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Part1
Research on Teacher Training and Professional
Development

The first part provides a critical review of
research on teacher training and professional
development. This field of research is shown to
have been dominated by two different and rather
opposing approaches: the competency-based
approach and the reflective approach. These two
approaches are described in Chaps. 2 and 3,
respectively, and their strengths and weaknesses
are discussed. In Chap. 4, it is argued that we may
have to guard ourselves against narrowing down
the discussion to this classical dichotomy related
to content and develop an integrated approach to
teacher professional development that will focus
on improving the grouping of factors associated
with teacher behaviour in the classroom. For this
purpose, not only should reflection and
understanding of practice be encouraged, but
research on teacher effectiveness should also be
taken into account.

Chapter 1

Towards the Development of a Dynamic Approach

to Teacher Professional Development
Introduction

Teacher training and professional development are
considered essential mechanisms for enhancing
teachers’ content knowledge and developing their
teaching practices in order to teach to high
standards (Cohen & Hill, 2001; Darling-Hammond
& Mclaughlin, 1995; Smith & O’Day, 1991). Over
the recent years, the demand for improved quality
of teachingand learning and forincreased
accountability and higher academic standards has
put issues related to effective professional
development high on the agenda of educators,
researchers and policy-makers. Professional
development is usually used in a broad sense,
frequently encompassing ‘all types of learning
undertaken by teachers beyond the point of their
initial training’ (Craft, 2000, p. 9). According to
Guskey (2000), the term refers to those processes,
actions and activities designed to enhance the
professional knowledge, skills and attitudes of
teachers so that they might, in turn, improve the
learning of students.

Yactb 1
UccnepoBaHMA No NOAroToBKe U
npodeccuoHanbHOMY Pa3BUTUIO yuuTenen

B nepBoii YacTK AaeTcs KpUTUYECKUit ob63op
nccnefoBaHUiA Mo NOATOTOBKE U
npodeccuoHaibHOMY Pa3BUTUIO yYNTENEN.
MokasaHo, 4TO B 3TOM 06/1aCTN UCCIe40BAHWNI
OOMUHUPOBANU ABA Pa3/INYHbIX U OBOJIbHO
NPOTUBOMOIOMXKHbIX NOAX0Aa:
KOMMETEHTHOCTHbIN U pedNeKCUBHbIN. TN ABa
noaxoAa onucaHbl B rnasax 2 U 3 COOTBETCTBEHHO, U
06CYKAA0TCA UX CUbHbIE W C1abble CTOPOHBI. B
rnase 4, yTBEPXKOAETCA, YTO HaM, BO3SMOXKHO,
NPUAETCA OCTeperaTbCs Cy>KeHUsA 0bCyKaAeHnA 40
3TOM K/TaCCUYECKOM ANXOTOMUM, CBA3AHHOM C
MaTepuanom, u paspaboTtaTb KOMMNIEKCHbIN
noaxon, K npopeccMoHanbHOMY Pa3BUTUIO
yuuTenei, Kotopblit byaeTt cocpeoToyeH Ha
YAYULEHUN TPYNNMPOBKM GaKTOPOB, CBA3AHHbIX C
noseaeHvem yuntens B knacce. C 3Toi Lenbto
cnenyeT He TO/IbKO NOOLWPATb PAa3MbILLIIEHUA U
NOHUMAHWE NPAKTUKKU, HO U MPUHUMATb BO
BHMMaHMWe nccnenoBaHua speKTMBHOCTH
yuuTtenen.

fhasal

Ha nymv K pasBuTtnio gMHaMMYEeCKOoro nogxoaa K

npodeccMoHanbHOMY Pa3BUTUIO yuuTe e
BeepgeHue

MoproTtoBka 1 NnpodeccnoHanbHoe pasBuTHe
yuuTenen cCYNTatoTCA BarKHbIMM MeXaHM3MaMn A5
MOBbIWEHMWA YPOBHA 3HAHUI yuynUTENEN U PA3BUTUA
MX NefarorMyeckon NPaKTUKKM C Lenbto 06yyYeHus B
COOTBETCTBUM C BbICOKMMMU cTaHAapTamm (Cohen &
Hill, 2001 ; Darling-Hammond & McLaughlin,
1995 ; Smith & O’Day, 1991 ). B nocnegHue roapi
NoTPebHOCTb B yAy4YLLEHMM KAaYecTBa
npenogasaHuaA U 0by4eHusn, a TaKkKe B
MOBbIWEHWUW NOAOTYETHOCTU U Boslee BbICOKUX
aKaZeMMYEeCKUX CTaHAAPTOB NOCTaBWU/Ia BOMPOCHI,
cBsi3aHHble C 3PpPEKTUBHbIM NPOPECCUOHA/IbHBIM
pasBMTMEM, BO [1aBYy yria Ana npenogasaTtenei,
nccneposateniei U NoOUTUKOB. TepMUH
«npodeccroHanbHoe pasBuTneE» 0ObIYHO
NCMONb3YEeTCA B LUMPOKOM CMbIC/IE, HAcTO
oxBaTblBatOWEeM «toboe 0byyeHne, NosyYyeHHoe
YyYUTENMM 33 NpeaesaMmn UX HayasbHOro
obyuenusa» (Craft, 2000, p. 9). CornacHo Guskey (
2000 ), 3TOT TEPMUH OTHOCUTCA K TEM MpPOoLIeccam,
OENCTBUAM U AesTeNbHOCTHM, KOTopble
npezHasHavyeHbl gAs yaydlweHus
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Despite the recognition of its importance and the
pressures emanating from high stakes
accountability systems, most professional
development opportunitiesremain fragmented,
poorly aligned with curricula and inadequate to
meet teachers’ needs (Borko, 2004; Cohen & Hill,
2001; Corcoran & McDiarmid, 2000). In this
context, each year, schools, districts and
educational systems spend a considerable amount
of money and resources on in-service seminars
and other forms of professional development,
which are intellectually superficial and do not take
into accountwhat we know about effective
teaching and how teachers could better learn and
implement such practices (Ball & Cohen, 1999;
Kyriakides, Creemers & Antoniou, 2009; Putnam &
Borko, 1997). At the same time, educational
reform movements around the world are setting

ambitious goals for student learning (Borko, 2004).
However, although teachers generally support high

standards in teaching and learning, many teachers
are not prepared to implement teaching practices
based on such standards (Cohen, 1990; Elmore &
Burney, 1996; Elmore, Peterson & McCarthey,
1996; Grant, Peterson & Shojgreen-Downer, 1996;
Sizer, 1992). This is exactly why there is now more
than ever the need to support and guide teachers
to respond effectively to the growing demands of
increased accountability and the need to raise
student learning standards by developing effective
professional development programmes that can
promote change in classroom practices (Ball &
Cohen, 1999; Fullan &Miles, 1992; Putnam &
Borko, 1997; Spillane, 1999; Wilson & Berne,
1999).

