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Modern processes of globalization and international integration have a serious impact
on the teacher training system not only in Russia, but all over the world. This process
involves new agents, increases its universalization, transforms its content, develops new
educational technologies, creates innovative systems of evaluation and accreditation of
future and serving teachers, and gradually digitalizes teacher education. All these trends
are challenges for teacher education systems in all countries of the world, including the
BRICS countries. They require the development of new algorithms of activities; complicate
the communication processes of all participants of teacher education.

When conducting comparative research on the basis of contrasting the unique and
the common, the priority is to find a special universal methodology that will allow to
act effectively in different contexts and ensure the quality of modern teacher education
(Menter et al., 2017).

The analysis of trends in the development of the teacher education system in the
BRICS countries testifies in favor of the existence of a dual problem in teacher education:
on the one hand, a large shortage of teaching staff, on the other hand, a decline in the
level of their professionalism (Xuehui, 2018; Menter et al., 2024; Valeeva et al., 2024).
This problem at the international level actualizes the special importance of improving
the system of teacher education in order to attract and retain motivated young people
in this profession, as well as to improve the quality of education by strengthening its
practical orientation, the connection between theory and practice. This in turn determines
the directions of transformation of initial and postgraduate pedagogical education.
The professional training of teachers in a classical university is of particular importance
today. The specifics of teacher education in higher education institutions in different
countries of the world are considered in many works, in which the principles and
approaches used by universities for the productive link of theory, practice and research
in teacher education are subjected to comparative analysis (Carnoy et al., 2013; Tatto et
al., 2017; Kowalczuk-Waledziak et al., 2023; Menter, 2024; Valeeva & Kalimullin, 2024).

6 Creative Commons by the Authors is licenced under CC-BY
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In this context, the 10th jubilee International Forum on Teacher Education (IFTE-
2024) once again brought together like-minded people from different states, in particular
BRICS countries on the eve of the upcoming BRICS Summit in Kazan, with the aim of
strengthening scientific ties for new partnerships as well as international cooperation
in the new geopolitical situation. The key agenda of the Forum was “IFTE-2024:
BRICS Countries on improving teacher training”. The work of the Forum was aimed
at contextual, historical, theoretical and empirical consideration of trends in teacher
education. The forum discussed the implementation of the teacher education system both
at the level of a university (institutional level), city, region (regional level), and at the
level of a country (national level) and BRICS countries (international level). Each level
determines the nature of the teacher education system, the ratio of global and national
features, and forms a specific picture of the educational process.

Forum participants had a unique opportunity to listen to the reports of key speakers
not only from Russia (Viktor Basyuk, Elena Kazakova, Aydar Kalimullin, Roza Valeeva),
but also Brazil (Lucio Alvaro Marques), India (Balwant Singh, Meenakshi Ramuji Ingole),
China (Congman Rao), Hong Kong (Kenneth Sin), South Africa (Liesel Eberson), Iran
(Fariba Haghighi Irani), UAE (Solomon Arulraj David), Saudi Arabia (Intakhab Alam
Khan). These papers were particularly relevant to analyzing authentic practices of teacher
education in the international educational space, identifying the adaptive educational
potential of international systems for practical teacher education, and developing a
methodology of transfer algorithms for combining theory and practice, policy and
research.

This special issue of the journal contains articles by key speakers of the Forum - Prof.
Congman Rao, Director of the Institute of International and Comparative Education,
Northeast Normal University (China), Professor Lucio Alvaro Marques, Dean of the
Pedagogical Department of the Federal University of Triangulo Mineiro (Brazil),
Dr. Intakhab Alam Khan, Professor of King Abdulaziz University (Saudi Arabia),
Dr. Fariba Haghighi Irani, Professor of Islamic Azad University (Iran). In addition, the
special issue presents articles by Forum participants from different Russian universities
who work on joint research projects within the framework of the International Community
of Researchers in Teacher Education (ICREP) (https://te.kpfu.ru/) and annually report
on the results of their research at the Forum.

