve their teaching 
strategies, enabling them to recognise what works best 
in a particular context, and thus make more informed 
decisions about their lessons and lesson planning. his 
could also help to develop their abilit  to mentor and train 
less experienced teachers, as the  learn to explain their 
expertise in a structured and understandable manner. 

he potential development of these management or 
training skills could be communicated more clearl  as 
a bene t, helping to gain bu in from more experienced 
teachers who are possibl  starting to feel more jaded 
b  the re ection process. here could also be a more 
explicit link between these speci c skills and the various 
management and training roles within the team, fostering 
opportunities for experienced teachers to take on more 
of these roles themselves, thus helping to develop the 
expertise more broadl  within the team and across the 
universit . 

Sharing across the team
In the past, we have opened up group discussions to the 
whole team, eliciting and fostering dialogue among all 
the teachers around issues emerging from the various 
groups. As this is unplanned, we have no idea how long 
this might go on. here have been some discussions, that 
while engaging and potentiall  bene cial across the team, 
have taken up time that impacts the rest of the planned 
training. his appears to be evident to more experienced 
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te chers  who re w r  o  wh t the  might see s less 
important issues eating into the agenda and pushing out 
or s uee ing other areas. o  as a result  there can e 
pressure to not share and move uic l  on. owever  as 
mentioned  there are times when e  aspects do come 
up that ma  have an impact on the whole team  so there 
should e a process to potentiall  capture and deal 
with these issues. e have e perimented with tr ing to 
capture aspects on a shared document, but, as noted, 
this does potentiall  slow down the re ection process and 
add a more ormal la er that could reduce the willingness 
to share and discuss issues reel . Potentiall , here 
we need to set aside three to four minutes to allow for 
teachers to share and discuss ideas more broadl . f vital 
issues emerge, then time should be allocated to discuss 
them, either immediatel  in the meeting or par ed for 
another occasion when the  can be more full  discussed. 
f nothing comes up, then the meeting ma  nish earl , or 

this time can be absorbed b  other parts of the agenda. 
Again, this needs to be signalled to the team, and space 
given, so ideas can be comfortabl  shared. 

Timing
Based on some of the issues highlighted above, the 
discussion and re ection time could be slightl  e tended 
to fteen minutes and structured better. or e ample

1. eneral catch up one to two minutes  Allows 
teachers to build personal connections and rapport, 
fostering a supportive and collaborative atmosphere.

2. eneral re ection three to four minutes  Provides 
a platform for open discussion, where teachers 
can freel  share and e plore various classroom 
experiences, encouraging broader participation.

3. ocused re ection three to four minutes  
Management-led questions, based on classroom 
observations to guide teachers to address speci c, 
relevant issues, leading to more targeted and 
productive discussions.

4. hole-team sharing three to four minutes  Plenar , 
electing ideas and issues, facilitating collective 
brainstorming and problem-solving, leveraging the 
diverse experiences and perspectives within the 
team.

rom the above, we can see that group re ection within 
PL s is bene cial, helping to foster open and honest 
dialogue, support and sharing of ideas and the integration 
of newer teachers within the team. However, there needs 
to be a tighter integration of the re ection process with 
other aspects of training and development across the 
universit . or example, using small case studies or 
scenarios to tie the formal observation data with the 
re ection, supplementing and enhancing the teachers  
abilit  to notice and re ect on more nuanced or advanced 
aspects of teaching and learning. urthermore, to support 
experienced teachers, there needs to be a better link 
between the re ection task and more advanced aspects, 
such as teacher training, line management and materials 
design. hese skills can then be further developed b  
mentoring and supporting teachers into advanced roles 
within the team. inall , there needs to be more structure 
with distinct stages to guide teachers through a more 

meaningful re ective process, that helps to full  capitalise 
on the various bene cial aspects of the process. hese 
stages and their purpose need to be communicated to 
the teachers to support bu -in and engagement. 

Conclusion
eaching is a highl  complex activit  where providing 

the right learning can be challenging for institutions 
that rel  solel  on more traditional forms of support 
and development. ndividual re ections and collective 
insights from Professional Learning Communities can 
enhance knowledge creation and sharing, leading to 
both improved individual and organisational learning. 
Institutional leadership’s support remains paramount in 
ensuring there is space for not onl  more formal support 
and professional development but also re ection within 
Professional Learning Communities. hough support is 
needed from management, there needs to be a more 
nuanced approach to managing re ection, to ensure 
all members of the team bene t and there is a tighter 
integration between the more formal training processes 
and these more informal emergent aspects.
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Introduction

he p rpose o  this rticle is to descri e d highlight 
guidelines we have formulated as English Language 
eacher EL  educators wor ing in an area of 

intractable con ict and war. uch con icts persist over 
time, resist resolution, and often include violence. 

suall , the two sides  e perience irreconcilable moral 
and ethno-religious disagreements and each sees the 
other as an e istential threat urgess and urgess, 
2003 . he sraeli-Palestinian case is fre uentl  referred 
to as an intractable con ict given that both peoples 
consider themselves to be indigenous to the same, 
small geographical region and remain in protracted 
discord. his article presents four tenets grounded 
in the V A Volatilit , ncertaint , omple it  and 
Ambiguit  model aiming to support English language 
teacher education during times of escalation and war.

Teacher Education during “unteachable” times: 
Teacher preparation and induction in areas of 
intractable con ict and ar
By Julia Schlam Salman and Brigitta R. Schvarcz, Israel

Background
We live in Israel and prepare a diverse group of future 
English teachers including Israelis, Palestinians, ews, 

hristians and uslims. ur students re ect a range 
of ages and different linguistic, ethnic, religious and 
socioeconomic backgrounds, representing identities that 
extend be ond the broad ethnoreligious identi cations 
mentioned above. We are committed to exploring how 
language, and in particular, the English language, can 
promote a societ  that ensures prosperit , safet  and 
wellbeing for all. his includes considering the role 
language teachers and language teacher educators can 
pla  in advancing such an endeavor. 

We advocate looking at our region through what the 
journalist homas riedman calls a kaleidoscope  
where accurate representation requires acknowledging 
and upholding nuances and complexities. riedman 
argues that if ou look at people s stories through 
a kaleidoscope, observing the complexit  of their 
interactions, ou can see hope. If ou want to report 
accuratel  about Israelis and Palestinians, alwa s bring 
a kaleidoscope  riedman, 2023 . We resist the urge to 
compartmentali e the con ict into neat binaries of just 
or unjust while unequivocall  condemning the atrocities 
committed b  Hamas and other militant groups that 
transpired in Israel on October 7th, 2023. he con ict 
is not a ero-sum game and reinforcing such discourse 
denies the intertwined realit  of the region undermining 
both the Israeli and Palestinian peoples  possibilit  for a 
safe and stable future. 

In this short article, we will not directl  address the 
enduring Israeli-Palestinian con ict. ather, using the 
V A Volatility, Uncertainty, Complexity and Ambiguity  
model for further information see Bennett and Lemoine, 

2014, tein, 2021 , we will focus on lessons we have 
learned about teaching and learning during unteachable  
times characteri ed b  extreme con ict and violence. 
Building on this framework, we describe four tenets 
for advancing language teacher education under 
such duress. In particular, we address the following: 
i  maintaining expectations for future teachers in the 
face of volatilit  ii  complementing expectations with 
empath  and social and emotional wellbeing in times of 
uncertaint  iii  reacting to complexit  with critical thinking 
and clarit  iv  countering ambiguit  with vulnerabilit  and 
empath . 

1.  Maintaining expectations for future teachers 
in the face of volatility

Extreme circumstances, such as war, require creative 
and unconventional solutions within teacher education 
frameworks. Educational programs and professional 
development ideall  continue, albeit under dif cult 
circumstances. A natural tendenc , perhaps, is to lean 
into compromise around standards and expectations. 
However, doing and achieving is an antidote to 
helplessness. When we model professionalism and 
empatheticall  maintain high expectations, our learners 
ma  rise to the occasion. Especiall  in uncertain and 
volatile times, such as the current Israel-Hamas War, 
teacher educators need to infuse future teachers with 
a sense of agenc  and advocac . A component of this 
is sustaining professional progress towards the goal of 
becoming a teacher and sending a clear, unwavering 
message that despite unspeakable traged , students can 
continue on their paths to ful lling their goal of becoming 
teachers. Pursuing a degree, in the face of volatilit , helps 
learners to act independentl , make decisions, and exert 
control over their learning process  such qualities are 
imperative for future teacher sustainabilit , retention and 
success. Prior research on teacher retention suggests 
that teachers who have an abilit  to act independentl  
make decisions and exert control, ultimatel , remain in 
the eld armel and Badash, 201 , Levi et.al., 2023 .

he notion of maintaining expectations can be extended 
to the student-teachers and their practicum. Over 
200,000 Israelis have been evacuated from their homes 
on the frontlines of the war either from the southern 
and northern borders of Israel taff, 2003 , resulting in 
internall  displaced children with whom student-teachers 
ma  engage. hese children have been placed in schools 
in districts that are sometimes on a higher socioeconomic 
index than their home communities. Despite a possible 
inclination to expect or demand little from these children, 
some of whom have experienced unspeakable tragedies, 
educators should avoid what is sometimes referred to as 
the soft bigotr  of low expectations , as coined b  ichael 

erson eorge W. Bush s peech to the NAA P, 1 . 
his involves expecting individuals from disadvantaged 
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basic needs and conditions “to feel safe, welcome and 
read  to learn  Pent n Herrera, 2020, p. 11 .

Israel is a small countr , and the prevalence of volatilit , 
uncertaint , complexit , and ambiguit  is such that 
teachers and teacher educators will likel  work with 
learners directl  impacted b  the war. In fact, both authors 
currentl  teach students who have famil  members being 
held hostage in a a. In addition, teachers ma  face a 
variet  of challenges that require heightened social and 
emotional competencies including learners who have 
recentl  been orphaned, children who were hostages and 
returned, and internall  displaced children. he realit  
is such that embracing social and emotional wellbeing 
cannot be “a shifting educational fad. It [must be part of] 
the substance of education itself  he Aspen Institute, 
n.d. . 

and clarity
he third tenet we address relates to the relationship 

between complexit  and critical thinking in an age 
where information is instantl  available and quickl  
disseminated, primaril  through social media outlets. 
More than ever, teachers need to adopt a cautious 
stance towards sources of information, checking for 
logic, historical facts and evidence. A component of this 
includes cultivating higher-order thinking skills, such as 
re ective thinking, critical thinking, and self-monitoring, 
which can then foster an awareness and sensitivit  to 
multiple perspectives.

In areas of intractable con ict, where competing 
narratives are sometimes presented as polar opposites, 
each with a monopol  on “absolute  truth, maintaining 
complexit  alongside critical thinking and clarit  becomes 
even more imperative. his is especiall  true when the 
global discourse on the region involves perspectives from 
individuals with minimal knowledge or expertise, which 
contributes to the ow of disinformation. Among other 
things, classroom teachers are tasked with scaffolding 
language and making it accessible to learners. he  need 
to be equipped to guide their students towards multiple 
resources and perspectives. One means for beginning this 
process is introducing students to concepts such as the 

AAP est lakeslee, 2004  abriel and aro, 201  
or the SMA  heck niversit  of hicago Librar , n.d. . 

oth strategies can be emplo ed to determine the validit , 
reliabilit , accurac , and purpose of information sources.

It is critical that future teachers learn how to navigate 
information and misinformation as well as the abilit  
to grapple with multifaceted ideas and recogni e that 
“truths  are more complex that the soundbites presented 
via social media posts or other news outlets. eacher 
educators carr  the responsibilit  to cascade critical 
thinking skills onto future teachers who must bring 
such lenses into their classrooms. eacher educators 
can encourage their students to navigate multiple 
sources and to sit with complexit , resisting the urge to 
adopt simple slogans such as civilized and uncivilized, 
oppressor and victim and occupier and occupied. Having 
looked criticall  at sources of information, teachers 

backgrounds to meet lower behavioral or achievement 
standards than those set for the general population. 
Meaningful learning and achievements can serve as a 
remed  for feelings of helplessness and function as an 
anchor for resilience. 