Although researchers are beginning to examine
the effects of professional development on
teaching and learning, few studies have explicitly
compared the effects of different approaches to
professional development (Garet, Porter,
Desimone, Birman, & Yoon, 2001). Thus, there is a

npodeccroHanbHbIX 3HaHWUI, HaBbIKOB U
OTHOLWEHMA yuynTenei, ytobbl Te, B CBOIO ovepesp,
MOF/IN YNYYLWNTb 0ByYeHMe yyaLumxcs.

HecmoTps Ha NpU3HaHWE ero BasKHOCTU U
AaBneHue, ucxoaalllee ot CMCTemM NoA0TYETHOCTU
BbICOKOW BaXHOCTU, BONbLUMHCTBO BO3MOMHOCTEN
nNpo¢eccMoHanbHOro Pa3BMTUA OCTaKOTCA
dparmeHTMPOBaHHbIMM, MIOXO COrIaCOBaHHbIMM C
y4ebHbIMM NporpaMmamMm U He,oCTaTOYHbIMK ANA
yO0BNeTBOpPEHUn noTpebHocTen yuntenei (Borko,
2004 ; Cohen & Hill, 2001 ; Corcoran &
McDiarmid, 2000 ). B 3TOM KOHTEKCTe Kaxable
ro, WKo/a, OKpYyr 1 cuctema obpasoBaHuA TpaTAT
3HAUYUTE/IbHOE KONIMYECTBO AEHEr U PeCypCcoB Ha
cemuHapsbl 6e3 oTpbiBa OT NPOU3BOACTBA U Apyrue
dopmbl npodeccMoHanbHOro PasBUTUS, KOTopble
ABNAOTCA UHTENIEKTYa/IbHO MOBEPXHOCTHLIMM U
He NPMHUMALIOT BO BHMMAHME TO, YTO Mbl 3Haem 06
3¢ PeKTUBHOM 0OYUYEHUM U TO, KaK yunTenss MoryT
Nlydlue 1M3y4YaTb U NPUMEHATb Takne nNpakTuku (Ball
& Cohen, 1999 ; Kyriakides, Creemers & Antoniou,
2009 ; Putnam & Borko, 1997 ). B To *Ke Bpems
OBUKeHus 3a pedopmy 06pa3oBaHUA BO BCEM
MUpe CTaBAT BbICOKME L,en No oby4yeHuto
yyawmxca (Borko, 2004 ). U, xoTa yuntens B
Le/IoM NoaaeprKUBAOT BbICOKME CTaHAAPTbI
npenogasaHns N oby4yeHus, MHOTUE U3 HUX He
roToBbl NPUMEHATb METoAbl 06yYeHus,
OCHOBaHHbIe Ha Takux ctaHgapTax (Cohen, 1990 ;
Elmore & Burney, 1996 ; ElImore, Peterson &
McCarthey, 1996 ; Grant, Peterson & Shojgreen-
Downer, 1996 ; Sizer, 1992 ). MUmeHHO nosTOMy
ceiyac bonee yem Korga-nmbo cywecteyeT
noTpebHOCTb B NOAAEPKKE N PYKOBOACTBE
yuuTenen, 4tobbl OHU Mornv adHEeKTUBHO
pearvpoBaTb Ha pacTylime TpeboBaHuA
NoBbILLIEHNA OTBETCTBEHHOCTU N HEOBXOANMOCTb
MOBbILLIEHMA CTaHAAPTOB 06yYeHMA yUaLmMXCcs
nyTem paspaboTkm adEeKTUBHbIX NPOrpamm
npodeccMoHanbHOro pasBUTUA, KOTOPbIe MOTYT
CNocobCcTBOBATb U3MEHEHUAM B NPaKTUKe paboTbl
B Knacce (Ball & Cohen, 1999 ; Fullan & Miles,
1992 ; Putnam & Borko, 1997 ; Spillane, 1999 ;
Wilson & Berne, 1999 ).

XoTA uccnenoBsaTenn HauMHaOT U3yYaTb BAUAHME
npodeccroHanbHOro pa3BUTUA Ha NpenogasaHme
1 0byyeHune, MNLLb B HEMHOTUX UCCIeA0BaHMAX
NpPAMO cpaBHMBatOTCA 3 dEKTbl PasAUYHbIX
noAaxoA08 K NpodeccMoHaNbHOMY Pa3BUTUIO
(Garet, Porter, Desimone, Birman, & Yoon, 2001 ).




clear need for new, systematic research on the
effectiveness of alternative strategies in relation to
professional development. Thisis also stressed by
the USA National Research Council, supporting in a
research review the need for more research
studies to determine the efficacy of various types
of professional development activities (Bransford,
Brown, & Cocking, 1999). In this context, it is
acknowledged that in the literature of teacher
professional development, there exist a variety of
views on the methodology, structure and
philosophical perspectives of different approaches
to teacher training and professional development
and the role of teachers in the developmental
process (Day, 1999; Hargreaves, 1994).

In particular, Zeichner (1983) was the first to
identify and describe the four representative
paradigms in teacher education and professional
development. He defines paradigm as a ‘matrix of
beliefs and assumptions about the nature and
purposes of schooling, teaching, teachers, and
their education that gives shape to specific forms
of practice in teacher education’ (p. 3). The first is
the traditional craft paradigm, an apprenticeship
model, focusing on the accumulation of wisdom,
based on the field experiences of teaching involving
thetrialand error of practitioners. The second
paradigm is what Sprinthall, Reiman and Thies-
Sprinthall (1996) call the expending the repertoire
paradigm. The focus of this approach is less on
highly explicit and discrete instructional strategies
and teaching skills and more on the acquisition of
comprehensive instructional models of teaching,
like direct instruction (knowledge transmitter
model), inductive inquiry and interpersonal
approaches to learning. Then, predominant in
teacher education is the competency- based
paradigm also known as the expert paradigm.
Based on a technical production metaphor and
positivistic epistemology, this paradigm focuses on
mastery of knowl- edge and teaching skills
identified by expert academics and university
researchers. Finally, opposing the competency-
based paradigm is the inquiry-oriented
paradigm, also known as the holistic or reflective
paradigm, which is more like a metaphor of
liberation. This paradigm emphasises the

