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Abstract

This paper reviews peer-reviewed scholarly articles relating to the professional development of teaching English as a foreign
language in six national contexts. The author uses a human resource development lens rather than a continuing professional
education or staff development one to clarify issues in professional development and suggest ways for meeting challenges and
problems of teachers of English as a foreign language. Key concepts in human resource development, such as training and
development, organizational development, and career development, provide windows for understanding the parameters of
professional development. Furthermore, these concepts clarify gaps in the literature regarding critical reflection, informal
learning, terminology, cross-contextual research, and systems approaches. These gaps suggest new directions for research in

professional development for teachers of English as a foreign language.
Introduction

English has increasingly become the lingua franca of business, diplomacy, science and academics, etc. This has led to reforms
in English as a foreign language (EFL) curricula around the world (Graddol as cited in Wall, 2008), and the increasing importance
of professional development (PD) for EFL teachers in public schools (Wall, 2008; Hu, 2005; Im, 2001). PD is especially relevant
for teachers who are not native speakers of English and, as such, must continue to master English as well as develop their teaching
skills (Wall, 2008).

PD for EFL teachers in public schools, as with teachers of other subjects, has traditionally been viewed from a continuing
professional education (CPE) or staff development (SD) perspective. More recently, however, focus on the role of critical
reflection has resulted in a shift toward a collaborative professional development perspective (Dirkx & Austin, 2005). Though
these perspectives are widely accepted, I feel viewing PD through a human resource development (HRD) lens, in particular a
training and development (T&D) and/or organizational development (OD) lens, may help shed light on current issues as well as
future directions for PD of EFL teachers in public schools. A shift in perspective may also lead to a clearer understanding of
provider and organizational issues.

Quite a number of scholarly articles have been written about PD for EFL teachers in public schools; however, the topic is not as
mature as one might expect. Therefore, an integrative literature review of the topic, particularly one through an HRD lens, may
provide the field with clearer understanding of issues surrounding it. Specifically, is there consensus about what constitutes PD for
EFL teachers in public schools? What are challenges and problems in PD for EFL teachers; are they consistent across contexts?
How can using an HRD lens to look at PD clarify issues in it for EFL teachers in public schools and help meet challenges and
problems? I intend to answer these questions through an integrated review of scholarly articles. I will identify similarities,

contradictions, and gaps in the literature as well as make suggestions for improving PD for EFL teachers.
Professional Development

Teachers are professionals (Podeshi, 2000). Thus, PD for teachers can be categorized as CPE. CPE is defined as “the education

of professional practitioners... that follows their preparatory curriculum and extends their learning throughout their careers... [it]
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enables practitioners to keep abreast of new knowledge, maintain and enhance their competence, progress from beginning to
mature practitioners, advance their careers through promotion and other job changes, and even move into different fields” (Queeny
as cited in Queeny, 2000, p. 375). The purpose of CPE is to “certify and improve professional knowledge and practice” (Sleezer,
Conti, & Nolan, 2004, p. 21). Cervero (as cited in Dirkx & Austin, 2005) points out that fostering critical reflection is part of this
process.

SD has been defined as “an activity or process intended to help educators improve their skills, attitudes, knowledge and/or
performance in their roles” and usually occurs in the workplace (Dirkx & Austin, 2005, p. 6). Other scholars (Sparks & Loucks-
Horsley, 1989) define SD as “those processes that improve the job-related knowledge, skills, or attitudes of school employees”.
As with CPE, critical reflection is a key element in SD and points to a larger goal than just individual development: “[Reflective
practice] is individuals working to improve organizations through improving themselves” (Osterman and Kottkamp as cited in
2005, p. 6).

HRD is “heavily influenced by the context in which it is studied and practiced... context is determined by culture, which varies
from nation to nation and organization to organization” (McLean & McLean, 2001, p. 319). Thus, it may be difficult to define
HRD. However, it can be described as “a process of developing and unleashing expertise for the purpose of improving individual,
team, work process, and organizational system performance” (Swanson & Holton, 2009, p. 4) or as “any process or activity that...
has the potential to develop adult’s work-based knowledge, expertise, productivity and satisfaction...” (McLean & McLean, 2001,
p. 322).