Steps we can take to maintain high expectations under 
extreme circumstances include rst acknowledging 
the challenges and then providing support and making 
adjustments for those affected b  the war. his might 
include making pedagogical accommodations to the 
material and content, scaffolding assignments and 
extending deadlines. Nevertheless, despite volatilit , 
it remains crucial to uphold standards and ensure that 
future teachers achieve a speci c level of professional 
knowledge and acquire a rich basket of competencies. 

  o le entin  e ectation  it  e at y 
and ocial and e otional ell ein  in ti e  
of uncertainty

Alongside acknowledging the emotional turmoil 
experienced b  man , the integration of social and 
emotional wellbeing becomes paramount for ensuring 
a balance between prioriti ing student welfare and 
advancing their academic achievements. Learning is a 
cognitive, social and emotional process, which involves 
both the mind and the bod  r son and Siegel, 2012 . 
When we attend to learners’ social and emotional needs, 
the  are better equipped to persevere, master dif cult 
academic content and meet high expectations AS L, 
2020 . Attending to learners’ wellbeing transpires 
alongside academic achievement, without compromising 
either. his allows for the creation of safe and stable 
classroom environments that can focus on learning. 

In the Israeli context, pre-service teachers and their 
teacher educators must navigate unfathomable 
challenges stemming from the enduring, intractable 
con ict in amed b  October 7th and the subsequent 
Israel-Hamas War. his includes different levels of 
adversit  for all peoples, with the particularl  dif cult 
realit  of famil  members who have been killed or loved 
ones who are being held hostage. uture teachers need 
to be able to navigate their learners’ social and emotional 
wellbeing, even amidst such dif cult circumstances. 

uilding on principles established b  AS L 2020  
and acharian 2021 , here we offer several steps for 
preserving learner social and emotional wellbeing, 
especiall  during times of extreme uncertaint . irst, we 
advocate taking the time to cultivate and build positive 
relationships with learners. his includes becoming 
familiar with their backgrounds, learning about their 
likes and dislikes, and, when possible, integrating their 
interests into the course content. quall  critical is 
ensuring that the class expectations are clear and that 
all students have access to the learning materials. his 
is fundamental to creating safe, supportive and equitable 
learning environments. Another important aspect is being 
organi ed and intentional about the students’ learning. 

inall , and particularl  in situations of war and ongoing 
violence, teachers must wear the prism of Maslow’s 
hierarch  of needs and take into consideration learners’ 
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c  the  le  i to re ective thi i g s ills i cl di g  
inspection of their assumptions and values, an evaluation 
of evidence presented, and an assessment of their 
conclusions Petress, 2005 . his re uires a willingness 
to embrace complexit , dismantle binar  thinking and 
lean into vulnerabilit  in order to lead with empath . 

4.   Accepting ambiguity alongside vulnerability 
and empathy

he nal tenet, ambiguit , extends from the preceding 
three and serves as a point where the  coalesce. 
Ambiguit  re uires being open to more than one 
interpretation while still maintaining professional and 
academic expectations, concern for collegial emotional 
wellbeing and accurate, fact-based critical thinking. 
Accepting ambiguit  necessitates dismantling mindsets 
of absolutism around beliefs and ideologies in order to 
create an environment conducive to opportunities for 
hearing about other people’s experiences, perspectives 
and responses. Contingent to this is embracing 
vulnerabilit  and empath , even when the topics are 
dif cult and emotionall  charged. 

Israeli and Palestinian nationhood remains a highl  
contentious, present-da  con ict, which is regularl  
broadcasted on social media and news outlets. Depending 
on the language and the medium of consumption, 
different pictures of the con ict get constructed resulting 
in diverging, seemingl  irreconcilable interpretations. 
However, differing individual experiences need not 
render one perspective as wrong and the other one 
as right. Subjective, individual experiences are ltered 
through different understandings of histor , ideolog , and 
endured trauma. hese can exist alongside descriptive 
facts. 

eacher educators carr  a collective responsibilit  
to facilitate the critical thinking of future teachers, 
encouraging them to be vulnerable and promote 
empath , while helping them to avoid half-truths, 

uestionable evidence and ultimatel , conspirac  
theories. mpathi ing with the suffering of others  
even when it contradicts one’s own feelings  does not 
diminish from one’s own pain and suffering. 

he following incident, which recentl  occurred in one of 
the authors’ classes, illustrates this tenet. In a lesson over 

oom that included a diverse group of students, missile 
sirens wailed. he lesson was stopped so the students 
impacted could take cover in bomb shelters. Students 
who were not in the el-Aviv region sta ed in the meeting, 
and one of them felt strongl  about acknowledging 
previous bombings that had occurred in a a. he 
student seemed unable to empathi e with the fear and 
anxiet  being experienced at that moment b  her peers. 
Students franticall  running into bomb shelters to avoid 
getting hit b  a barrage of missiles being launched into 
a densel  populated civilian area can be recogni ed as 
genuinel  terrif ing, without diminishing from the threats 
and bombardments transpiring in a a. roups need not 
monopoli e fear  it is visceral and innate. ear is not a 
ero-sum game  neither is compassion.

Vulnerabilit  and empath  re uire being uncomfortable 
and suspending rei ed ideologies in the name of 
constructive dialogue rown, 2015 . mbracing 
ambiguit  of experience alongside a commitment 
to factual information, is crucial to ending c cles of 
absolutism and violence and can bring us closer to a 
region characteri ed b  safet  and prosperit . 

Conclusion and future possibilities
In the face of extreme circumstances, such as war and 
violence, which are, b  de nition, volatile, uncertain, 
complex, and ambiguous, maintaining tenets can be an 
anchor for perseverance. Amidst a V CA environment, 
teacher education frameworks bene t from planning for 
eventual success and a return to routine. High-caliber 
teachers are an intricate part of the engine that enables 
a societ  to project stabilit  and, ultimatel , to thrive and 
ourish. ecogni ing the critical role teachers pla  in 

societ , even in times of great discord, we reiterate the 
following ke  principles  

 Despite the challenges faced, maintaining high 
expectations becomes essential for fostering 
professionalism and resilience among teaching 
professionals. 

 Academic success materiali es within safe and 
stable learning environments and parallel to 
students’ social and emotional wellbeing. 

 Information and misinformation  saturation requires 
the cultivation of critical thinking skills as well as 
an abilit  to navigate the complexit  of multiple 
perspectives carefull  and responsibl . 

 Safet  and prosperit , particularl  in areas of 
con ict, necessitate acknowledging ambiguit  
while embracing vulnerabilit  and empath . 
Constructive dialogue requires dismantling absolutist 
viewpoints and recogni ing diverse and diverging  
perspectives. 

he Israeli-Palestinian con ict continues to be de ned 
as intractable with the recent atrocities and outright war 
reaf rming the seemingl  protracted and irreconcilable 
nature of the con ict. Nevertheless, in our small wa , we 
seek to dismantle notions of inevitabilit  and weave into 
our teacher education classrooms the outlined tenets. 

here, Hebrew and Arabic speakers, as well as speakers 
of other languages, come together to prepare for careers 
as nglish language teachers. an  are full of optimism, 
motivation, and curiosit . he  remain committed to a 
future that we cannot et envision. e, too, are unsure 
where to nd light amidst the darkness and uncertaint , 
but we remain steadfast in our belief that empowered, 
competent and knowledgeable future teachers must be 
part of the equation. 
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Introduction

he rticle elow w s origi ll  p lished i  the L  
ette i  2021 repri ted here with i d permissio . 

ho gh it provides  overview o  some o  the 
i ov tive le r i g ctivities previo sl  dert e   
Hands up volunteer teachers in Palestine and around 
the world  it does not  o  course  re ect in an  wa  the 
realit  o  how the Hands up Project operates in the post 
October 7th world. 

he vast majorit  o  teachers and students in a a have 
now been internall  displaced  all are su ering rom 
trauma from experiencing prolonged bombing and the 
loss of famil  and friends  and man  have been illed. 

an  of the schools and universities that we wor ed ver  
closel  with over a number of ears have been deliberatel  
bombed or destro ed in controlled explosions. 

In the occupied West Bank the situation is less 
catastrophic but there has still been a s stematic 
and direct attack on education, resulting in the 
administrative detention of children and man  school 
closures for safet  reasons. In the article below I outline 
how we moved a lot of our operations over from oom 
to acebook Live because of the ovid pandemic. 
We have been forced to do this again because in 
man  areas where there is heightened settler violence 
against Palestinians, it is simpl  not safe for children to 
leave their homes to go to school. 

espite ever thing that has happened these past 
few months, we remain hopeful that he Hands up 
Project and, more broadl , nglish language learning 
and teaching in Palestine, will ultimatel  survive and 
continue to thrive. As with other deepl  oppressed 
teaching and learning environments around the world, 
this can be attributed, not to the educational s stem, 
nor the infrastructure or the curriculum, but rather to the 
resourcefulness, resilience, love of learning and heart 
felt willingness of Palestinian students and teachers to 
connect to the world outside.

https://www.handsupproject.org/ 

Background
he Hands p Project is a  registered educational 

charit , providing online learning opportunities for oung 
people, mostl  in Palestine, through conversation, 
stor telling and drama activities. ince we began 
operating, team teaching with at least one teacher from 
the communit  of the learners, working together with 
at least one other connecting remotel  from another 
countr  has alwa s been an important feature of what 
we do. In this article I d like to explore how and wh  we 
do this, and look at some speci c examples of H P team 
teaching in practice, from both the pre Covid 19, and post 
Covid-19 world.

All experienced teachers will know that, if we want to help 
our learners to develop their speaking skills, we need to 
be at least as good at listening as we are at speaking. 
Not onl  do we need excellent listening skills as teachers, 
but we also need to be able to listen in two distinct wa s. 

irstl  we need to listen to what learners are sa ing so 
that the  appreciate that a foreign language, like their 
mother tongue, ma  be used as a tool to communicate 
ideas, express their identities and share their feelings. 

econdl , we need to listen to how the  are sa ing it, and 
this wa  we can notice whether or not the  are improving 
in their abilities to express themselves, and potentiall  
we can nd wa s to support their spoken language to 
develop.

A pre-Covid 19 example 
he picture below shows a t pical team-taught Hands 

up project session before the corona pandemic forced 
schools in Palestine to close. Ati eh is an nglish 
teacher in a small village, close to Ramallah in Occupied 
Palestine. He’s running an after school English class for 
a small group of around fteen 14 to 1  ear old bo s. 

ichael is an actor and a professional stor teller and he’s 
connecting remotel  through oom to Ati eh’s class 
from his home in Bristol in the . But ichael isn’t acting 
or telling stories, he’s simpl  talking to the bo s, listening 
to what the ’re sa ing and generall  chatting with them. 

he bo s are generall  taking it in turns to come up to the 
laptop and interact directl  with ichael, whilst the others 
listen. Occasionall  Ati eh will ask ichael to pause, so 
that he can focus explicitl  on some of the language that 

ichael’s used, or even set up a drill or a practise activit . 
He might even ask Michael to repeat the words that he’s 
used or to provide other examples. he point is that 
Ati eh, as the teacher, is mainl  in charge of the pacing 
of the discourse and making it accessible and useful to 
the learners, and Michael’s responsibilit  is mainl  about 
keeping the conversation going. Both roles are important 
of course, and together the  provide a pedagogical and a 
social aspect to the conversation. 
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Ahmed:…In the village we have another home in the 
village is away from the home we are living in. He’s to my 
brother and my dad he’s build the a home up our home 

he lassroom tea her provides him with se ond oor’  
a se ond oor
Remote volunteer: aha
Ahmed: For me
Remote volunteer: Your dad, did you say he has built it, 
or he’s building it? He has built it?
Ahmed: He’s a builder.
Remote volunteer: No but did you say he has built it or 
he is building it?
Ahmed: He is building for me a home for me
Remote volunteer: He’s building it now? When will it be 
nished?