Takum 0bpasom, CyLLeCTBYeT ABHAA NOTPEOHOCTL B
HOBbIX CUCTEMaTUYECKUX UCCNea0BaHNAX
3pPEeKTMBHOCTU a/IbTEPHATUBHbIX CTPaTErnii B
OTHOLLIEHUM NPOdECCUOHANBbHOMO PasBMTUA. ITO
TaK»Ke noavyepkmeaeTcs HaumMoHanbHbIM
nccnegosatenbckum copetom CLUA,
noafeprKMBatoLLMm B cBoeM 0630pe
nccnenoBaHMM HEOHBXOANMOCTb AOMNOAHUTEIbHbIX
nccnenoBaHui ans onpeaeneHus sdPeKTUBHOCTH
pa3/InYHbIX BUAOB AEATENbHOCTM NO
npodeccmoHanbHoMy passuTuio (Bransford,
Brown, & Cocking, 1999 ). B 3Tom KOHTeKcTe
npu3HaeTca, YTo B INTepaType no
npodeccMoHanbHOMY Pa3BUTUIO yuuTeNel
CyLLecTBYeT MHOECTBO B3r/14408B Ha
METOZ0/I0TUI0, CTPYKTYPY M dunocopckme B3rnsapl
pa3/IMYHbIX NOAXOA0B K NOATOTOBKE U
npodeccMoHanbHOMY PasBUTUIO yumTeNEN, a
TaK)Ke Ha Po/ib yYnTenen B npouecce pasBuTuA
(Day, 1999 ; Hargreaves, 1994 ).

B yactHocTtu, UanxHep ( 1983 ) 6611 nepBbiM, KTO
naeHTMdMLMpPOBan U onucan Yetbipe
penpeseHTaTMBHbIE NAPaAUTMbl B
nefarormyeckom o6pasoBaHum u
npodeccnoHanbHOM pa3suTuK. OH onpeaenset
napagurmy Kak «Matpuuy yoexaeHun un
NpPeAnoN0XKeHUI 0 NPUpoae U Lenax obydyeHus,
npenogasaHusA, yuntenen n nx ob6pasoBaHus,
KoTopasa GopMmnpyeT KOHKpPETHble GOPMbI
NPaKTUKKN Negarormyeckoro obpasosaHmna» (cTp.
3). MNepBblii - 3TO TPAaAUUNOHHAs napaduema
pemecna, Mogenb y4eHNYeCTBa,
OpPUEHTMPOBAHHAA HA HAKOMAEHWE MYAPOCTH,
OCHOBAHHAaA Ha NPaKTUYECKOM OnbITe
npenogasaHuA, BKAOYatoLWeM MeToa, npob m
OWMBOK NPaKTUKYOLWMX. BTopas napagurma - ato
TO, YTO CNPUHTXO0AN, PelimaH u Tus-CnpuHTxonn (
1996 ) Ha3bIBAlOT MapaguMrmon pacuupeHus
perniepmyapd. B LeHTpe BHUMaHWUA 3TOro NoaxoAaa
He CTO/IbKO YETKO BbIParKEHHbIE N AUCKPETHblE
y4ebHble CTpaTernm U HaBblKM NPenogaBaHus,
CKOJ/IbKO YCBOEHME BCEOOBEMOLLMNX YYEOHDBIX
Mogaenein obyyeHus, TaKMX Kak Npamoe obyyeHue
(mopenb nepenaym 3HaHUM), MHAYKTUBHbBIN 3anpoc
N MEXKIMYHOCTHbIE NOAXOAb! K 0By4YeHMt0. 3aTem B
nefarormyeckom obpasoBaHum npeobnagaet
KoMnemeHmMHOCMHAA napaduema, TakKe
N3BECTHaA KaK napaduama sKcrnepmoas.
OcHoBaHHaA Ha MeTadope TEXHNYECKOTO
NPOM3BOACTBA MU MO3UTUBUCTCKOMN IMUCTEMONIOTUN,
3Ta napagmrma poKycupyeTca Ha OBaeHUN
3HAHWAMM M HaBbIKaMM NPenogaBaHus,




development of teachers’ capacity for reflective
action through an examination of the moral and
political implications of their teaching.

Other analytical frameworks also exist with
underlying principles similar to the ones
identified by Zeichner (1983). For example, Tanner
and Tanner (1990) distinguish between a
traditionalist and a progressive movement. The
traditionalist movement is based on an economic
model in which the function of education is
conceived of as the transmission of the culture (a
conception from which the academic tradition
originated), which is assumed to remain
unchanged and permanent. From this
perspective, the functions to be performed by
teachers and the content to be transmitted to
students are predetermined, and teaching is based
on authority and discipline, which reminds us of
the main principles of the competency-based
approach (CBA). The progressive movement, a
reaction to the traditional approach to education,
has its origins in the emergence of science as a
means to develop educational knowledge but also
in the idea that people create and develop their
own knowledge and culture and that education
should serve the process of transforming society
(Kliebard, 1986); this resonates with some of the
elements of the holistic approach (HA) to teacher
professional development.

The CBA has had a significant effect on teacher
training and development from the 1980s
onwards, both in terms of development needs
(e.g. Further Education National Training
Organization, 2001) and the methodology used in
teacher training and professional development
programmes (Brooks, 2002; Last & Chown, 1996).
In this context, competences and standards for
teachers can be found nowadays throughout the

onpeageneHHbIMM OMNbITHbIMU aKageMUKaMn U
nccieaoBaTeNaMmn yHMBEPCUTETOB. HaKkoHel,
NPOTUBOMNONONKHON KOMIEMEHMHOCMHOU
napadueme , ABAseTCA napaduzma,
OpUEHMUPOBAHHAA HA 3AMPOCHI , TAKKe
M3BECTHAanA KaK Ues10CMHaA unu pe@aeKkcusHas
napaduema, Kotopas bo/blie NOXoXKa Ha
meTadopy packpenolleHua. 3Ta napaanrma
noa4YyepKuBaeT pa3BUTUE CNOCOBHOCTM yuuTenei K
pedneKCMBHbIM AENCTBUAM NOCPEACTBOM
n3y4yeHnA MopanbHbIX U MOSIUTUYECKUX
nocieAcTBUM X 0ByYeHUs.