Training and development (T&D) is the largest realm of HRD activity and is “a process systematically developing work-related
knowledge and expertise in light of improving performance” (Swanson & Holton, 2009, p. 226). Development is viewed as “the
planned growth and expansion of knowledge and expertise of people beyond the present job requirements” (Swanson as cited in
Swanson & Holton, 2009, p. 226). Organizational development (OD), another aspect of HRD, is “a system-wide application of
behavioral and social science knowledge...to the planned development, improvement, and reinforcement of the strategies,
structures, and processes that lead to organizational performance” (p. 288). Indeed, one of the greatest differences between CPE
and HRD is the latter’s focus on the organization: “HRD is not limited to improving individual knowledge and practice but,
instead, seeks to improve satisfaction, learning, and performance across and within multiple levels of complex systems (Sleezer et
al., 2004, p. 24).

Though descriptions of SD and CPE fit the parameters of PD in EFL, they are sometimes less explicit than HRD literature
regarding two elements that are key goals for teachers of EFL: expertise and performance. The development of expertise is of
“primary interest and upmost importance in HRD” (Swanson & Holton, 2009, p. 257) and leads to improved performance.
Therefore, if one of the goals of PD for EFL teachers is the development of expertise (Lohman & Woolf, 1998) and through it
improved performance, it makes sense to look at PD from an HRD, or more specifically a T&D perspective.

Furthermore, as PD is usually sponsored by the educational organizations in which EFL teachers work (Watts, 1994), and
occurs in the workplace or in-service, it holds to reason that the goal of PD is not only improving individual performance but also
organizational performance. A school is a “social system composed of interconnected parts” (Lohman & Woolf, 1998, p. 282);
therefore, it makes sense to look at PD from an OD perspective as well. This argument is solidified by the importance of critical
reflection in SD as mentioned above: Van Woerkom (2004) posits “the concept of critical reflection... seems to be a bridge
between individual learning and organizational learning” (p. 178). Furthermore, as Rummler and Brache (as cited in Lohman and
Woolf, 1998) argue, the reasons or causes for a majority of performance problems can be found in the environment not the
individual. In order to promote an environment more conducive to learning and hence improved performance, there must be a
“shift in focus from individual learning to organizational learning” (p. 287).

Therefore, it appears possible and helpful to view PD for EFL teachers through an HRD lens. Hence, for the remainder of this
paper, I will use T&D to refer to in-service PD in general. In a similar way, I will use OD when addressing the relationship of PD

to the educational organization or school.
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Methodology

The literature for this review was selected using the ERIC database. Key words such as professional development, EFL, in-
service, and teacher were combined to reveal a total of 149 articles. EFL publications traditionally have a rigorous review process,
and I believed this would ensure quality research regardless of methodology. Therefore, only peer-reviewed journal articles (110)
were selected for review. A survey of the 110 abstracts netted nine articles that met the following characteristics: They were
directly related to T&D for EFL teachers, described initial professional education as it relates to T&D, and written by practitioners
working in the context they describe. Two of these articles were discarded because they did not discuss teachers in public schools.
Major themes and issues of T&D for each context in the remaining seven articles were indentified and then compared across
contexts for consensus and discordance. Findings are synthesized in an HRD framework, and suggestions for improvements and

future research are made.

Analysis

The seven articles reviewed represent six national contexts: China, Italy, Korea, Switzerland, Thailand, and Turkey;
methodology was primarily of a qualitative nature. This review attempts to clarify the topic of T&D and/or OD for EFL teachers
in public schools across contexts by grouping issues common to some or all, so that an overall picture of challenges and problems
emerges and clearer directions for future research and improvements can be drawn. Five major themes emerged from analysis:
T&D that augments initial professional education; T&D that focuses on linguistic skills; T&D that focuses on teaching skills;
T&D that has elements of OD; Needs assessment in T&D.

T&D that augments inadequate initial professional education (IPE). The relationship between T&D and IPE appears
consistent in several contexts. Hu (2005) provides a detailed critique of curricula at two higher education institutions
representative of those providing IPE for EFL teachers in secondary schools in China. His critique reveals significant gaps related
to pedagogical methodology. As such, T&D, which takes place in the workplace through organized formal in-service training, is
“the most important way to strengthen professional education” (p. 679).

Watts (1994) describes the tendency of IPE programs for EFL teachers in Switzerland to focus on literature rather than second
language acquisition and new developments in teaching methodologies. Thus, as with China, in-service T&D provided by Swiss
public education authorities must address the inadequacies of IPE. Lopriore (1998), on the other hand, discusses how T&D
addresses the complete absence of IPE for EFL teachers in Italy. The Ministry of Education developed a national, system-wide in-
service training program, the Progetto Speciale Lingue Straniere (Special Project for Foreign Languages, or PSLS), to compensate
for the lack of IPE.