Ahmed: Next year on the summer

A post-Covid 19 example 
In March 2020 all of this went out of the window of 
course. As ovid 1  stuc  in the est an  and fears 
a out it reaching a a were raised  schools all over 
Palestine we re closed until ul . uddenl  we couldn t 
do an  of the things that we d een doing and would have 
to completel  reinvent ourselves. e did this  moving 
all of our operations to ace oo  live with immediate 
effect. his meant that we could no longer see or hear 
the participating children  and the onl  wa  the  could 
engage was through writing comments. On the other 
hand  there were also certain advantages to this wa  of 
working during lockdown.

Advantages of doing sessions on 
Facebook live 
1. Students can access the sessions from their own 

homes  using weaker internet than is re uired for 
oom sessions and just a mo ile phone if the  don t 

have a laptop.
2. A far greater num er of students could access a 

single session. Some of our ace ook sessions 
have had literall  thousands of views.

3. Students can potentiall  get support from famil  
members with English or the technical aspects of 
accessing the sessions. In some situations, where 
children have a higher level of English, and/or 
more advanced technical skills than their parents or 
grandparents, this support process ma  actuall  be 
working in the opposite direction. 

4. Since all the recordings are stored on the hands 
up project s acebook page see e amples 
here https://www.facebook.com/watch/
handsupproject/375084847213720/ , students can 
re-watch the sessions later for extra practice, or 
watch them when it is convenient for them.

5. Students can write comments as a wa  to practise 
and develop their written English.

6. here are man  teachers present in the sessions 
from man  different countries  who can provide the 

kind of scaffolding outlined above to the learners’ 
comments. It also serves as a teacher development 
tool for the teachers themselves, as the  see other 
wa s of working and ma  get new ideas for their own 
classes.

7. Since the sessions are free and open to an one, 
there are opportunities for learners in Palestine to 
meet and interact with other learners of English 
around the world.

e also didn’t lose an thing at all in terms of the bene ts 
of team teaching that were present in our pre-covid 
sessions. In fact there was another kind of team teaching 
going on, where one teacher was delivering the session, 
but other teachers who were watching the session were 
responding, clarif ing, and scaffolding what was written 
in the comments. Later we’ll look at an example of that.

uring the second lockdown that took place from August 
2020 to the present date we introduced a new concept - 
eam-taught curriculum based acebook live sessions. 
or these sessions, we went live on acebook through 
oom, so the two teachers could be visible and audible 

to the participants on acebook. or each grade we 
had one Palestinian teacher working in tandem with 
another English teacher from another location in the 
world. picall , the two teachers would focus on areas 
of language from the course book ‘English for Palestine’. 

he  might propose personalised practise activities for 
the students to take part in the comments, and the  
might talk to each other, perhaps demonstrating the 
activit  themselves before-hand. hese conversations 
between the teachers provide excellent models for the 
learners but also expose them to natural conversational 
English, something which is often lacking from standard 
classrooms.

In one of these sessions, lead b  Sahar Siam 
from a a and Lauren Edmondson from Australia 
ht tps: / /www.facebook.com/ 173500 5017 6 /

videos/81547 105 30117  the two teachers are 
discussing their hobbies as a wa  to review the present 
simple tense. he  then invite the students to write what 
their own hobbies are in the comments.

Notice from the screenshots below, how the same t pe 
of scaffolded interaction discussed earlier is taking place 
in the comments, albeit in a written rather than spoken, 
form. 

hese t pes of conversation where ou have a 
classroom teacher and a remote volunteer working 
in unison can be ver  rich in language learning 
opportunities. Here’s a transcript of a short extract of 
another such conversation. Ahmed is a 15 ear old bo  
in Palestine and he’s been asked to talk brie  with 
the remote volunteer about his home. Notice how the 
support provided b  both the remote volunteer and the 
classroom teacher provides a safe scaffold whereb  
which the student can experiment with new vocabular  
and the meaning and form of the present perfect versus 
present continuous tense.
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 s mm r  d li e to s ggest th t oth the pre covid  
and the post-covid variants of team-teaching within 
Hands up Project sessions offer something different from 
what is possible in their regular classes. Both teachers 
bring different skills and qualities to the table, and working 
together the  ma  provide a ver  rich source of learning.

What the local teacher may bring to the 
table
1. In-depth knowledge of the curriculum thereb  more 

easil  catering towards success in local e ams
2. In-depth knowledge of classroom practices which 

learners in Palestine are familiar with thereb  
creating a secure and safe learning environment  

3. In-depth knowledge of both Arabic, the L1 of the 
learners and nglish thereb  being able to translate 
where necessar , and being aware of potential 
dif culties with nglish

4. In-depth knowledge of the learners’ individual 
personalities, their strengths and their weaknesses 
thereb  being able to choose activities which suit 

their learning preferences  
5. ultural knowledge thereb  being better able to 

build a sense of shared communit  with the learners
What the foreign teacher may bring to the 
table
1. In-depth knowledge of classroom practices which 

ma  be new and motivating for learners and 
teachers  in Palestine thereb  nurturing a spirt of 
adventure

2. A motivating stimulus for the learners to use nglish 
because of a lack of L1 knowledge and a general 

lack of knowledge about the learners
3. A source of e posure to more international non-

Palestinian forms of nglish thereb  increasing the 
level of challenge

4. A reason for the local teacher to use natural spoken 
nglish thereb  providing an e cellent model for the 

learners  
5. Intercultural knowledge which can be shared 

thereb  helping to situate their learning of nglish 
into a more global conte t  

riginall  published in L a ete  L 2104 Apr Issue 
475 elga ette.com
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Background
otiv tio  is cert i l   m jor ctor whe  it comes to 

learning a new language. However, this is an area which 
is di cult to train teachers in as learners  motivation does 
not trul  originate with us. ven in loo ing at the de nition, 
we can see that it must come from the learner themself. 
As oltan rn ei 2001  sa s, motivation includes the 
choice of an action, the effort used to work on it and the 
persistence shown in achieving a goal. eachers and 
teacher trainers often search for a wa  to e plain this 
particular human trait, ut it is still uite elusive. here 
is certainl  a major difference etween the motivation in 
learning a language before we begin school and working 
later to learn a second, third, fourth one. he ac uisition 
of a rst or even multiple languages b  children comes 
from the need to communicate with those around them 
creating intrinsic motivation which is often rewarded 
b  successfull  being able to e press their needs. or 
adults, having to learn an unfamiliar language when 
moving to a new countr , to stud , to travel, to manage 
ever da  needs, or to hold down a job ma  be in uenced 
b  social or workplace re uirements which can also lead 
to intrinsic motivation. However, man  learners ma  nd 
that their motivation comes from wanting to please others 
or a goal of doing well on an e am and the  ma  need 
more help from their teachers to encourage learning and 
provide extrinsic motivation.

Characteristics of motivation
According to rn ei 2001 , there are a number of 
characteristics of motivation. hese include the attitudes 
and value s stems of learners, their uest for success, 
how goal oriented the  are, realistic beliefs the  hold, 
what stimulates them, their self con dence and how the  
work at reducing anxiet , general learner satisfaction 
and group cohesiveness. he following framework for 
activities includes man  of these factors. t has been 
designed to increase the interest and motivation of 

Creating a frame ork for motivating earners
B  ar orie osen erg  ustria

 
Introduction
As we are all aware, motivation can be a trick  subject 
for learners, teachers and teacher trainers. his article 
aims to break down this elusive trait into manageable 
chunks and suggest a framework along with practical 
ideas for the classroom. ue to the complexit  of the 
subject, de nitions, explanations and characteristics of 
motivation are given followed b  a structure or frame 
of reference which breaks down activities into speci c 
areas. As learners, however, do not alwa s t neatl  
into categories, teachers are reminded that some ma  
not respond as hoped and ideas are provided as an aid. 

he framework allows the teacher exibilit  to create 
their own learning environment and to experiment with 
a variet  of ideas in order to engage learners.

students, giving teachers possibilities to meet learners’ 
needs and providing a wide range of activities in the 
classroom. hese activities are broken down into eight 
categories allowing educators the chance to decide 
for themselves which ones work for them and their 
learners and how to best implement the ideas. As these 
motivational characteristics do not work for ever  learner, 
each of them also includes a caveat to take into account 
when planning lessons. 

Personalisation
Starting off, we have personalisation. he topic people 
are generall  most interested in is themselves. or this 
reason, nding activities which allow them to discuss their 
own experiences, opinions and personal interests, topics 
relevant to their lives, and offer learners the opportunit  to 
share their thoughts with others, generall  means a high 
level of engagement during a lesson. Some of the practical 
activities which work well are a personalised dictation in 
which learners listen to sentences read aloud but onl  
write down the ones that are true or relevant for them. 
Another option is to put them into groups and have the 
groups write ctional accounts of what another group had 
done together over the weekend. his can be adapted b  
rst giving learners speci c vocabular  to use or showing 

some photos or pictures and asking them to expand on 
the topic. A good writing activit  is asking learners to write 
about a rst time experience the  personall  had and 
describe what happened to them and how the  felt at the 
time. As a good wa  to get to know each other, the  can 
be asked to make mind maps which include ke  words 
of the information the  are willing to share. he  then 
exchange the mind maps with a partner and ask each other 
uestions. As the  have chosen the topics themselves, 

it keeps the conversation going in a direction the  have 
set the parameters for and prevents uncomfortable topics 
from entering the conversation. It is important to remember 
when setting up these activities that not ever one is happ  
sharing personal and private information with others. 

Movement
he next categor  is movement. here are learners 

who become frustrated or are unable to concentrate if 
the  have to sit for too long in one place. oving about 
can help feed the brain with ox gen and connect new 
material with speci c movements, making it easier 
for some to remember what the  learned. An  sort of 
manipulatives items the  can touch , board games, card 
games, mimes, role pla s or simulations t this categor . 
eachers can create or nd jigsaw pu les designed for 

language learning, cards to match together or use to pla  
emor  or ingo  or in a mingling activit . Songs or 

chants involving movement of an  kind and gap texts with 
missing words on cards also t into this categor . Another 
activit  which works well is putting learners in groups and 
telling them that the  have to nd a ph sical feat that one 
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loo i g t e mples.  o  these t pes o  ctivities re 
available for the classroom and photocopiable books or 
coursebooks often include logic or math pu les, error 
correction and ask for both critical thinking and problem-
solving skills. peci c t pes of guessing games in which 
some information is available but not all, putting events 
in the correct order, tasks in which learners decide what 
to take with them on a trip and give the reasons for 
their choices or even nd the differences in pictures are 
activities which appeal to this t pe of learner. emember, 
however, that some ma  become frustrated if a task is 
too dif cult and others ma  not want to have to determine 
their own grammar rules from examples. 

Creativity
he next categor  is creativity, a categor  that can be used 

to re the imagination and make use of music and art in 
the classroom. tor  telling techni ues are also valuable 
and the role of stor teller can be done b  the teacher 
or a learner. an  classrooms make use of a variet  of 
drama techniques and learners can put on short theatre 
pieces or improvise on topics b  using information the  
are given as a basis. An activit  that has proven to be 
successful is having learners create their own home. he  
were put into small groups of four to six and given some 
possibilities for a place to live such as in a windmill, on a 
desert island, in a forest, in a big cit , etc. and asked to 
choose the one where the  would like to create a home for 
all of them together. he  were then given the assignment 
to nd relevant photos or drawings on the internet or in 
maga ines and bring them to class where the  were given 
paper, pens, scissors, glue, etc. and asked to create a 
drawing or a blueprint of their home. he nal step was 
a mini-presentation of their creation and what each of 
them particularl  liked about it. As some learners ma  feel 
threatened b  the idea of having to be creative, working in 
groups lets them bounce ideas off each other and can take 
awa  the fear from those who have it.

person in the group can do roll their tongue, walk on their 
hands, etc. . he  then have the person demonstrate this 
to the other groups and use the sentence an ou do 
this  and then name the activit . f no one else can rise 
to the challenge, the group who bet no one else would 
succeed gets two points, if someone in another group 
can do it, the  get one point. owever, keep in mind that 
not ever one is happ  moving about and if a learner does 
not want to participate in more active games, we ma  
need to let them sit it out or function as the observer.