CyLLecTBYIOT U ApYyrMe aHaIMTUYECKME OCHOBSI, B
OCHOBE KOTOPbIX /IeXKAT NPUHLMMbI, NOA06HbIe
Tem, KoTopble 6bi1n onpeaeneHsbl LlaixHepom (
1983 ). Hanpumep, TaHHep 1 TaHHep ( 1990 )
NPOBOAAT PasnyuMe MeXay TPaAULMOHANUCTCKUM
W NPOrPEeCCUBHBIM ABUNKEHUEM.
TpaAMUMOHANNCTCKOE ABUMKEHNE OCHOBAHO HA
3KOHOMMWYECKOIM MOoAEeNN, B KOTOPOM GyHKLMA
06pa3oBaHUA NMOHMMAETCA KaK Nepesaya
KyNbTYpbl (KOHLENLMN, U3 KOTOPOI NPOM30LLAN
aKaZeMuyeckme Tpaamumnm), Kotopas, Kak
npeanonaraeTcs, OCTaeTcs HEM3MEHHOM U
NocTosiHHOM. C 3TON TOYKM 3peHunna GYyHKLUN,
KOTOpPble A0/KHbI BbINOJHATHCA YYUTENAMM, U
MaTepuan, KoTopbli AoMXKEH BbITb NepeaaH
yyawmmces, npegonpeaeneHol, a obyyeHme
OCHOBAHO HAa aBTOPUTETE U AUCLMUNANHE, YTO
HaNnOMWHaEeT HaM 06 OCHOBHbIX NPUHLMNAX
noaxoja, OCHOBaHHOIo Ha komneTteHuusax (CBA).
MporpeccMBHOE ABUNKEHUE - PEaKLMA HA
TPaAMLUMOHHbBIN Noaxoa K obpasoBaHuto, bepet
CBOE HaYa/o C NOAB/IEHMA HAYKM KaK cpeacTBa
pa3BuTUA 06pa3oBaTe/IbHbIX 3HAHMI, HO TaKXKe U
U3 MAEM, YTO NIIOAM CO34at0T U PA3BMBAIOT CBOU
CO6CTBEHHbIE 3HAHWUSA U KY/IbTYPY U YTO
06pazoBaHME AONMKHO CAYKUTb NpoLLeccy
npeobpasoBaHua obuectsa (Kliebard, 1986 ); ato
NnepekIMKaeTcs C HEKOTOPbIMU 31EMEHTaMM
uenoctHoro noaxoza (HA) kK npodeccroHanbHomy
Pa3BUTUIO yUUTENEN.

CBA oka3an 3HauuTeIbHOE BAMAHME Ha
NOAroTOBKY U pPa3BUTUE yumTenen HaumHana ¢ 1980-
X FOZ10B, KaK C TOYKM 3peHua noTpebHocTel B
pa3suTUK (Hanpumep, HaumoHanbHasA
opraHuM3auus NoBblleHMA KBanndukauymm, 2001 ),
TaK U METOA0/I0TUN, UCNONb3YyEMON B MPOrpaMmmax
NoAroTOBKM M NOBbILWEHNA KBaAUbUKaLMn
yuuteneit (Brooks, 2002 ; Last & Chown, 1996 ).

B 3TOM KOHTEKCTE KOMMETEHLMUN N CTaHAAPTbI ANA




developed world (Christie & O’Brien, 2005). Such
standards refer to competences expected at
different stages of a teacher’s career and provide a
frame- work for the development of teacher
professional development programmes. On the
other hand, the dominant approach nowadays to
teacher training and professional development is
that of reflective practice (Golby & Viant, 2007).
This approach refers to various practices, ranging
from reflection as a component of skill and a
means of fostering effective teaching to reflection
as a heightening of one’s aware- ness of social
justice in educational practice. At the same time,
the holistic nature of this approach refers to a
certain vagueness in relation to the content of
teacher reflection, which may include all skills,
attitudes, perceptions, motivation and moral
disposition associated with teaching and learning
(Cruickshank & Metcalf, 1990; Feiman-Nemser,
1990). Thus, the next two chapters of this book
describe the two dominant approaches to teacher
professional development and elaborate on their
strengths and weaknesses.

Nevertheless, many researchers in the field of
teacher professional development are critical of
the eclectic approach often reflected in teacher
education programmes since elements of these
traditions are combined in different ways (e.g.
Donmoyer, 1996). Merging elements of different
paradigms are also supported by Zeichner (1983)
himself who argues that these traditions are not
uniform, that they overlap and contain
contradictions and tensions but that the principles
that underlie them are helpful in analysing the
implications for teacher education and teaching in
general. Thus, in the fourth chapter of this book,
we argue for the need to develop an integrated
approach by merging elements of the two
dominant approaches to teacher professional
development in order to overcome their main
weaknesses and enhance their potential to make
a significant impact on teaching practices and
student learning. In particular, it is argued that
reflection needs to be predicated upon something
to think about (Zeichner, 1993). That is, there must
be content which is clearly related to teaching

yuuTenen cerogHa MoXKHO HaMTM BO BCEM Pa3BUTOM
mupe (Christie & O’Brien, 2005 ). Takue
CTaHAAPTbl OTHOCATCA K KOMMNETEHUMAM,
OXKMOAEMbIM HA PA3HbIX 3Tanax Kapbepbl y4nTens,
n obecneymBaloT OCHOBY A4 pa3paboTku
nporpamm npodeccMoHabHOro pa3BUTUA
yuuteneit. C apyroii CTOpOHbI, B HacToALLEe Bpems
OOMUHUPYIOLLMM NOAXOAO0M K 06y4YeHMto n
npodeccMoHanbHOMY Pa3BUTUIO yuuTeNEN
aABnseTca pediekcMBHan npakTuka (Golby & Viant,
2007 ). 9TOT noAxoA, OTHOCUTCA K Pa3nyHbIM
NpPaKTMKam - OT ped1eKCUM KaK KOMMNOHEHTA
HaBbIKOB M CpeACcTBa coaencTeusa apGeKTMBHOMY
obyyeHuto f0 pedaeKkcnn Kak NoBbILLEHMS
0CBELOMJ/IEHHOCTUN O COLMANbHOM
cnpaBegaMBOCTM B 06pa3oBaTe/ibHOM NpaKTuKke. B
TO }Ke BpeMs L,e/IOCTHbIN XapaKTep 3Toro nogxoaa
OTHOCUTCA K HEKOTOPOW HeonpeaeneHHOCTH B
OTHOLLEHUW COAEPHKAHUA PA3MbILLIEHWUN yunTeNS,
KOTOPOE MOMKET BK/OYATb BCE HABbIKMY,
OTHOLLEHMWA, BOCMPUATUS, MOTUBALMIO U
MOpa/ibHble YCTOM, CBSA3aHHble C MpenosaBaHMem
n obyyeHuem (Cruickshank & Metcalf, 1990 ;
Feiman-Nemser, 1990 ). Takum obpasom, B
cneayowmx AByX r1aBax 3TON KHUTM ONUCLIBAOTCSA
ABa AOMUHUPYIOLWMX NOAX0A4a K
npodeccMoHanbHOMY PasBUTUIO yunTENEN U
nogpobHO pPaccmMaTpPMBAOTCS UX CUJIbHbIE U
cnabble CTOPOHbI.