T&D that focuses on linguistic skills. Mastery of English is one of the most important competencies for teachers of EFL who
are not native speakers of English (Williams as cited in Buyukyavuz & Inal, 2008). Furthermore, confidence in English is seen as
an important factor in self-images of non-native EFL teachers and in participation in T&D where native speakers are instructors
(Wall, 2008). A survey of 132 EFL teachers in Turkey revealed that 63% of them associate T&D with language mastery
(Buyukyavuz & Inal, 2008). Changes in English language policies in Korea and Thailand have made T&D in English language a
necessity in these countries (Wall, 2008; Im, 2001); linguistic competency is also a component of Swiss and Italian T&D
(Lopriore, 1998; Watts, 1994).

T&D that focuses on teaching skills. The development of teaching skills is a key component of T&D in every context
surveyed. All of the articles reviewed stressed the importance of continued training in newer, learner-centered teaching
methodologies and continued development in evaluation and communicative and/or skills-based instruction. However, culture
seems to play a role in implementation and development of these skills. Wall (2008) reports cultural conflicts in Thailand where
teachers showed strong resistance to T&D that encouraged them to move away from teacher-centered approaches in efforts to
meet new national guidelines. Hu (2005) discusses cultural barriers to using new, learner-centered methodologies in China, where
classes are traditionally teacher-fronted. He also points out that “face” and a reluctance to provide honest critiques hinder the

development process in collaborative teacher-teacher T&D activities, such as peer observations.
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T&D that has elements of OD. Team-learning, action research, and mentoring/coaching, all elements of organizational
learning and OD, are found in some of the literature reviewed. Hu (2005) reports extensively on teaching research groups in
China (all teachers are organized into these groups.) The activities of these groups are designed to improve educational practice
(Paine & Ma as cited in Hu, 2005) and are quite varied, for example, collective lesson/curriculum planning, research and inquiry,
observations, etc. They are “carried out in the presence of each other and create opportunities for teachers, especially novice
teachers, to learn from colleagues” (p. 680). This is consistent with current literature on team-learning and mentoring: Team-
learning “plays a role in developing the knowledge and skills of individuals who compose the team” (Edmondson & Nembhard as
cited in Edmondson, Dillon & Roloff, 2006); definitions of mentoring often incorporate communities of practice (Murphy,
Mahoney, Chen, Mendoza-Diaz & Yang, 2005).

Atay (2008) reports on T&D for Turkish EFL teachers that used action research. Action research is seen as a way of “fostering
meaningful professional development for teachers” (Wallace as cited in 2008, p. 139); some see a similar form of it as the
foundation for OD (Swanson & Holton, 2009).

Needs assessment and T&D. Authors in nearly all contexts emphasized the importance of needs assessment prior to
implementing T&D programs. Atay (2008) notes that content in Turkish in-service training sessions is “‘generally conceptually
and practically far removed from the contexts of the teachers” (p. 139). Not surprisingly, Buyukyavuz and Inal (2008) report that
only 8 % of the 132 Turkish EFL teachers they surveyed considered in-service training sessions sources of knowledge. Watts
(1994) reports a similar trend in Switzerland, where in-service training courses are more often than not “based on ad hoc notions
of what the FL [foreign language] teacher requires in the way of extra training and are oriented towards the interests of course
organizers... rather than those of the teachers themselves” (p. 19). These findings are consistent with Lohman and Woolf (1998),
who point out that T&D programs have historically lacked context specificity. Although no single T&D program can be expected
to meet the needs of all participants, a dialog between stakeholders and providers is necessary to define clear aims for T&D
programs and to create programs which meet those aims (Friedman & Phillips, 2004).

However, EFL teachers are not always aware of their needs regarding T&D. For example, teachers of EFL in Thailand seemed
largely unaware of the fact that their language skills were well below those required to teach communicative English as mandated
by new national guidelines (Wall, 2008). Furthermore, 48 % percent of Turkish EFL teachers stated their desire for professional
development, but, with the exception of linguistic development, most were unsure about what it entails (Buyukyavuz & Inal,
2008).

Italians, on the other hand, were well aware of teacher needs when they conceptualized PSLS (Lapriore, 1998). Assumptions in
that program are that T&D is most effective if it is conducted by peers, done collaboratively in a familiar context, immediately
applicable, and readjusted to meet changing needs. Although this required training leaders of in-service T&D, who were full-time
in-service teachers themselves, it led to their professional development as well as expertise in training (1998). Hu (2005)

addresses a final issue in needs assessment prior to T&D: the different needs EFL teachers have at different stages in their careers.