Emotions
Moving on, we come to emotions. We can approach this 
subject b  simpl  eliciting the vocabular  needed to explain 
emotions, categori ing them into positive or negative ones 
and discussing how strong their meanings are. Music or 
artwork can also be used as prompts to get learners to 
discuss how the  feel. Activities which can be used include 
simple statements such as oda   feel ..., because ...  
or turning the activit  into a guessing game and having 
the others guess how a classmate feels and giving their 
opinions and reasons. Learners can be asked to talk about 
their favourite memories and what exactl  the  entail, 
and learners can tr  to guess others  favorite clothing or 
food or places and what the emotional connection is to 
them. tudents can also tr  to guess where someone 
had their favourite holida  based on what the  sa  about 
it. motions, however, can be a trick  subject in the 
classroom and need to be handled with care and empath . 

Intellectual
ome learners are motivated b  activities which are seen 

as intellectual. he  enjo  using higher-order thinking 
skills, such as critical thinking and problem-solving. 

hese students often enjo  exercises involving error 
correction or logic pu les. he  ma  also be motivated 
b  structures, such as those involving grammar or 
vocabular  or learning how to put together a piece of 
writing in a logical wa . he  ma  well enjo  inductive 
grammar where the  themselves determine the rules after 
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Relevance
A d ow we come to relevance. here re c rre t eve ts 
or p to d te topics which m  eed to e c owledged 
i  the cl ssroom d we h ve to d w s to de l with 
them. e lso eed to d ctivities which re p rpose l 

d co ected to the re lit  d the re l worlds o  o r 
learners. e can start o   eliciting voca lar  rom o r 
st dents in order to disc ss topics the  eel are important 
or to set up debates in the classroom. If possible, we can 
invite guests to class and have our learners ask them 
uestions about their work, where the  come from, and 

so on. An activit  I have found helpful to give learners 
practice in seeing both sides of an argument as well 
as being able to justif  their opinions is to use dice for 
discussions. A topic is chosen and learners roll the dice 
which determines if the  have to nd positive aspects 
numbers two, four and si  or negative ones numbers 

one, three and ve . or advanced groups, the  can even 
be told to use as man  arguments as possible in favour 
of the topic or against it according to the number rolled 
on the dice without repeating an  which were said earlier. 

his activit  prompts thinking of relevant situations 
and learning how to see an issue from more than one 
side. Another activit  calls for using mobile phones and 
asking learners to choose a photo the  have and either 
describing it to another person, talking about wh  the 
photo is important to them or having the other person 
guess what the photo is about after hearing onl  a few 
ke  words. his can be done in pairs or in a whole class 
mingling activit . It is important to remember, however, 
that when discussing relevant topics, certain ones ma  
be taboo for some learners.

Fun
Activities that generall  motivate the majorit  of learners 
are those that are fun. inding jokes for the classroom, 
creating sill  answers to questions or watching amusing 
videos are possibilities for motivating activities. uessing 

games such as I sp  with m  little e e ...  or putting 
cartoons into the correct order can liven up the classroom 
and engage learners. When these are used for language 
learning purposes, the  are not onl  something to enjo  
but become a tool to help learners. Riddles with questions 
and answers can be used as a listening comprehension 
b  putting the questions and replies on cards and 
distributing them. Learners with questions read them 
aloud and those with answers have to respond with the 
correct ones. artoons can be chosen speci call  for the 
language or the grammar the  use and can be used as 
repetition of tenses or to repeat vocabular  that learners 
have alread  been introduced to. he  can be given 
photos and asked to write sill  captions for them. We 
do need to be aware, though, that there ma  be some 
learners who feel that language learning must be taken 
seriousl , and we might have to point out the speci c 
bene ts of these activities to them. umour and cartoons 
can also touch on cultural sensitivities and ma  not be 
suitable for ever  group or even be found offensive.

Variety
inall , we come to variety, the last categor  in the 

framework. It includes using different forms of input and 
output or mixing the methods we use. We can introduce 
vocabular , for example, b  miming it, writing it on the 
board, scrambling the letters and having learners guess 
or give de nitions. Another option is making use of 
cooperative learning activities and forming new groups. 
We can put learners into so called ome roups  of 
four to six people and let them come up with a name 
and a motto. he  are then assigned numbers in their 
home groups and all those with the same number are 
put into so called xpert roups . he  are then given 
a task such as answering speci c questions, doing 
some research, reading an article or part of an article, 
etc. When the  have nished, the xpert roups  are 
dissolved, and learners go back to their ome roup  
where the experts in the group either answer questions 
from the teacher or describe what the  learned or read. 

he experts in the other groups are then asked if the 
answers were correct or not. his t pe of peer work can 
be ver  motivating for both advanced and less advanced 
learners as learning from each other is sometimes more 
understandable than onl  hearing the explanations of 
the teacher. Of course, some will be more comfortable 
with one method than another, but a variet  of methods 
generall  keeps the attention of most of the learners most 
of the time.

Conclusion
his framework has come out of several decades of 

working with a variet  of tertiar  and adult learners and 
provides a number of possibilities for teachers to tr  out 
for themselves. he  have been designed to be relevant, 
to re learners  imaginations, to allow them to store 
material in different places, to provide language the  
can take out of the classroom and use, to experiment 
and experience success in learning, and to engage and 
inspire students to continue on their language learning 
path. he  are also used to help learners reach goals, 
provide moments of success, create cohesiveness in the 
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Applying approaches to equality, diversity and inclusion in 
ELT – myths and realities!

y arinder nl , , intervie ed y hil e ter

 
Introduction
In this issue of The Pilgrims Teacher Trainer Journal, 
we are delighted to interview Varinder nl  who has 
campaigned throughout her professional career 
for principled approaches to understanding and 
implementing e ualit , diversit  and inclusion EDI  
in the EL  profession. Ever one toda  commits to 
EDI but what is the realit  of current practice and wh  
does it seem dif cult to align actual practice with these 
commitments  Varinder gives her views on this below 
and does not duck from what might be controversial. 
Man  organisations believe the  are diverse though 
their practice suggest otherwise. his ma  be dif cult 
to read/hear for some! We hope Varinder’s comments 
and personal experience will inspire our readers of 
the journal to consider how ou can practicall  appl  
approaches to EDI in our own work. As we know, 
evidence informed global practice in implementing 
EDI can reall  support us  but it’s what we do in our 
local contexts that is the difference that can make the 
difference.
Phil Dexter, Editor

PD  an ou tell me brie  something about ourself, 
our recent and current work for our readers

: I have worked in the EL  industr  for over 30 ears. 
M  rst teaching job was in I mir, urke . or most of 
m  career, I have been in management  as a Director 
of tudies, Academic Manager but throughout it, I have 
also worked as a teacher trainer. M  journe  has seen me 
teaching in private language schools, E colleges, and E. 
I co founded the IA E L Inclusive Practices and EN I . 
M  current job is as eacher raining and Development 
Manager for a school in London, where I am responsible 
for taking care of a large team of EL A and DEL A 
trainers and supporting trainees from all backgrounds. 

PD: What aspects of education inspire ou most as a 
teacher educator/teacher trainer

: Learning happening in a classroom and a training 
room gives me jo , but what inspires me the most is 
when learners with additional learning needs achieve 
success. I have been ver  luck  to have supported not 
onl  students and teacher trainees, but also staff with 
often undiagnosed additional needs.

classroom, address values and attitudes, reduce anxiet  
and boost self con dence. It is alwa s important to 
remember, however, that learners differ widel  and what 
motivates one ma  not motivate another. herefore, we 
need to sta  adaptable and exible as well as include our 
learners in a feedback loop. We can onl  offer ideas we 
have, but the intrinsic motivation we hope to encourage 
must still come from the learners themselves.
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 ver  org is tio  h s policies o  j st o t 
ever thi g. owever  these c  o te  e 
e cl sio r  d discrimi tor  cre ti g rriers 
i ste d o  removi g them. Ac owledgi g these 

rriers d ddressi g them is di c lt s it me s 
sig i c t ch ges to the w  schools oper te.  
have found that more often than not, EDI policies are 
usuall  copied and pasted from another organisation, 
and this means the  are not appropriate to individual 
contexts. What suits and works for one school does 
not necessaril  work for all.

 okenism  some schools fear that the  will be 
accused of tokenism and therefore do not engage 
in the diversit  and inclusion discussion. Making 
super cial efforts to be inclusive is as bad as not 
making an  effort. Authentic inclusion has to occur 
organicall  and not be forced just to tick the EDI box.

 o implement inclusion and diversit , schools 
need the right resources, which include nancial 
investment, time, and personnel. Most organisations 
simpl  cannot afford these.

PD: an ou sa  something about how ou see EDI 
impacts on the relationship between EL  and the 
importance of mother tongue rst home language use in 
teaching and training  

: nowing the importance of the mother tongue or rst 
language is essential. As I have talked about above, m  
own earl  experiences in education had a ver  negative 
impact on me because m  teachers lacked understanding. 
elling trainee teachers that the  do not need to force 

the English onl  rule in the classroom is a good start. In 
our EL A training rooms, we need to start changing our 
approach to translation and error correction. In recent ears, 
research into translanguaging and the bene ts of this in the 
classroom has shown us that teachers need to support 
learners b  allowing them to move between languages.

PD: How and to what extent is the concept of 
intersectionalit  in EDI important

: Intersectionalit  in EDI is hugel  important. Once 
we start to understand individual experiences and all 
the challenges that are faced b  different groups of 
people, then we can start working on improving things. 

nderstanding that inequalities are not experienced 
in the same wa  within those groups will help us to 
recognise there are multiple levels of discrimination and 
inequalities.

PD: I’ve discussed recentl  with some colleagues that 
as part of intersectionalit  it’s important to understand a 
concept of inner diversit   does this have a meaning for 
ou  

: Once ou understand who I am as an individual, ou 
will see the challenges I face as a brown, Asian female 
working in an industr  that is predominantl  white in 
Europe. M  ethnicit  and race, the countr  I was born in, 
m  gender identit , m  sexual orientation, m  ph sical 
and cognitive abilities and inabilities are all part of m  
inner diversit . hese all feed into intersectionalit .

PD: While our focus is obviousl  EL , are there 

PD: I know that equalit , diversit  and inclusion EDI  in 
language teaching and education is central to all ou do. 

an ou sa  what the essence of this work is for ou

: I have alwa s advocated for diversit  and inclusion, not 
just in this industr  but well before I trained as a teacher, at 
secondar  school, and at m  rst job as a bank manager. I 
am a rst-generation immigrant and back in the late 70s, m  
famil  moved to London. I had just turned seven and I was 
sent to a junior school, where no one spoke m  language, 
and no one looked like me. he teachers had no idea 
what to do with me and I would often be left alone to gure 
things out for m self. hroughout m  earl  education, I was 
held back, not because I was not intelligent enough, but 
because I wasn’t able to speak English. econdar  school 
was no different, and rather than supporting me and other 
pupils like me, we were left behind. What teachers failed to 
notice or understand was that we all needed support with 
learning English, and we were as intelligent, if not more so, 
than our English-speaking classmates. We weren’t given 
the same opportunities as our native English classmates. 

his experience pushed me to ght for equalit  and to be 
included, to be seen and heard.

PD: We know EDI is a bu  word toda  in EL  and 
education  in our view where are we in successful or 
otherwise  implementation of good practice approaches 
in EDI  

: EDI is such a bu word  he number of times 
people will talk publicl  about something, and the 
words inclusion  and diversit  are thrown in for good 
measure. However, we are so ver  far from being 
inclusive or diverse. It’s because no one reall  knows 
what it is and how it should be implemented. Almost 
all organisations these da s will have EDI policies in 
place, but how realistic these are is another matter. I 
think urther Education and Higher Education are a little 
better and ahead of private English language schools. 