Tem He meHee, MHOTWE MUccnenoBaTenn B ob6nactu
npodeccMoHabHOro Pa3BUTUA yuuTenemn
KPUTUYECKM OTHOCATCA K SKNEKTUHHOMY NOAXO4Y,
KOTOPbIM YacTO OTPAXKAETCA B MpOrpaMmmax
06yYeHuUA yunTenen, NOCKONbKY 31EeMEHTbI 3TUX
TPaAMLMIA COYETAOTCA NO-pPasHOMY (Hanpumep,
Donmoyer, 1996 ). CansHne anemeHToB
pa3INYHbIX NAaPaAMTM TaKKe NoAaepKUBaeTCA
camum LanxHepom ( 1983 ), KOTopbI yTBEPKAAET,
YTO 3T TPALMULUM HE eAMHO0DBPA3HBI, YTO OHU
nepecekalTCa U coaepaT NPOTUBOPEYUNA U
HEeCOOTBETCTBMA, HO YTO NMPUHLMMbI, IeXKaLme B nx
OCHOBE, NOJ/Ie3HbI NPU aHAM3e NOCNeACTBUIA ANA
nesarormyeckoro obpasoBaHuaA U NpenogaBaHua B
uenom. Takmm ob6pa3om, B YETBEPTOM r/1aBe 3TOM
KHUIM Mbl NPUBOAMM [,0BOAbI B MONb3Y
HeobXxoAMMOCTU Pa3paboTKM KOMMEKCHOMO
noaxonaa nytem ob6beAMHEHUA 3/1EMEHTOB ABYX
OOMUHUPYIOLLMX NOAX0A0B K
npodeccrMoHasbHOMY PAa3BUTUIO yUUTENEN, YTODDI
npeoaoneTb UX OCHOBHbIE HEAOCTATKM M NMOBbICUTb
WX NOTEHLMAN ANA OKa3aHUA 3HAYUTENbHOIO
B/IMAHMA Ha NefarorMyeckyto NPakTMKy u




skills to address the needs of different groups of
teachers, supported by validated theoretical
frameworks. At the same time, teachers’ critical
reflection in relation to these teaching skills should
be encouraged. Thus, both teacher experiences
and critical reflection and the knowledge base of
educational effectiveness research (EER) revealing
groupings of teaching skills, should constitute the
major elements of teacher training and
professional develop- ment programmes.

Apart from the philosophical perspectives and the
methodology to be employed, in our efforts to
develop an effective professional development
programme, we also need to clarify that such
programmes could have various targets related to
teacher knowledge and practices. A useful schema
to help us overview the variations of such
knowledge and practices has been proposed by
Shulman (1987), who identifies seven types of
teacher knowledge: pedagogical knowledge,
content knowledge, curriculum knowledge,
pedagogical content knowledge, knowledge of
learnersand their characteristics, knowledge of
educational contexts ranging from the workings of
the groups or classroom, the governance and
financing of school districts to the character of
communities and cultures and finally, knowledge
of educational ends, purposes, values and of the
philosophical and historical bases of education.
Among these categories, this book focuses on how
we could effectively develop teachers’ pedagogical
knowledge. Pedagogical knowledge goes beyond
knowledge of subject matter to that required for
effective teaching. From this perspective, it relates
toteacher behaviour in the classroom that can
maximise student learning gains. This is important,
as identifying specific practices, fundamental to
supporting student learning, is at the heart of
building an effective system for the professional
training and development of teachers (Ball &
Forzani, 2011).

obyyeHue. B 4acTHOCTH, yTBEPXKAAETCA, YTO
pednekcma 40KHA OCHOBbLIBATLCA Ha TOM, O YEM
HY*XHO AymaTb (Zeichner, 1993 ). To ecTb Ha
COAEPKUMOM, IBHO CBA3AHHbLIM C HaBbIKaMMU
npenogasaHua 414 y40BAETBOPEHMUSA
noTpebHoCTel Pa3AUYHbIX TPYNN yYynuTenen,
noaKpeneHHOM NPOBEPEHHbIMU
TEopeTMYECKMMU pamKamu. B To ke Bpems
cnefyeT NoowWpPATb KPUTUYECKOE OCMbIC/IEHNE
YUYUTENAMM STUX NeSarormyecknx HaBblKoB. TakUm
06pa3om, KaK OnNbIT yUUTeNs, Tak U KpuTUYeckoe
OCMbICNIEHME, A TaKKe 6as3a 3HAHWUI UccnesoBaHUSA
addekTnBHOCTM 0bpasoBaHuA (EER), BbisiBaAOLWan
rPynnMpOBKKM NefarorMyeckmx HaBblKOB, JOJIXKHbI
COCTaB/IATb OCHOBHbIE 3/IeMEHTbI MPOrpamm
NoAroTOBKM M NpodeccMoHanbHOro pasBUTUS
yuntenen.

Momumo dnnocodCcKknx nepcnexkTms m
NPUMEHAEeMOoN MeTOA0/1I0TUK, B HALLUX YCUAUAX NO
pa3paboTke apdeKTUBHON NPOrpammbl
npodeccMoHabHOro Pa3BUTUA HAM TaKxkKe
HeobX0AMMO YTOYHUTb, YTO TaKME NPOrPaMMbl
MOFYT UMETb Pas/InyHble LLean, CBA3aHHbIe CO
3HAHMAMM U NPAKTUKOW yunuTenen. NonesHan
CXema, KoTopasa NOMOXKET HaM NPOaHAIM3MPOBATb
BapMaLMM TAaKMX 3HAHUI U NPAKTUK, Bblna
npegnoxeHa LynbmaHom ( 1987 ), KoTopblit
BblAeNAeT CeEMb TUNOB 3HAHUI yunTeNs:
nefarormyeckme 3HaHuA, 3HaHWe maTepuana,
3HaHWe y4ebHOM NPOorpaMmbl, 3HaHMA
nesarormyeckoro coaepsKaHua, 3HaHMe yyalLmxcs
N Ux ocobeHHOoCTeN, 3HaHMe 06pa3oBaTe/IbHOrO
KOHTEKCTa, HauMHas ¢ paboTbl B rpynnax uam
Knacce, ynpasaeHua U GUHAHCUPOBAHUSA
LUKONIbHbIX OKPYroB A0 XapaKTepa coobLecTs 1
Ky/bTYpP W, HAaKOHeL, 3HaHMe 06pa3oBaTesIbHbIX
uenen n ueHHocten n GrunocodCKUx u
NCTOPUYECKNX OCHOB 0bpasoBaHuMA. Cpean aTux
KaTeropui, AaHHaa KHWUra NoceBsALWeHa TOMy, KaK
Mbl MOT/IN 6bl 3¢ EKTUBHO Pa3BMBaATL
nefarormyeckme 3HaHua yumTenen.
Menarornyeckmne sHaHUS BbIXOAAT 32 PAMKU
3HAHMA NpeaMeTa U3YYeHUA K 3HAHUAM,
HeobxoamMmbim ana addeKTUBHOro o0bydeHus. C
3TOW TOYKM 3PEHMA, 3TO OTHOCUTCA K MOBEAEHUIO
YUYUTENs B Kiacce, KOTOPOE MOXKET
MaKCMMM3MPOBaATb YCNEBAEMOCTb YYaLMXcs. ITO
BA*KHO, MOCKOJ/IbKY onpeaeneHne KOHKPETHbIX
NPaKTUK, UMetoWwnx GyHAaMEHTabHOE 3HaYeHMe
ONA NOAAEPKKM 0OYUHEHMA YUYALLMXCA, IEKUT B
OCHOBE NOCTPOEHUA 3PPEKTUBHOM CUCTEMDI
npodeccrMoHasbHOro 06y4YeHUs 1 Pas3BUTUA