Synthesis

Generally speaking, all of the literature reviewed is in agreement on two issues: the necessity for linguistic T&D and
pedagogical T&D. Though the reasons for this are sometimes different, for example, augmenting initial professional education
versus the need to keep up with curricular changes/new developments in teaching, linguistic and pedagogical competencies appear
to form the base of T&D for EFL teachers in public schools in all contexts.

In terms of the focus of T&D, there seem to be two views. First, that T&D is directed primarily at the individual, for example,
Wall, 2008; Buyukyavuz and Inal, 2008. Second, that it is more of an organizational matter, for example, Atay, 2008; Hu, 2005,
Lopriore, 1998. Elements of OD, therefore, appear to be present in some development programs for EFL teachers. However, the
ever changing nature of national guidelines and curricula mentioned in the literature points to a need for OD in all development
programs. It is important for teachers to understand and work within the context of educational policy (Wall, 2008; Im, 2001); this
can only be accomplished by adopting an OD perspective.

Needs assessment prior to T&D appears to be a problem across contexts. An ADDIE process (analyze, design, develop,
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implement, and evaluate) like those used in other HRD fields would be useful in ensuring that practical needs are met and that
expertise is developed while performance is being improved. However, as described above, it appears teachers in certain contexts
are unable to assess what their needs are. Lewin’s (as cited in Swanson & Holton, 2009) field theory may shed some light on this.
When considering change we must remember that individuals or groups may have skewed views of reality or may not be able to
see certain aspects of reality, for example, Turkish teachers in Buyukyavuz and Inal, 2008, or Thai teachers in Wall (2008). Hence,
there is a need for T&D professionals, who can effectively analyze individual and organizational needs before creating T&D
programs. Ideally, these professionals would be both subject matter experts and T&D experts (Swanson & Holton, 2009). Italy’s
PSLS provides a model for this.

A number of new directions for research can be inferred from the discussion above. However, there are also gaps in the
literature that require future research and consideration. First, there is almost no cross-over in the literature. A careful check of
the reference sections of each article reveals only one cross-reference. Not surprisingly, this was in one of the articles about
Turkish EFL teachers. Judging from the importance of T&D in the current educational climate, cross-fertilization of ideas and
solutions across contexts would be useful and desirable. As indicated in this review, challenges and problems appear to be
consistent even when contexts are diverse. Research is needed to see if solutions to these problems can be used across contexts.

A second problem is the lack of a shared vocabulary to describe the phenomenon of T&D for EFL teachers in public schools.
At present, PD, CPE, and SD are used interchangeably, making it difficult to search for similar research. Furthermore, individual
and organizational issues remain blurred in the current terminology. Taking an HRD perspective may help remedy these situations
by providing a common lexicon and framework in which to discuss and view the topic of T&D for EFL teachers.

Third, although critical reflection appears to be a key component of professional development and is linked to organizational
learning, it receives little consideration in the literature reviewed. Furthermore, the role of informal learning is unexplored. This
is consistent with Lohman and Woolf (1998), who report that the “integration of informal and formal learning in the professional
process” (p. 278) has traditionally been overlooked in T&D programs for teachers. Given the important roles of informal learning
in workplace learning (Ellinger, 2005) and critical reflection in the development of expertise (Schon, 1987; Schon, 1983), these
areas require more active exploration in T&D for EFL teachers.

Finally, issues surrounding T&D for EFL teachers are complex and multifaceted. In order to understand their
interconnectedness and promote more effective T&D and OD, a systems approach, one of the foundational theories of HRD, is

absolutely necessary. Research in this area appears non-existent at this time.

Conclusions

Based on the discussion above, an HRD perspective is helpful in shedding light on the challenges and issues in professional
development (PD) for EFL teachers in public schools and in making suggestions for future research and improvements in current
PD. Interestingly, another aspect of HRD, which was unanticipated, came to light as a result of adopting this perspective: career
development (CD). Teachers of EFL need to know what PD is and require training in it (Buyukyavuz & Inal, 2008). They also
need opportunities to participate in PD activities that match the different stages of their careers (Hu, 2005). CD and adult
development theories can inform this process in the same way T&D and OD theories and practices can inform the other aspects of
PD for EFL teachers.

References

Atay, D. (2008). Teacher research for professional development. ELT Journal, 62 (2), 139-147.

Buyukyavuz, O. & Inal, S. (2008). A descriptive study on Turkish teachers of English Regarding their professional needs, efforts
for development and available resources. The Asian EFL Journal, 10 (3), 215-233.