PD: an ou give some practical examples of what we 
can do better

: here’s so much we could be doing better. he rst 
step would be to start with admitting there’s a problem. 
Whenever I raise the topic with senior managers, the  
fail to see what the issue is. Once we have opened our 
e es and ears, then we can start moving towards more 
diverse and inclusive work environments. I believe the 
problems are:

 esistance to change  when we challenge 
organisations and individuals to think about EDI 
differentl , people resist for various reasons  
personal biases, fear of losing their privileges, or that 
inclusion is just not necessar .

 nconscious bias  we talk about this a lot when 
we discuss EDI. It is incredibl  dif cult to change in 
people as this is deepl  ingrained and often people 
are not even aware of their prejudices. We know that 
unconscious biases in uence so man  things, including 
decision-making, the  perpetuate inequalit  and hold 
back attempts to create inclusive environments.

 Lack of understanding of what inclusion means, wh  
it’s important, and how to implement it. 
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implic tio s or ppro ches i  ro der te cher ed c tio  

e itel .  me tio ed e rlier th t  d  re  
lot etter th  L . his does ot me  the  h ve solved 
the iss es. he  we loo  t te cher tr i i g or prim r  

d seco d r  ed c tio  worldwide  we ow te chers 
don’t feel equipped to deal with EDI matters. We know 
that pupils don’t receive the right kind of support when 
it comes to additional needs in mainstream education. 
eacher education needs to implement EDI into the 

s lla us  and then we might start seeing some change in 
our schools and classrooms. 

PD  inall  is there is an thing else ou would like to add 
that could be helpful and supportive for teacher educators 
in understanding and appl ing EDI in their conte ts  

Educate ourselves. o much is written about EDI. 
nderstand that it’s not eas  and it takes time to gure out 

what works and what doesn’t. et to know our conte t 
and ask those who make the policies and are in charge 
of staff training to provide support. Working collaborativel  
as a whole team, listening to different opinions and 
e periences will help ou identif  what the issues are.

Don’t be afraid to challenge when ou see inequalities 
and discriminator  behaviours and practices. 

The author
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Building a STRONG personal brand on social media
By Gina Rodriguez, Italy

 
Introduction

rust me ou need to know this
uilding a strong personal brand in EL  matters. he 

word brand  might sound like a corporate thing, but the 
truth is that with the massive use of social media b  
potential emplo ers, stakeholders and clients, not having 
a strong social media presence is a missed opportunit . 
Emplo ers, stakeholders and potential clients regularl  
check the digital footprint of a professional before the  
decide whether to work with them or not. Publishers will 
check the digital footprint of authors and teacher trainers, 
schools will check the online presence of teachers, and 
exam boards will check the pages of language schools 
and pro les before the  make a decision to work with 
them. or this reason, building and curating a personal 
brand online is ke  because it paves the wa  to more 
and better contracts. 

Background
If ou still think that building a social media presence to 
create a personal brand is a trend or just h pe, bear with 
me and I’ll show ou that building a personal brand is a life 
saver. Let me tell ou m  stor  to illustrate what I mean.

I moved to Ital  just after the turn to the new illennium. 
I was alread  a quali ed teacher with a teaching degree 
in English as a foreign language and a CEL A certi cate 

grade .  then I had alread  worked in language 
schools in three different countries. eeling con dent 
about m  experience and quali cations and proud of m  
letters of recommendation, I began to look for a job as an 
E L teacher in Parma and  surprise, surprise  I was 
turned down at ever  single place. he reason   CV 
ticked man  boxes except for the nationalit . 

I was a non-native teacher of English, and no one reall  
knew me or how I could help students progress. After 
some painful research, I was offered a position in a 
language school onl  because the  were short of staff 
and, of course, I was offered a temporar  three-month 
contract to ll a gap.

here was condition though: I had to avoid talking about 
m  nationalit  with the students. he  rst wanted to 
convince me to change m  name from ina to ane, but 
of course I didn’t accept a change of identit .  

At that time, all doors were closed because of m  
nationalit . No one knew me enough to trust that I could 
do m  job well despite being non-native. No one knew 
me enough professionall  to believe I could be a good 
asset in a language school. 

I felt discouraged and before dumping a job that I loved 
and for which I had studied so much, worked reall  hard 
and invested a huge budget in professional development, 
I decided I would do ever thing possible to change that 
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perception and prove I was a skilled teacher, that I knew 
m  stuff and that I could support colleagues and the 
school management. 

or this reason, I began networking with other L  
professionals, attending conferences, and I started 
participating in focus groups, associations’ events and also 
started to pilot materials. In the meantime, m  students 
had excellent results in job interviews and exams and 
the word of mouth became powerful. I was full  booked, 
and no one cared that I didn’t have a ritish or American 
passport. I even became a Cambridge examiner for the 
full suite and m  contract in that school went from three 
months, then a ear and another ear until I left.

What had I done right?
Without knowing, I had created a personal brand. I made 
the ualit  of m  teaching known well enough for the 
school, students and L  pla ers to trust me and want 
to work with me and think of me when the  had work.  
networking and being proactive, I got the people around 
me to know me, m  personalit  and competencies  all of 
which is impossible to get across on a written CV. 

“Your brand is what other people say about you when 
you’re not in the room.” eff e os, 2021

here are various de nitions of personal branding on the 
net and the one I think embodies the concept reall  well 
for us in the L  sector is this one  

“Your personal brand de nes who you are and what you 
stand for and describes your skills and experiences. 
Personal branding is a way of showcasing your strengths 
and personality as well as telling your story.” hunderbird 

chool of lobal anagement, 2021

After ve ears, I managed to walk through the door of 
educational publishing as a teacher trainer and consultant 
for a small publisher thanks to  the personal brand I 
had created for m self. 

Overcoming ELT stereotypes
wo ears later, I found m self stepping through a much 

larger door, securing a position with the leading L  
publisher in Ital  and the world at that time. his was a 
brilliant result for a non native L  professional in Ital . 
Little did I know that I was just starting another battle. 

 job as an L  consultant involved working closel  
with the Italian sales reps and the Italian teachers of 

nglish in the north east of Ital  and both expected an 
L  consultant and teacher trainer to be a native speaker. 
eachers would sa

Oh, so ou’re not ritish  

odrigue  hat isn’t an nglish surname  

ou’re rugua an ! ut ou lived in ngland our whole 
life, didn’t ou

Sales reps would sa
ow come the  chose ou to be our consultant  We’ve 

alwa s had native speakers!

hese comments were like little stabs all the time and I 
was afraid of losing m  dream job and getting an extra 
dose of unnecessar  stress.

 So I was back to square one! Once again, I had to work 
on m  personal brand. As I was operating in a big area, 
I thought that this time I’d jump on social media and 
so I started building a personal brand online and more 
precisel  on LinkedIn and acebook. 

I never lost m  job and at some point, I was promoted to 
a senior position as the point of contact with editorial and 
marketing. I was approached b  competitors man  times 
and little b  little those anno ing questions disappeared. I 
could nall  work in peace without the non native friendl  
ghosts tormenting me. 

o  do yo  mar et yo rse  as an ELT 
professional?

rum roll  I boosted the L  factor. I created visibilit  
la ers around me to showcase m  skills and to let people 
get to know me be ond m  surname and nationalit . 
Social media allowed me to do so be ond geographical 
limitations and corporate hierarch . N  It wasn’t onl  
social media, but social media pla ed a  role in this.

Social media is undeniabl  a powerful tool to make 
ourself known and generate the so called L  factor. 

In other words, this means that potential clients or 
emplo ers need to know ou, like ou and trust ou to 
work with ou. In situations where ou cannot develop 
the L  factor because of geographical reasons, like in 
m  case, then the online space is the perfect arena.

o build a successful personal brand on social media 
means that our content showcases our unique 
qualities, it reveals our personalit , our values and that 
ou use social media strategicall . It’s not about posting 

and pra ing. It’s ver  much about planning, optimi ing, 
being ou and being consistent.

o secure more and better job opportunities ou don’t 
have to be on ever  platform. ou onl  need to be where 
decision makers are and that, in the ver  rst place, is 
LinkedIn. hose decision makers need to be convinced 
that ou can help them get better results  aka more books 
sold, more conferences attendees, better and more 
cutting-edge publications.

So here’s another true stor . here were two teacher 
training sessions for state school teachers run b  two 
competing publishers in the same town on the same week. 

hose t pe of events are vital for the publishers because 
it’s a unique opportunit  to get man  teachers’ e eballs on 
their new publications and a chance to get them adopted 
in state schools. So the more teachers that come to our 
event the better. oth publishers had an ama ing author. 
Publisher A’s author had won various pri es, had written 
various coursebooks. Publisher ’s author had onl  one 
publication, was ver  active in acebook groups, had 
participated in several webinars and was ver  active on 
LinkedIn and acebook. Who got more attendees

xactl ! Publisher . Not onl  did the  get more teachers 
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to the event but also more sales of the coursebook. 

I have moved on from educational publishing and I am 
now ing solo doing L  marketing and consultanc . 
I help language schools and L  professionals build a 
strong online presence on social media. I have given 
talks about personal branding in L  and run training 
sessions, for example, ow to boost our L  career 
with personal branding  for the ontinental niversit  of 
Peru. I m going to share with ou six important steps that 
I teach in m  training sessions to get ou started. 

The key points for building a personal brand in ELT 
on Social Media are: 
1. elf assess our interests and likes 
2. Build our visibilit  online 
3. et our name out there of ine too 
4. Have a cohesive presence in terms of graphics 
5. Have a solid content plan 
6. Be consistent on social media.

Building visibilit  on social media is one of the rst steps 
towards building a powerful personal brand. If ou don t 
know where to start, I d suggest that ou start from ou. 

hink about our uali cations, the uestions that people 
usuall  ask ou, about what makes ou different from 
other professionals, our achievements and the lessons 
ou learn along the wa . hen it s onl  a uestion to plan 

what ou are going to share, where and when.

If ou participate in L  events these are a great 
springboard to create content for social media that helps 
ou build a personal brand. 

In the article aximi ing our L  onference 
xperience  I go into detail about how L  professionals 

can make the most of their conference experience in 
terms of social media content b  sharing pre , during  
and post conference experience in creative wa s, either 
as a participant or as a presenter. 

Here are some helpful ideas for conference presenters 
taken from the article:

Su ing p
hroughout this article, we have explored wh  L  

professionals need to build a personal brand and what 
the bene ts of having one can be. In toda s digital age, 
building a personal brand online is no longer a “nice to 
have . Actuall , it s reall  important to work on it as it can 
in uence the wa  others perceive ou and the choice 
the  can make as to whether to work with ou or not. I ve 
once seen this: “If ou aren t on social media, ou don t 
exist . I prefer to sa  that if ou aren t on social media, 
ou still exist, but potential students and emplo ers don t 
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ow how gre t o r services re d how m ch o  c  
help them.

o now it s over to ou  t s the new ear  so it s the 
perfect time to add personal branding to our New ear 
Resolutions list and embark on a new adventure that will 
result in more and better professional opportunities for 
ears to come

References
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Angi aldere  Mentoring Teachers: Supporting 
Wellbeing and Retention is a comprehensive guide in 
teacher mentoring, drawing on her extensive three-
decade experience as a mentor, global advocate, and 
researcher. According to her, the content in the book 
is applicable not onl  to language teachers but also to 
teachers of an  subject. nformed b  her pivotal role 
in the ecoming a eacher project, the book offers 
practical insights and scholarl  depth, serving as a 
valuable resource for educators and researchers in 
the ever-evolving landscape of teacher education and 
development education.