However, a review of the literature reveals that,
despite the amount of studies on teacher training
and professional development, the vast majority
of these seem toignore the results of EER, which
describes exactly how teacher factors and teaching
skills contribute to student learning. Since every
effort to train teachers inevitably refers to what an
effective teacher is or how an effective teacher
should behave in the classroom in order to
maximise the learning potential of the students,
we argue in this book that teacher professional
development programmes should be linkedto the
results deriving from research on teacher
effectiveness. This argument was put forward
three decades ago but was not developed further,
either for research or for policy purposes.
Specifically, Gage (1978) claims that research on
teacher profes- sional development and on teacher
effectiveness has been conducted separately and
with little reference to one another. In addition,
Katz and Raths (1984) support that very few
investigators of training methods have rationalised
the content of the pro- fessional development
programmes by taking into consideration research on
teaching effectiveness and very few have evaluated
the impact on student learning of the teaching
skills they developed. At the same time,
researchers on teacher effective- ness have spent
little time speculating about the methods that
might be used to develop teaching skills that were
found to be associated with student outcomes.
Three decades after the publications by Gage
(1978) and Katz and Raths (1984), very similar
conclusions about research on teacher education
were drawn by the AERA panel on research in
teacher education (Cochran-Smith & Zeichner,
2005). This mutual isolation is particularly
unfortunate for anyone attempting to draw
implications for teacher education and
professional development from research on
educational effectiveness. It can be claimed that
research on teacher training and development
should increasingly take into account the results of
research on teacher effectiveness, addressing the
skills and competencies that are found to
contribute to student learning.

yuutenen (Ball & Forzani, 2011).

OfHako 0630p AMTEpPaATYypbl MOKa3bIBaEeT, YTo,
HECMOTPA HA KOZIMYECTBO UCCNEA0BAHMI NO
BOMPOCAaM MOArOTOBKMU M NPOodeccMoHabHOro
pa3BUTUA yunTeNel, noaasnaaowee 60/bLLMHCTBO
U3 HUX, MOXOXe, UTHOPUPYIOT pe3ybTaTbl EER,
KOTOPble TOYHO OMMUCBIBAIOT, KaK GAKTOPbI YYUTENA U
HaBbIKW NpenoaaBaHuA BAMAIOT Ha 00yYeHne
yyawmxca. [oCKoNbKy Kaxaaa mepa,
HanpaBieHHasA Ha 0bydyeHue yumTeiein HensbexHo
CCbINIAETCA HA TO, KAKUM A,0/1KeH ObITb

3 EKTMBHBIN YUUTEND UK KaK 3DDEKTUBHDIM
YyunTeNb SOMKEH BECTU cebs B Knacce, YTobbl
MaKCMMM3MPOBATb Y4EOHbIN NOTEHUMAN YYaLLMXCS,
B 3TOM KHUIe Mbl YTBEPKAAEM, YTO NPOrpaMmmbl
Npo¢deccMoHaIbHOro PasBUTUA yunTENEeN A0MKHbI
ObITb CBA3aHbI C pe3y/ibTaTaMu UCCNef0BaHUA
3bdEKTUBHOCTM yunTeneit. ITOT apryMeHT 6bin
BbIABUHYT TPW AECATUNETUA Ha3ak, HO He NOoaYy4YnN
JanbHeWLwero pasBuTUA HU B UCCNEA0BATE/IbCKUX,
HW B NOUTUYECKUX Lensax. BuactHocTu, Fera (
1978 ) yTBEpPKAAET, UTO UCCNEA0BaHMUA
npodeccnMoHabHOro Pas3BUTUA yuuTeNen n

3¢ PEeKTUBHOCTU yunTenen NnpoBoaUINCh
pa3aenibHO M He CCbINanach APYr Ha Apyra. Kpome
Toro, Kaw, u PaTc ( 1984 ) yKa3bIBatoT, YTO OYEHb
HEeMHOr1e uccneaoBaTeNM MeToaoB 0byyeHun
paLMOHaNM3MPOBANM COAEPKAHUE NPOrPaMM
npodeccMoHasbHOro Pa3BUTUA, NPUHAB BO
BHMMaHMWe nccnefoBaHuA 3GeKTMBHOCTH
npenogasaHuA, U 04eHb HEMHOIME U3 HUX
OLeHUIN BAUAHWE HA 0ByYeHMe yYawmxca
NPMOBpPETEHHbIX UMW NEAArOTMYECKUX HABbIKOB.
B 1O e Bpemsa uccnenosatenn sppeKTMBHOCTH
yuuTenemn yaenanam mano BpeMeHu
pasMbILWNEHNAM O METOAAX, KOTOPbIE MOXKHO
6b1710 6bl UICNONB30BATD A5 PA3BUTUA HAaBbIKOB
npenogasaHusa, KOTOpble, Kak BblN0 YCTaHOBAEHO,
CBA3aHbI C pesyabTaTaMu yyawmxcs. CnycTta Tpu
aecatuneTtus nocne nyé6amkaumii Nrengxxka ( 1978 )
1 Kaua mn Patca ( 1984 ), oueHb NOXOXMe BbIBOAbI
06 nccnefoBaHMAX NegarorMyeckoro 06pasoBaHus
611K caenanbl rpynnoit AERA no nccnegosaHmam
negarornyeckoro obpasosanua (Cochran-Smith &
Zeichner, 2005 ). 3Ta B3aMmHas usonauma
0CO06EHHO HEMPUATHA AN TEX, KTO NblTaeTca
N3B/IeYb 3HAYEHME A/1A NeSarormyeckoro
06pa3oBaHUA U NPodeccMOHANbHOMO Pa3BUTUA U3
nccneaoBaHuii apdeKTMBHOCTN 06pa3oBaHmA.
MOXHO yTBEpPKAaTb, YTO UCCNeL0BaHMSA
NOArOTOBKM U Pa3BUTUA yuUTeNel AONKHbI BO BCe
60/1blUEei CTeNEHN YYNUTbIBATb PE3Y/bTaTbl