Dirkx, J. M. & Austin, A. E. (2005). Making sense of continuing professional development: Toward an integrated vision of lifelong
learning in the professions. Paper presented at the AHRD preconference on Continuing Professional Education. Estes Park,
CO.



MU RA MR 4845 (ERSUEERL® @B 8175) 201148 3 1

Edmondson, A., Dillon, J. & Roloff, K. (2006). Three perspectives on team-learning: Outcome improvement, task mastery, and
group process. Retrieved from http://www.hbs.edu/research/pdf/07-029.pdf

Ellinger, A. D. (2005). Contextual factors influencing informal learning in a workplace setting: the case of “Reinventing Itself
Company”. Human Resource Development Quarterly, 16(3), 389-415.

Friedman, A., & Phillips, M. (2004). Continuing professional development: Developing a vision. Journal of Education and Work,
17(3), 361-376. doi:10.1080/1363908042000267432

Hu, G. (2005). Professional development of secondary EFL teachers: Lessons from China. Teachers College Record, 107(4), 645-
705.

Im, B. (2001). A synthetic approach to improve EFL communicative proficiency: Through institutional teacher training and
reflective self-training. Pan-Pacific Association of Applied Linguistics, 5(1), 11-29.

Lohman, M. C., & Woolf, N. H. (1998). Toward a culture of teacher learning in the public schools: A human resource development
perspective. Teaching and Change, 5(3-4), 276-293.

Lopriore, L. (1998). A systematic teacher education intervention: The Italian in-service education program for foreign language
teachers. TESOL Quarterly, 32(3), 510-517.

McLean, G.N., & McLean, L. (2001). If we can’t define HRD in one country, how can we define it in an international context.
Human Resource Development International, 4(3), 313-326.

Murphey, K., Mahoney, S. Chen, C., Mendoza-Diaz, N., & Yang, X. (2005). A constructivist model of mentoring, coaching, and
facilitating online discussions. Distance Education, 26(3), 341-366.

Podeschi, R. (2000). Evolving directions in professionalization and philosophy. In A. L. Wilson, & E. R. Hayes (Eds.), Handbook
of adult and continuing education (pp. 612-627). San Francisco: Jossey-Bass.

Queeney, D. S. (2000). Continuing professional education. In A. L. Wilson, & E. R. Hayes (Eds.), Handbook of adult and
continuing education (pp. 375-391). San Francisco: Jossey-Bass.

Schon, D. A. (1983). The reflective practitioner: How professionals think in action. United States: Basic Books, Inc...

Schon, D. A. (1987). Educating the reflective practitioner. San Francisco, CA: Jossey Bass Publishers.

Sleezer, C.M., Conti, G.J., & Nolan, R.E. (2004). Comparing CPE and HRD programs: Definitions, theoretical foundations,
outcomes, and measures of quality. Advances in Developing Human Resources, 6(1), 2-34.

Sparks, D., & Loucks-Horsley, S. (1989). Five models of staff development for teachers. Journal of Staff Development, 10(4), 40-
57.

Swanson, R. & Holton, E. (2009). Foundations of human resource development. San Francisco: Berret-Koehler Publishers, Inc.

van Woerkom, M. (2004). The concept of critical reflection and its implications for human resource development. Advances in
Developing Human Resources, 6(2) 178-192.

Wall, U. (2008). A needs assessment interview: The professional needs of non-native speaking EFL teachers in Thailand.
Innovation in Language Learning and Teaching, 2(1), 47-64.

Watts, R. (1994). Planning in-service training courses: Institutional constraints and non-Native EFL teachers’ perceptions.

International Journal of Applied Linguistics, 4(1), 19-56.



PROFESSIONAL DEVELOPMENT IN TEFL: THE CASE FOR HRD

A H RIS B W TGRSR H 2 MR & L HMEBOMHE D ILIK
&l © SD7A 5HRDN DI D L EEEIZ DWW T

HvU—

KL II i T Z I 7B BOFMmLE L a2 —F280THb, INOOFMEFmLEZEBL. 6 7 EHOFLIHY
DFFEHB 23S L T 2HMEBII BV COIMEOHIRE RN T 5, FRFICE OS2 B2, BEREFERE OHHMEH]
FEICBUAMERHEAZML, La—< Y YV —Z - F 520y 7A Y (HRD) OFE S Z ORERH
A LD LI ITHRL, MERPIHZ T BRI OWTIREER T 5, S 5ICSBROFPRBYOIER BT
LHMEIZ DOV TORIEDEFIZOVTOREDL T 5,