As a language educator in Nepal,  appreciate Angi 
aldere  Mentoring Teachers for its innovative insights, 

which are easil  applicable to language teacher mentoring 
as well. ur shared commitment to clearl  established 
goals, effective communication, and individuali ed 
support resonates with me. I must confess to the 
occasional missteps as a judgementor  after having 
gone through her reasoning and how steps can be taken 
to avoid such an approach. Her emphasis on scaffolding 
aligns with m  belief in transformative mentoring, which 
can contribute signi cantl  to educators  development 
globall .

he book, organi ed into ten chapters, explores ke  
aspects of effective mentoring: scaffolding, acculturation, 
modelling, sponsoring, and educating the mentee, the 
latter through stematic Informed Re ective Practice 

IRP .

hapter 1 introduces the ontextual entoring Audit 
A  for mentors, inviting readers to evaluate their 

The author
ina Rodrigue  is an EL  marketing and educational 

consultant. he has over 2  ears of experience in the 
language education industr , where she has held a 
variet  of roles from teaching to sales and marketing of 
EL  publications. As an EL  marketing consultant, she 
now speciali es in social media marketing strategies 
that help language service providers increase brand 
awareness and attract more clients.

ina offers customi ed training, professional talks, and 
consultanc  services to language education businesses 
and EL  professionals, with a focus on helping her 
clients achieve their marketing goals and provide 
high- ualit  education in EL . log  ervices:  www.
grschoolmarketing.com   

Email: hello@grschoolmarketing.com

Re e  entor n  Teachers  u ort n  e e n  an  
Retention by Angi Malderez, Routledge (2024)

y rishna u ari adhayaya, e al

own context-related challenges, de ning context, and 
exploring global variations in teaching programs and 
mentoring, emphasi ing the need for clear de nitions.

Chapter 2 focuses on the Support role in mentoring, 
emphasi ing the vital mentor-mentee relationship, 
trust-building through informal chats, self-disclosure, 
and shared understanding. It highlights goal setting, 
openness, con dentialit , and non-judgmental support. 

he chapter outlines three levels of listening: Attending, 
Accurate listening, and Empathic listening, and introduces 
Pure listening as a further advanced skill, and brie  
discusses the assistance mentors ma  provide within the 
Support role.

Chapter 3 guides mentors in helping mentees’ integration 
into professional communities, emphasi ing global to 
local connections. It encourages mentors to assess their 
af liations, proposing mentee introductions to relevant 
communities. he chapter underscores mentor support 
in acculturation, re uiring personal contributions to ful l 
the Acculturator role.

Chapter 4 explores mentors modelling professionalism, 
discussing strategies, challenges, and approaches 
for mentoring teachers. It emphasi es observation, 
identi cation, attempts, and post-lesson re ection in 
teaching skill development. he chapter addresses 
the issue of inviting mentees into mentor classes, 
and emphasi es situations to avoid. It highlights 
fostering professional relationships for diverse teaching 
approaches. he chapter resonated with me due to shared 
experiences, like navigating new school dress codes and 
engaging in re ective practice during mentoring.
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h pter  e plores the po sor role  emph si i g the 
se o  power  speci c ll  owledge d co t cts  or 

the me tee s e e t. A perso l e mple ill str tes 
Rod Bolitho’s mentorship, showcasing how mentors can 
provide rich opportunities, educational resources, and 
how the  can facilitate impactful projects. he chapter 
provides various examples of leveraging mentor power 
for mentee support, highlighting the transformative 
impact of sponsorship with a non-judgmental approach. 
It also addresses the challenge of using connections 
without fostering learned helplessness, while suggesting 
the introduction of mentees to in uential contacts for 
network expansion.

Chapter  emphasi es the ducator role, highlighting 
mentorials’ centralit  in supporting classroom teaching 
and learning. It includes guidelines for both post-lesson 
mentorials using IRP, and pre-lesson mentorials. he 

IRP protocol in post-lesson mentorials follows ve steps, 
aimed at developing mentees’ noticing skills, theor -
practice connections, and informed decision-making. 

ach step focuses on speci c tasks, from describing 
lesson moments to planning future actions, and suggests 
that variations in contexts, as discussed in Chapter 1, 
in uence the unfolding of the model implementation 
process. Pre-lesson sessions support mentees in 
effective lesson planning and self-preparation. Mentees 
explore “what if  scenarios for enhanced preparedness. 
Challenges for mentors emerge in guiding the mentee 
through each stage. Periodic reviews of teaching 
standards help mentees align their noticing data with 
explicit standards, aiding in self-assessment. 

he chapter also discusses the model’s conceptuali ation, 
underlining ke  concepts like feedback, and re ective 
practice. Additionall , it delves into mentoring challenges 
when time is limited and emphasi es the importance 
of preparing mentees for the less visible “preparation 
of self  phase. he Mentorial Record heet serves as 
evidence for management and reminders for mentors and 
mentees, summari ing mentorial discussions concisel . 
Lastl , various mentee activities are outlined to enhance 
learning, based on post-lesson discussions.

Chapter 7 navigates the dual role of mentors as 
assessors for mentees, addressing challenges and 
offering strategies. It emphasi es the importance of 
mentors aiding mentees in understanding assessment 
criteria without directl  engaging in assessments. he 
chapter advocates for fostering mentee comfort with 
observers, guiding re ective post-lesson interactions, 
and managing differences in self-assessment to ensure 
effective mentoring amidst formal assessments.

Chapter 8 focuses on a mentor’s continuous professional 
growth through elf-Initiated Re ective Practice IRP , 
emphasi ing individual and collaborative learning. It 
highlights the delicate balance between mentor and 
mentee needs, stresses the mentor’s evolving role, 
and integrates diverse mental approaches for effective 
mentoring. he chapter aims to enrich mentoring 
practices and cultivate an informed, supportive mentor 
communit .

Chapter 9 centers on the signi cance of stories in mentor 
development, offering allegorical tales for re ection and 
a shift in mindset. It underscores the power of stor telling 
as a didactic tool, urging mentors to extract lessons 
from stories and appl  them to their mentoring roles. 

hree stories  featuring a bo  and a butter , Mumm  
Mouse and her babies, and desert nomads  highlight 
patience, observation, mentor roles, and the importance 
of examining ordinar  things closel . 

Chapter 10 emphasi es mentoring’s role in supporting 
mentees and fostering a non-judgmental approach, 
addressing challenges faced b  mentors across different 
teacher categories. It highlights contextual adjustments, 
insights for mentor-reader categories, and anecdotal 
accounts of mentoring’s impact on personal and 
professional growth.

his book, with a focus on the Contextual Mentoring 
Audit CMA , stematic Informed Re ective Practice 

IRP , and a well-structured approach to mentoring, 
signi cantl  enriched m  mentoring practices. It 
provides a comprehensive framework b  emphasi ing 
ve ke  aspects  scaffolding, acculturation, modelling, 

sponsoring, and educating. he insights into addressing 
context-related challenges, building trust, navigating 
professionalism, and managing the dual role of mentors 
as assessors are valuable additions. Overall, the book 
reaf rms m  commitment to mentoring while introducing 
innovative approaches for effective mentorship.

rishna umari padha a a, a PhD. student at 
athmandu niversit  chool of Education, has over a 

decade of experience as an educator, mentor, and expert 
in Nepal’s education sector.

Email: krishna phele21 kusoed.edu.np
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 o help p rticip ts ecome etter c i ted s 
co-facilitators.

 o stim late thi i g a o t what ma es a good 
workshop facilitator.

 o provide a warm- p to a  i -ho se trod ctio  to 
acilitatio  workshop.

Audience / Level
 New fac lt  developme t trai ers

Estimated Time
 1 hour

Training Method
 tructured warm-up activit

Materials
 A large piece of gree  felt cloth
 Duct tape
 Adhesive spra
 5 x 7 index cards
 Markers
 lipcharts

1. Preparation
A. Before the participants enter the training room, hang 

the green felt cloth on the wall using the duct tape.
B. pra  the cloth all over with the adhesive spra . 

heck that ou can stick an index card on the green 
cloth and it sta s.

. vervie
A. Introduce the objectives.
B. verview  Prepare participants b  asking them  

hat makes a good facilitator  licit a few brief 
responses and then give them the directions.

3. Give directions
A. Pass out three to ve index cards to each participant.
B. Ask participants to work individuall  to write down 

three to ve things the  look for in a facilitator. he  
could be single words or short phrases. Each word 
or phrase will be put on a 5 x 7 card.

C. Invite participants to go to the green wall and post 
their cards.

D. he facilitator leads the group in sorting these 
characteristics into three categories we used  
Knowing / Doing / Being  on the green wall. e put 
each of the categories on large pink index cards and 
posted them on the top of the green wall. If the group 
of participants is smaller, the  can work together at 
the green wall to look for things that are alike and 
move them under one of the categories. If the group 
is large, the facilitator can call out the word or phrase 
on each card, get participants’ input, and then move 
the card under the categor . 

E. he facilitator devotes some time to whole group 
anal sis, inviting participants to  1  talk about wh  
these things are aren’t important to them  2  the 
relationship between knowing / doing / being in 
terms of the facilitator characteristics as generated.

. Each participant group then selects six to eight 
words/phrases from the green wall and summari es 
on ipchart their perspectives on what constitutes a 
capable, effective facilitator, as well as their roles in 
a short paragraph four to ve sentences .

. Each group presents their perspectives. 

Green Wall activity: Ice-breaker for introduction to 
facilitator training orkshop

y on Phillips  A

 
Introduction

e used this initial reen all activit  as an ice-
breaker for an in-house introduction to facilitation 
workshop at the acult  Development Division of the 
Defense Language Institute, oreign Language Center 
in Montere , CA. his activit  gets participants thinking 
about what makes a good facilitator, and gives them the 
opportunit  to get better ac uainted with one another 
as teacher trainers and co-facilitators. he information 
gathered here can be built on in the follow-up workshop 
activities. 
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to Green Wall

Establishes ground 
rules

Respects everyone’s 
contributions

Asks good questions Helps participants 
build on ideas

Intervenes as needed Summarizing Giving positive 
reinforcement

Involves everyone

Remains neutral Meeting the needs of 
the group

Motivating Establishes safe 
environment

Effective and active 
listener

Ability to structure 
sessions

Flexibility Ability to connect with 
the group

Good time and 
classroom manage-
ment

Plans and implements 
a variety of relevant 
activities

Good listener Effective 
communicator

Clear instructions Plans and prepares Connects the ideas Encouraging

Keeps up the 
momentum

Processes input and 
connects to learning 
points

Encouraging Knowledge of content 
and skills in 
facilitating
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Samples of small group short paragraphs 
o  hat s a  effe t e fa l tator  us g 
sele te  or s a  phrases from the 
gree  all

1. A  e ective cilit tor possesses s ills i  cilit tio  d  stro g owledge o  the co te t. he  motiv te 
p rticip ts d respect ever o e s ide s. he  ecess r  the  i terve e d s  estio s to stim l te 
disc ssio . Additio ll  the  help to oster  coll or tive e viro me t.

2. A  e ective cilit tor e ipped with s ills i  cilit tio  d owledge o  the co te t  comm ic tes 
e ectivel . he  est lish gro d r les th t e le them to de l with ch lle gi g p rticip ts. heir 
aim is to maintain a balanced and harmonious atmosphere throughout the session.

3. An e ective acilitator possesses s ills in acilitation and nowledge o  the content. he  have good listening 
s ills. he  create an inclusive environment that involves ever one. he  also build on ideas. oreover  the  
s il ull  connect the ideas shared during the discussion  ostering a collaborative atmosphere.

4. An e ective acilitator  e uipped with s ills in acilitation and nowledge o  the content  can structure 
the session. he  communicate clearl  and can process participants  input. oreover  the  ma e 
learning points clear and ensure the  meet the diverse needs o  the group. his ma imi es the 
learning experience.

Conclusion
reen all is a speed  process or brainstorming to 

generate a pool o  ideas. All ideas are welcome. he 
rationale is to capitali e on the collective thin ing o  
the group and build on each other s ideas. his activit  
worked well as an ice-breaker for our introduction to 
facilitation workshop, and provided a good lead in to the 
subsequent workshop activities. 

The author
on Phillips is currentl  a senior facult  development 

specialist in the facult  development division of the largest 
foreign language institute in the world, and previousl  
worked as a consultant in teacher education projects in 
the nited tates, outheast Asia, Africa and the iddle 

ast. e received his A  in L from the chool for 
nternational raining.