The Rationale of a Dynamic Approach to Teacher
Professional Development

This book supports the development of a dynamic
approach to teacher education and professional
development which could make a contribution
towards merging the findings of EER with the
initiatives to improve education in general and
particu- larly teacher training and professional
development. Since EER aims to identify factors
associated with student achievement, we make
use of the available knowl- edge base to identify
those factors that are found to be associated with
student achievement. Although there are many
different approaches to learning, such as the direct
active teaching approach (Joyce, Weil & Calhoun,
2000) and the new learning approach (Schoenfeld,
1998), which refer to different skills that teachers
need to develop, the proposed dynamic approach
is based on the assumption that an evi- dence-
based approach to teacher training and
professional development should be adopted.
Rather than focusing on a specific approach to
teaching, teacher training and teacher professional
development should be concerned with
developing those skills that are found to be
associated with successful learning outcomes,
irrespective of the approach from which they are
derived.

The second essential characteristic of the dynamic
approach has to do with the fact that teacher
factors concerned with teacher behaviour in the
classroom are related to each other. In this
context, the concept of grouping of factors has
been proposed (see Creemers & Kyriakides, 2008b)
in an attempt to establish more comprehensive
improvement strategies. Thus, teacher training
and professional development should not be
concerned with the development of isolated
teaching skills but with different types of teacher

nccnenoBaHnin apGeKTUBHOCTU yunTenen,
06palLanch K HaBbIKAM M KOMMNETEHLMAM,

KOTOpble, KaK YCTaHOB/MEHO, CNoCcobCTBYIOT
obyyeHuto yyalmxca.

O60CHOBaHMe AMHAMMUYECKOro NoAaxoaa K
npodeccuoHaNbHOMY Pa3BUTUIO yuuTenen

OTa KHUra nogaepmeaeTt passutme
OVNHAMMYECKoro noaxoaa K negarormiyeckomy
06pasoBaHuUIO U NPoPeccMoHaNbHOMY Pa3BUTHIO,
KOTOpbIM Mor Bbl BHECTW BKNaL B 06beANHEHNE
BblBOAOB EER € MHMUMaTMBamMM No ynyylieHuto
06pa3oBaHUA B LLE/IOM U1, B YaCTHOCTU, NOATOTOBKM
N NPOodECcCMOHaNbHOTO Pa3BUTUA YUUTENEN.
MockonbKy EER HanpaBaeH Ha BbiABNEeHME
($aKTOpOB, CBA3AHHbIX C YCNEBAEMOCTbIO
yyaLmxca, Mbl UICNO/Ib3yeM MmetoLLytocsa 6a3y
3HaHWW AnA onpegeneHma Tex GakTopoB, KOTopble
OKa3bIBAOTCA CBA3AHHbBIMM C YCNEBAaEMOCTbIO
yyawmxca. XoTa cyLecTsyeT MHOXEeCTBO
pa3/IMyHbIX NOAXOA0B K 06y4YeHUIO, Hanpumep,
MeToZ NPSAMOro akTMBHOro obyyeHus (Joyce, Weil
& Calhoun, 2000 ) 1 HoBbIN Noaxoa K 06y4yeHuto
(Schoenfeld, 1998 ), koTopble OTHOCATCA K
pas/IMYHbIM HaBblKaM, KOTOpble HeObXoANMO
pa3BMBaTb YUUTENAM, Mpesnaraembii
OANHAMMYECKUIM NOAX0/ OCHOBAH Ha
NpPeAnoN0XKEHUM, YTO HEOBXOAMMO NPUHATD
OCHOBAHHbIM Ha A,0KA3aTeNbCTBAX NOAX0A, K
06y4YeHuno U NPodeccMoHabHOMY Pa3BUTHUIO
yuuTeneit. Bmecrto Toro, 4tobbl
cocpenoTavymBaTbCA Ha KOHKPETHOM NOAXOAE K
0by4yeHuto, NoAroToBKa yumTenen n
npodeccMoHabHOE Pa3BUTUE YUUTENEN JONKHDI
6bITb COCPEAOTOYEHbI HA PAa3BUTUN TEX HABBIKOB,
KOTOpble OKa3blBaOTCA CBA3AHHbBIMU C YCMELWHbIMMU
pe3ynbTaTamu obyyeHms, He3aBUCMMO OT
noAaxona, U3 KOTOPOro OHU MOJIyYEHbI.

BTopas BaKHas XapaKTePUCTUKA AUHAMUYECKOTO
NoAxoAa CBA3aHa C Tem, YTo GpaKTopbl yunTens,
CBAA3aHHblE C ero NoBeAeHNEM B Kaacce, CBA3aHbI
APYr C Apyrom. B aTom KoHTeKcTe bbina
npegaoXxeHa KoHUEeNUMs rpynnupoBKY GpakTopos
(cm. Creemers & Kyriakides, 2008b ) B nonbiTke
yCTaHoBUTL Bonee Bceobbemtowme cTpaTermm
yAydweHusn. Takum obpasom, NOAroToBKa U
npodeccnoHanbHoe pasBuTHe yumuTenei A0NKHbI
6bITb CBA3aHbI HE C PAa3BUTUEM OTAENbHbIX
HaBbIKOB NPENOAABaHMA, a C Pa3AINYHbIMMN TUMAMM




behaviour that address specific groupings of
teacher factors. Recent studies have revealed the
types of behaviour that need to be developedand
have beenfoundto be associated with learning
outcomes (Antoniou & Kyriakides, 2011; Kyriakides
et al., 2009).

Thirdly, the dynamic approach takes into account
the importance of recognising the fact that each
teacher/group of teachers has specific needs in
terms of improvement, implying that the content
of the teacher training and professional
development will vary accordingly. This suggests
that teachers with the same profile (i.e. teaching
experience, initial training qualifications, duties)
may have different needs and priorities for
improvement and may need to concentrate on
working towards the development of different
skills. In order to identify the priorities for teacher
improve- ment, at the outset, data about teacher
behaviour in the classroom should be collected
and factors that need to be addressed and further
developed should be identified.