Email: jon.phillips dli c.edu

From the archive: 
Do you believe in neuromyths?

y Carol ethaby  S  an  atricia arries  Cana a 

A Quiz
efore ou go an  further, ou might want to tr  the qui  

below. ead the statements and sa  whether ou agree 
or disagree with them or ou can sa  don t know .

1. e mostl  onl  use 10  of our brain.
2. Individual learners show preferences for the mode in 

which the  receive information e.g. visual, auditor , 
kinaesthetic .

3. Vigorous exercise can improve mental function.
4. Learning problems associated with developmental 

differences in brain function cannot be remediated 
b  education.

5. ifferences in hemispheric dominance left brain, 
right brain  can help explain individual differences 
amongst learners.

6. Short bouts of co-ordination exercises can improve 
integration of left and right hemispheric brain 
function.

7. Individuals learn better when the  receive 
information in their preferred learning st le e.g. 
visual, auditor , kinaesthetic .

8. eaching to learning st les is more important in 
language learning than in other t pes of learning.

9. Extended rehearsal of some mental processes can 
change the shape and structure of some parts of the 
brain

hese statements were part of a surve  completed b  
128 EL teachers in anada and the SA in 2015. he  
are based on research b  Paul oward- ones and his 
colleagues at the niversit  of ristol,  and formed 
part of a larger stud  designed to see whether the beliefs 
teachers have about the brain and how it works are in 
fact correct or whether teachers believe in so-called 
neurom ths  ideas about the brain that neuroscientists 
consider to be false .
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Discussion of the quiz statements

Let’s take a look at the statements above and what 
ne roscience sa s abo t them

1. We mostly only use 10% of our brain.
alse  his is an e tremel  pervasive ne rom th and 

has even been eat red in a recent movie L c ’ rom 
201 . e do in act se 100  o  o r brain. his has 
been veri ed b  brain scans o  health  brains as well 
as studies done on people who have brain damage or 
who have lost limbs  studies which show the abilit  of 
the brain to adapt to damage and make use of unused 
brain matter arrett  201 .

Pervasive indeed  e found that 30  of the teachers 
in the stud  that we conducted believed in this 
neurom th.

.  n i i ual learners sho  references for the 
mo e in hich they recei e information e. . 
visual, auditory, kinaesthetic).
rue  Learners do e press preferences about how the  

like to learn  but the  often get it wrong about how the  
think the  learn best. r t ig and Arbuthnott 200  
asked learners to identif  their own preferred learning 
st le and then used a standardi ed uestionnaire to 
assess the learner’s preferred st le. he  found less 
than 0  agreement between the self report and the 
questionnaire. n our stud  ninet -one per cent of the 
teachers agreed with this statement. Visual  Auditor  
and inaesthetic VA  learning preferences seem 
to have become a well-established idea in English 
language teaching.

3.  Vigorous exercise can improve mental 
function.

rue  tudies have proposed that the parts of the brain 
that control thinking and memor  are greater in volume 
in people who exercise when compared with those 
people who don’t. In addition, neuroscientists have 
known for man  ears that brain-derived neurotrophic 
factor’ N  is released during aerobic exercise and 
this stimulates the growth of new neurons.

Eight -three per cent of our surve  respondents 
agreed with this statement.

.  earning problems associated ith 
developmental differences in brain function 
cannot be remediated by education.

alse  his is a ver  important one for teachers. 
ognitive neuroscience toda  emphasise s  the 

complexit  of interrelation between biological 
s stems and environments such as those provided 
b  education, and highlight the enduring possibilit  
of mitigation.  In other words, teaching does make a 
difference  oward- ones et al, 200

In our surve  it was heartening that onl   agreed 
with this statement, but that’s still eight teachers 
who believe that brain differences are innate and 
aren’t affected b  education. Added to this, thirt -
one of our teachers responded on’t know  to this 
statement.

5.  Differences in hemispheric dominance (left-
brain, right-brain) can help explain individual 
differences amongst learners.

alse  he idea that each hemisphere has a distinct 
and separate function i.e. the left hemisphere is 
for language and logical, anal tical thinking and the 
right hemisphere for creativit , is not supported b  
neuroscientists. Various studies have shown that both 
hemispheres are used for processing both logical and 
creative tasks and a recent stud  of over a thousand 
people has shown that there is no evidence that some 
people have better connected or more dominant left 
or right brain networks arrett, 201 . ategorising 
learners as either left or right brained, and focusing 
teaching on developing one hemisphere over another 
are not considered to be useful educational methods 

olmes, 201 .

his is another ver  common m th and sixt -six per 
cent of the teachers in our surve  agreed with this 
statement.

6.  Short bouts of co-ordination exercises 
can improve integration of left and right 
hemispheric brain function.

alse  he belief that the two hemispheres of the brain 
are highl  speciali ed and that learners learn in different 
wa s according to whether one hemisphere dominates 
over another has led educators to seek interventions 
to improve learning. ne theor  from the 1 30s which 
stated that reading problems were caused b  an overl - 
dominant right hemisphere appears to have in uenced 
a bod  of opinion reali ed b  a program called rain 

m’  that believes exercise can alter an  so-called 
imbalance between the right and left hemispheres of the 
brain arrett, 201 . owever, this idea has no support 
in scienti c reviews. imilar to statement , sixt -two 
per cent of the teachers surve ed agreed with this 
statement.

.  ndividuals learn better hen they receive 
information in their preferred learning style 
(e.g. visual, auditory, kinaesthetic).

alse  his is considered to be perhaps the most 
popular and in uential m th  b  oward- ones 
2014  and to have achieved urban legend status in 

educational ps cholog  Lilienfeld in attie and ates, 
201 . he idea that learning is enhanced if learners 
are taught according to their preferred learning st le, 
referred to as the meshing h pothesis b  Pashler et al 
200 , lacks supporting evidence and two studies 

in particular refute it. r t ig and Arbuthnott 200  
found that learners learnt no better when tested 
using their preferred learning st le visual, auditor  or 
kinaesthetic . ogowsk  et al 201  examined the 
meshing h pothesis directl  and the results showed 
no signi cant relationship between students’ preferred 
learning st les, the teaching mode and test results.

Eight -eight per cent of the surve  participants agreed 
with this statement, showing what a rm hold it has on 
our profession.
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8.  Teaching to learning styles is more important 
in language learning than in other types of 
learning.
lse  his w s  st teme t th t w s ot p rt o  the 

origi l st teme ts  ow rd o es d his te m  t 
w s dded to o r st d  to d o t whether L te chers 
co sider le r i g st les to e p rtic l rl  relev t to 
language teaching.

n our stud  onl  22  agreed with this  ut this pro a l  
goes to show how important teachers think learning 
st les are to education in general  not speci call  to 
language teaching.

9.  Extended rehearsal of some mental processes 
can change the shape and structure of some 
parts of the brain

rue  ood news  he rain s plasticit  means that 
“thinking, learning and sensing can all change neural 
structure directl  ine, 2010  177 . wo well known 
studies document this. In one stud , raganski et al, 
2004 , the brains of volunteers who have learned 
to juggle were examined over three time periods 
using sophisticated brain imaging techni ues. he 
brains showed temporar  and structural change in 
areas connected with the processing and storage of 
complex visual motion. In 2000, Maguire et al looked at 
brain scans of London taxi drivers and observed that 
the structure of the brain changed as a result of the 
particular spatial navigation demands of the job.

event  per cent of the surve  participants agreed with 
this statement  good news for teaching  practice does 
seem to make a difference.

o  did you do?
o, how did ou do  hich of the neurom ths did 
ou agree with

he point of our stud  was to show how man  L 
teachers believe in these widel  dispersed m ths 
and to consider the part that teacher trainers and 
educators pla  in propagating and perpetuating the 
m ths.

o read the complete article  about our stud  and 
the studies that ours was based on, please see the 
references below. You might also like to take a look 
at uss Ma ne s 2012 article from Modern nglish 
eacher.
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o  glish  a d possi l  or teachers o  other moder  la guages  with 
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h  L
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 You can co-host an issue of L  on behalf of our school, teachers  association, region or 

countr .
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Basil Paterson School of Education in Edinburgh.

or ore infor ation on the school follo  the lin  belo
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Pilgrims in Segovia Teacher Training courses 2024
PILGRIMS in SEGOVIA: Teacher Development Courses in Segovia, Summer 2024

Get inspired!
Come train with Pilgrims world-class trainers in Segovia this summer!

eachers don t have an eas  li e  we now ou re e hausted  we now ou need and deserve a rea  ou 
need to get our atteries recharged  meet some people  share and learn some new and e citing ideas in a nice 
environment!

22  raining hours onda  through rida  plus a ternoon and evening events. Small group  large classrooms. 
uition ees  

Accommodation 3 0 residential  private athroom  ull oard

Clic  on the lin  elow or ull details o  the courses currentl  o ered. ur o er is su ject to change.

https://www.pilgrims.co.uk/teacher-training-courses/pilgrims-in-segovia 



Vol 37 No 1 www.pilgrimsttj.com

© Pilgrims Ltd. 2024 All rights reserved.38

Archive - From the archive
Learning and growing as a teacher 2 educator: “I 
wouldn t e the person I am i  I wasn t a trainer  and 
I wouldn t e a trainer i  I hadn t developed into who I am  rion  eaven Vol 3  No 4

Author’s and Editor’s Corner
ow we came to co edit a oo  series Anne urns  ill ad eld Vol 30 No 1

eacher evelopment over time oodward et al Vol 32 No 1

ritish ouncil e oo s Alan ale   Ni  Peache  Vol 32 No 2

oo  evie   evie ed 
International Perspectives in L ed  aril n Lewis  Vol 30  No 1 

ducating econd Language eachers: 
he same things done di erentl   usan arduhn  Vol 31  No 2 

he career trajectories o  nglish language teachers  aril n Lewis  Vol 31  No 2 

a e it stic : he cience o  success ul learning  eth Lindstrom erg  Vol 32  No 3

How language are learned Marina Marinova Vol 36 No 1

ooperative Learning hrough a e ective Lens avid ra tree Vol 36 No 2

ritish ouncil eacher evelopment “How to  guides:  
In light of the impact of school closures during the pandemic,  
what competences do teacher educators utilise and wish to  
develop further in supporting teachers online  Alicia Artusi Vol 36  No 3

 ritish ouncil eacher evelopment “How to  guides:  
How can teachers best be supported in addressing the  
challenges associated with teaching English to learners  
with special educational needs and disabilities  avid rabtree Vol 36 No 3

ritish ouncil eacher evelopment “How to  guides:  
How can teachers best be encouraged to engage with  
research  published and their own practitioner in uir  Mercedes P re  erbain Vol 36 No 3

Assessment for E periential Learning ill ohnson Vol 36 No 3

ritish ouncil eacher evelopment “How to  guide How can  
interventions that focus on a  teacher identit , b  teacher  
motivation and c  teacher resilience be incorporated into  
existing CPD programmes that focus on more transactional  
and pedagogical s ills   Annie Altamirano  Vol 36  No 4

he Ps cholog  of reat eaching: Almost  Ever thing 
eachers ught to now  har a Dohnalova  Vol 36  No 4

Decentring EL : Practices and Possibilities  Cina P. Mosito  Vol 36  No 4 

Content and Language
Integrated Learning CLIL  

he lin  between the teaching and learning of Maths   
Ph sics through English at school and niversit   rancesca Costa  Vol 34  No 2 

The informal index of articles 
printed in The Teacher Trainer Journal

olume Thirt   on ards



Vol 37 No 1www.pilgrimsttj.com

39© Pilgrims Ltd. 2024 All rights reserved.