Fourthly, it is acknowledged that teachers should
be actively involved in their professional
development courses and should have a clear
understanding of how the

factors addressed will have an impact on student
learning. For example, in training courses on
improving classroom management, teachers need
to understand that the factors addressed are
related to the effective use of teaching time, which
is always limited. Therefore, students’
engagement, which determines learning
outcomes, could be increased by improving
teachers’ skills associated with these factors. This
implies that we should use the knowledge base of
EER in order to design professional development
programmes which aim to help teachers
understand the importance of teacher factors and
develop the skills associated with these factors.
Specifically, the conceptual framework provided
by the dynamic model of educa- tional
effectiveness (Creemers & Kyriakides, 2008b) is
used for teacher improvement purposes. In this
context, this book promotes the establishment of
strategies for teacher professional development
which place emphasis on the evidence stemming

noBeAeHMA yuntenen, Kotopble Hanpas/ieHbl Ha
KOHKpETHble rpynnbl GakTopoB yuymTens.
Hep,aBHme ncenenoBaHUA BblABUAU TUMbI
noseAeHMA, KOTopble HEO6XOANMMO Pa3BUBaATL U
KOTOpble, Kak bbl/10 YCTAaHOBIEHO, CBA3aHbI C
pesynbTaTamm obydeHus (Antoniou & Kyriakides,
2011 ; Kyriakides u ap., 2009 ).

B-TpeTbux, AMHAMUYECKUIA NOAXO04, YIUTbIBAET
BaXXHOCTb MPU3HAHUA TOro $aKTa, YTO KaXKAabli
yuutens / rpynna yuyutenein umeert ocobble
noTpebHOCTM B yAydlLeHUK, nogpasymeBas, YTo
cogeprkaHue NoAroToBKN yuntenemn u ux
npodeccMoHanbHOro passuTus byayTt
COOTBETCTBEHHO MEHATLCA. ITO FOBOPUT O TOM, YTO
YUYUTENA C 0AUHAKOBbIM Npodunem (Hanpumep,
onbIT NpenoaaBaHusA, HavyabHasa KBaandpuKkaums,
0653aHHOCTUN) MOTYT UMETb PasHble NOTPebHOCTH
W NPUOPUTETHI B YAYULLEHUN, N UM, BO3MOKHO,
HeobxoaMMO cocpeaoTounTbCA Ha paboTe Haz,
pa3BMTMEM Pa3HbIX HaBblKOB. YTO6bI onpesenuntb
NPUOPUTETLI AR NOBbILWEHWA KBaAnPUKaLmMm
yy4uTenemn, c Camoro Havana cnegyet cobpaTb
AaHHble 0 NOBeAEHUN yunTeselt B Knacce u
onpeaennTb GpakTopbl, KOTOPble HEOHX0AMMO
paccmoTpeTb U MPOAO/IKUTL Pa3BUTUE.

B yeTBepTbIX, NPU3HAHO, YTO YYMUTENA LO/IKHbI
aKTMBHO y4acTBOBATb B KypCax NOBbILIEHUA
KBanMdUKaLMM N UMETb YeTKOe NpeacTaB/ieHne o
TOM, KaK

paccmaTpmBaemble GaKkTopbl ByAyT BAUATL HA
obyuyeHune yyawmxcs. Hanpumep, B y4ebHbIX
KypcCax No COBEpLUEHCTBOBAHUIO ynpaBaeHna
KNacCoM yumnTena AOMKHbI MOHUMATb, YTO
paccmaTpmBaemble GaKTopbl CBA3AHbI C
3¢ddeKTUBHBIM NUCMNOb30BAHNEM Y4eOHOTO
BPeMeHMU, KOTopoe BCceraa orpaHnYeHo.
CnepoBaTe/ibHO, BOB/IEYEHHOCTb YYaLUMXCA,
onpeaensowan pesynbTaTbl 0OyYeHUsA, MOXKET
ObITb yBE/IMYEHA 33 CYET Y/IyYLEHWA HAaBbIKOB
yuuTenen, cBA3aHHbIX C 3TUMKU PpakTopamm. 3To
O3Ha4yaeT, YTo Mbl A0/IKHbI UCNO/b30BaTb 6asy
3HaHuI EER gns paspaboTku nporpamm
npodeccMoHaNbHOro pPa3BUTUA, KOTOPbIE
NPW3BaHbl MOMOYb Y4UTENAM NOHATL BAXKHOCTb
$aKTOPOB yunTENA U Pa3BUTb HABbIKM, CBA3AHHbIE
c aTuMn pakTopamu. B yactHoCTH,
KOHLLeNTya/ibHaA OCHOBa, NpeAocTaBaseMasn
AVHaMMYecKkon moaenbto 3pPeKTUBHOCTH
06yueHus (Creemers & Kyriakides, 2008b ),
Mcnosb3yeTca A4 NOBbIWeHUA KBanndmKaumnm




from theory and research. Thus, the value of a
theory-driven approach to teacher training and
professional development is stressed. The need to
collect multiple data about the skills of teachers in
order to identify their improvement priorities is
also emphasised. In this way, it is argued that a
theory-driven and evidence-based approach to
teacher training and professional development
should be established.

yuuTenein. B sTom KOHTeKCTe gaHHasA KHUra
cnocobcTByeT pa3paboTke cTpaTerni
npodeccrMoHabHOro PasBUTUA yuuTenen, B
KOTOPbIX YNOp AeNaeTca Ha A0Ka3aTeNbCTBaX,
NOJIyYEHHbIX U3 TEOPUMU U UCCNeA0BaHUIA. TakKum
obpa3om, noayepKnBaeTca LLeHHOCTb
TEOPEeTMYECKOro Noaxoaa K noaroToBKke u
npodeccrMoHabHOMY Pa3BUTUIO yumnTenei. TakxKe
noAa4YepKnBaeTca HeobxoaMmocTb cbopa
MHOMEeCTBa JaHHbIX O HaBbIKaX y4yntenen, 4toobbl
onpeaennTb UX NPUOPUTETbI B yydlWeHUN. Takum
0bpa3om, yTBepKOAETCA, YTO HEObXoANMMO
pa3paboTaTb TeOpEeTUYECKM 0OOCHOBAHHbIN U
OCHOBaHHbI Ha ¢paKTax NoAXo4 K NOAroTOBKe U
npodeccrMoHabHOMY Pa3BUTUIO yUUTENEN .
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