 L L te cher tr i i g Ale dr  p r ch  Vol 3  No 1

Current Research
h  do l g ge te chers eed the rese rch   Pe  r  Vol 30  No 1

ore rese rch is eeded  A m tr  too r  Al  le   Vol 30  No 1

Ah  r mm r te chi g does t h ve to e ori g  h mei   Vol 30  No 2

i d l ess tr i i g  sel  w re L    h  Lee  Vol 30  No 3

What’s in it for teachers and how can teacher  
ed cators help  lena . Ager  aniel erri Vol 31  No 2

Different Schools of Thought and Feeder Fields
m edding improvisation in teacher ed cation  aniel erri  Vol 30  No 2

he on e  anagement’ concept and L   a er amali  Vol 33  No 3 

Viewing P  thro gh the lens of mi Alire a ale i Vol 3   No 3

E-Matters
s as primers in L teacher training  hristopher Allen  Vol 31  No 1 

Increasing in-class participation with online tools  Ben Moorhouse  Vol 31  No 1 

Learning to teach online  Nicholas Northall  Vol 31  No 3

 elta hat  iona Price  Vol 32  No 1

British Council trainer development resource   Vol 32  No 1

he Min d game  An interactive we site on 
education polic   ichard Watson odd  Vol 32  No 3

Online teaching portfolios  Laura Hadwin  Vol 32  No 3

sing WhatsApp to improve out of class communication  Ben Moorhouse  Vol 32  No 3

Making remote teaching more effective  
through the communit  of en uir  irin o o  ilmas Vol 3  No 1

In-Service Training & Development
ta ing in late  

Involvement and commitment as an older L teacher  Brion  Beaven  Vol 30  No 1

10 things I tell new teachers  oseph  Price  Vol 30  No 1

Encouraging teachers to develop own materials 
for writing classes  Martin ugua   Vol 30  No 3 

Professional development late in an E L teaching career  Ana arcia- tone  Vol 31  No 1 

rend  talk and traditional practice  . Parthasarath   Vol 31  No 3 

Helping teachers to move from English corners’ to  Anna rulat    
Multilingual corners’ in the language classroom  eorgios Neokleous  Vol 31  No 3 

Investigating EL teachers’ conceptions of research  Wa ne rotman  Vol 31  No 3

eacher development workshops  given with the 
help of universit  students  Andrew arvis  Vol 32  No 1

Been teaching and training for a long time   essa Woodward  Vol 33  No 3

ops  urv  raining  ason Anderson  Vol 33  No 3

Blended practicum Instructor’s re ection r Meera rinivas 

  Dr Mahananda Pathak Vol 36 No 1

Cross-sectoral teaching and the interpla  of  
languages among E L teachers in Israel udith oel Vol 36 No 2

A re ective account of 2  and online teacher training in  
the pandemic  ennifer Book  Dan umner Vol 36 No 3

Reach out for inclusive teaching Nousheen Sajjad Vol 36  No 3



Vol 37 No 1 www.pilgrimsttj.com

© Pilgrims Ltd. 2024 All rights reserved.40

Pri ciples d pr ctice i  te cher ed c tio  m teri ls rio  e ve  Vol 3   No 

pporti g te cher ed c tors  sights rom  iel erri  lt  d

the British Council’s work Simon Borg Vol 36  No 5

Lorraine enned    Vol 30  No 1

Stace  Hughes   Vol 30  No 2

Maggie Milne   Vol 30  No 3

emma Prior   Vol 30  No 3

Sue Leather   Vol 32  No 1

Chris arrell   Vol 33  No 2

ill ohnson   Vol 35  No 1

Cina Mosito  Sian illiams   Vol 35  No 3

oanne Newton    Vol 35  No 3

Robert eather  Vol 36 No 1

Marijana Petrovic  Vol 36 No 2

Susan Hill ard   Vol 36  No 3

Maria Millar-Dumitrescu   Vol 36  No 4

Empowering educators: a conversation with Rachael Roberts  Vol 36  No 5

Decentering  Practices and possibilities  Hornb  rust Publication  2023 Vol 36  No 5

E Matters & It’s a Wired World
Digital natives  immigrants  Nick  Hockl   Vol 30  No 1

Just for Interest
Empowerment  Barb Pollard  Vol 30  No 1

Language Matters
reasure Hunting: Combining English Learning with   Andrew ri ths  Vol 34  No 2

Procrustes bed’ and the L  classroom  aber amali  Vol 34  No 2

raining new teachers  teaching high level students  B. . Morgan  Vol 34  No 2

Literature Matters
A touch o  L1 Literature in pre-service teacher training  Deni  Salli-Copur  Vol 30  No 2

Meet a Colleague/A Trainer Like Me
Christine l cher  erman    Vol 33  No 1

Miscellaneous
he migrant crisis and EL  education  Mike Chick  Vol 31  No 1

Embedding intercultural communicative competence 
training into a methodolog  session  Stace  inch  Vol 32  No 2

hat we do together matters: A stor  about team 
work during Panama eacher Match  Anna Markwica et al  Vol 32  No 2

Re ocusing m  lens: cultural responsiveness  C. ’Sullivan Sachar  Vol 33  No 1

Positivit  or teacher well-being  E. Ager and S. Mercer  Vol 33  No 1

A collaborative action research project  aber amali  Vol 34  No 2

Humanising an authoritarian lecture theatre  Mario Rinvolucri  Vol 34  No 2

Helping language teachers to address time management 
issues Pol chronous cultures   Ro  Arthur Edwards  Vol 34  No 2



Vol 37 No 1www.pilgrimsttj.com

41© Pilgrims Ltd. 2024 All rights reserved.

Conceptualising an anti-Machevelian approach  
in second language teacher education r a or amali Vol 3  No 1

nclusive teaching and learning  it s just good practice in  
teaching and learning  isn t it  i  short videos  usan ouglas  Vol 3   No 4

Observation & Feedback
Lowering o served teachers  a ective lter  Angelos ollas  Vol 31  No 1

Peer observation: Making it effective and achievable  Carole Robinson  Vol 31  No 1

Asking the right uestions  student created feedback  Anthon  ellick  Vol 32  No 1

bserving  re ecting  redesigning nglish classes  . Venkateswara  . ohn  Vol 33  No 1

 tips for a dialogic approach in feedback  atie ebb  Vol 33  No 3

eacher-generated observation criteria -  
providing teachers with control im uller Vol 3  No 2

Rumi’s attitude towards the role of teacher feedback

literac  in students’ learning Alire a Maleki Vol 3   No 

eat mapping for e ual and inclusive classroom monitoring homas ntwistle Vol 3   No 

eo e o train eo e
Andrew Robson  ridge rainer  Vol 31  No 2

Christina Astin  Ph sics teacher rainer  Vol 32  No 2

ean arber and Clare ogan  peech herapists  Vol 33  No 1

Possible TT course models & syllabuses
he importance of including homework in our 

teacher training programmes  Ben Moorhouse  Vol 31  No 3

he Man  the Bo  and the onke : Approaches to 
eacher training courses on creativit   udit eher  Vol 32  No 3

he C  bootcamp  L ohnke  Vol 33  No 2

he teacher bootcamp  . r l  Vol 33  No 2

A rowth Mindset  in an nglish Language 
eacher raining Programme  L. adwin  Vol 33  No 2

rom traditions to frameworks for  courses and orkshops  Brion  Beaven  Vol 33  No 3

Lowering observed teachers’ affective lter Angelos Bollas Vol 31 No 1

Peer observation: Making it effective and achievable Carole Robinson 

Asking the right uestions  student created feedback Anthon  ellick Vol 32 No 1

bserving  re ecting  redesigning nglish classes . Venkateswara  . ohn  Vol 33 No 1

 tips for a dialogic approach in feedback atie ebb Vol 33 No 3

  peech herapists Vol 33 No 1

welve top approaches to ualit  teaching and learning Phil e ter Vol 3  No 1

  

Pre-service training
un with uestions for student teachers  elen herwin  Vol 32  No 3

Developing student teachers’ professional skills abroad: 
PluriMobil resources  Anna C ura  Vol 32  No 3

he udsucker Pro : panding trainee teacher 
ideas about activit  creation  Christopher arth  Vol 32  No 3

he bene ts of peer assessment in PR   . arrone- hufran  Vol 33  No 1

Consistenc  clarit  and communication in PR   N. Bagule   Vol 34  No 2



Vol 37 No 1 www.pilgrimsttj.com

© Pilgrims Ltd. 2024 All rights reserved.42

N rr tive i ir  s o ti o s Pro essio l evelopme t   
 c se st d  o  m ridge Assessme t L  tr i ees  impso  Vol 3  No 2

Process Options
o  o  re ectio s  e  Lewi o es  Vol 30  No 1

he ile t e te  om riv ls   Vol 30  No 2

A g ided vis lis tio  ctivit  or te cher tr i ers  L r  dwi   Vol 31  No 3

Readings for Trainees
ips or st rt o   ew term  Nic  vid  Vol 30  No 1

 tips or  ew L L te cher  ri e i  o  Vol 30  No 2

he th o  l g ge le r i g  mo d eve e   Vol 32  No 2

peci ca  on entoring
sic pri ciples o  me tori g pre service L te chers  eli e l t  Vol 31  No 2

Virt l me tori g  cott ross  Vol 31  No 3

si g h ts pp or peer s pport i   me tori g progr mme  o  P r h m et l  Vol 32  No 1

L rge sc le te cher developme t thro gh me tori g  imo  org   P r h m  Vol 34  No 2

Teacher Selection & Evaluation
ooper ti g te chers  elie s o t ssessi g the pr ctic m  riel  el le  Vol 30  No 2

The Russell Stannard Column
si g oogle orms   Vol 30  No 3

Trainee Voices
emm  l er   Vol 32  No 2

osh derwood  Vol 32 No 3

im hompso   Vol 34 No 2

Trainer Materials & Resources
Signs of motivation: using a visual stimulus for

emotion focused discussion in teacher training  enn  Lewin ones  Vol 31  No 1

Principles and practice in teacher education resources  rion  eaven  Vol 31  No 2

10 t pes of visual communication in   ohn ughes  Vol 32  No 2

se stic  notes  L. ohn e  Vol 33  No 1

hrowing the course oo  awa   A. arin  . involucri  Vol 33  No 2

Small changes in teaching  . anselow  Vol 33  No 2

An online course for teachers on spo en grammar  . Paterson  Vol 33  No 2

he ommunit  of Practice for teacher educators  aggie ilne et al  Vol 33  No 3

he uisenaire© rods in language teaching  Steve irschhorn  Vol 3   No 4

14 easons to use graphic facilitation mil  r son  Vol 3   No 

Trainer session plan (& reports)
ala sia ound: A wor shop to prepare teachers

for future stud   ohn . igue  Vol 31  No 2

eacher eam uilding or shop odel  on Phillips  Vol 31  No 3



Vol 37 No 1www.pilgrimsttj.com

43© Pilgrims Ltd. 2024 All rights reserved.

Trainer Training
lli g i  to e cher r i i g  el ie oc e h s  Vol 30  No 2

o te t speci c e cher r i i g  l m A o eh   Vol 30  No 3

  Nick Bilbrough

he chool or nternational raining o   evin iddens 

rainers ourse  usan Barduhn  Vol 32  No 2

Training around the World
onte t speci c eacher raining  alam A ouneh   Vol 30  No 3

  Nick Bilbrough

East meets west  P. Dheram  Vol 30  No 2

e ico s bilingual post secondar  L L teachers  D. ie ker et al  Vol 33  No 1

An attempt to blend top down  bottom approaches

to in service language teacher education in hina  ason Anderson  Vol 33  No 3

An e ercise in re ective P anmar  PoPo haung in  oe atthews Vol 34  No 2

Di erent chools o  hought and eeder ields A trans ormative 

approach to learning  teaching andAssessment in HE  egan Atwood  Vol 34  No 2

Do Nothing eacher DN   evin iddens  Vol 34  No 2

Humanising English language learning in the 

post pandemic world ercedes P re  Berbain Vol 3  No 2

E L  Linguistic imperialism or a de ence o  democrac  harlie a lor Vol 3   No 4

Down memor  lane  Ne t ear Humanising Language

eaching will be 2  ears old Hanna r s ewska Vol 3   No 

 summer in alwa  teacher training at Pilgrims oanna Lisewska Vol 3   No 