From year to year, the number and geography of IFTE participants increased, as did
the scope of their reports. This has turned the Forum into a large research community
linked by a common idea to make teacher education in the world more effective,
qualitative and modern. Our cooperation will continue to contribute to the task of steady
progress and continuous improvement in response to the new challenges of the time.
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MexxayHapogHas MHTeTpaLyis U I7106anu3anys OKasblBalOT Cepbe3HOe BIMsAHNE Ha
CHUCTeMY TIOATOTOBKM y4duTeneil Kak B Poccum, tak n Bo BceM Mupe. B aTu mponeccor
BKJIIOYAIOTCS HOBBIE areHThI, TOBBIILIAETCS ero YHUBepcudmkanys, TpaHchopMupyercs
cofiepKaHIe, pa3pabaThIBAIOTCSI HOBble 00pPa30BaTe/IbHbIE TEXHOIOIMY, CO3[AI0TCS MH-
HOBAIIMOHHBIE CMCTEMbI OLIEHKM ¥ aKKpefuTauyy OyAyLX U paboTaolmmx yIuTeer,
IOCTEIIEHHO OCYIIeCTB/IIETCS LU(POBU3ALNS [IeJArorndeckoro obpasosanus. Taxme
TeHJICHLIMY SIB/IAIOTCS BBI3OBAMU IJIs1 CHCTEM IIefarOTMYecKoro o6pasoBaHMs BO BCex
CTpaHax Mupa, BKaodas crpanbl BPVIKC, TpebyoT co3maHusa HOBBIX aITOPUTMOB Jies-
TeJIbHOCTH, YCTIOXHSIOT MPOLIeCChl KOMMYHMKALIMY YYaCTHUKOB IIPOLiecca TTOITOTOBKM
yunreneil. Kpome Toro, akTyanusupyloTca BOIPOCHI IIOBBIMIEHNA IPO(eccrOHaIbHBIX
KOMIIETeHI[NI ITefaroroB. I1py 9ToM KaXkzas HaljMoHaIbHAsA CCTeMa 00pasoBaHIisI MiMe-
er crenuduIecKye U TUINYHbIE, BApMATUBHbIE Y IHBAPMAHTHBIE TIOXO/bl B PELIEHNN
9TUX 3a/laY.

[Tpu poBefieHNM CPAaBHUTE/IBHBIX MCC/IEJOBAHNUII Ha OCHOBE IIPOTMBOIIOCTAB/IEHS
YHUKQJIBHOTO M OOIIero IPMOPUTETOM sIBJISIETCS TIOVICK YHUBEPCAIbHON METOLOMTOTHIA,
KOTOpast H03BOMNUT 3G (HeKTUBHO [AeiICTBOBATb B Pa3HbIX KOHTEKCTAX, 00eCIIeunT KadecT-
BO COBPEMEHHOT0 Ileflarorndeckoro obpasosanus (Menter et al., 2017).

AHanmu3 TeHIEHUMIT Pa3BUTUSA CUCTEMBI MEJATOTMYECKOTO 06pa3oBaHMs B CTPaHAX
BPVIKC cBupeTenbCTBYeT, C OZHOI CTOPOHBL, 0 O0/IBLIOM AeduUIIlTe Mefarorndeckux Ka-
IPOB, a C APYTOil — O CHIDKeHNN YpoBHA X podeccuonam3Ma (Xuehui, 2018; Menter et
al., 2024; Valeeva et al., 2024). Ha MexxyHapofHOM YPOBHE 9T IPOOIEMbI aKTYann3nupy-
10T 0CO0YI0 3HAUMMOCTD COBEPIIEHCTBOBAHIISI CHCTEMBI II€ArOINYeCKOr0 06pasoBaHILs
151 TOTO, YTOOBI IPUBJIEKATD U YIAEP>KUBATh B IPOQeccyyt MOTUBIPOBAHHYIO MOIOLEXD,
HOBBIIIATh Ka4eCTBO 0OPAa30BAHIsI 32 CUET YCUIEHMS €r0 IPAKTUIECKOIl HAIIPAaB/IeHHO-
cTi. ITO Ompefe/sieT HalpaB/IeHus TpaHcHOpMaLV TepPBOHAYAIBHOTO U IIOCTIEBY30B-
CKOTO HEarornIecKoro 06pasoBaHIsL
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Creun¢uxa OpraHusanuy BbICIIETO IEATOTMYECKOTO O0Opa3oBaHMsA B PasHBIX
CTpaHaX MMpa PacCMaTpPMBAETCSA BO MHOTUX paboTaX, B KOTOPBIX CPaBHUTEIHLHOMY
aHa/IN3y HOJIBEPralOTCA MPVMHINIIBL M ITOAXO/BbI, MCIIO/Ib3yeMble YHUBEPCUTETAMU LA
HPOAYKTVBHOTO COYETaHMA TEOPWM, IPAKTUKY U UCCIEOBAaHUI B 06/IaCTH MOJTOTOB-
ku yuureneit (Carnoy et al.,, 2013; Tatto et al., 2017; Kowalczuk-Waledziak et al., 2023;
Menter, 2024; Valeeva & Kalimullin, 2024). I06uneiiubiit X MexpyHaponHsii popym
mo meparormyeckomy obpasosanmio (IFTE-2024) HaxkaHyHe MpefCTOSIEr0 CaMMUTA
crpad BPVIKC B Kasauu cobparn eZMHOMBIIIIEHHUKOB M3 PasHbIX TOCYHAAPCTB, B 4acT-
Hoctu crpan BPVIKC, c menplo yKpemjieHus Hay4dHBIX CBA3€H, YCTaHOB/IE€HMsA HOBBIX
HApPTHEPCKMX OTHOLIEHNIT ¥ MeXYHAPOJHOTO COTPY/IHMYECTBA B AKTYa/IbHO T€OTIONN-
Tideckoit curyaunn. Kmodepas nosectka @opyma — «IFTE-2024: ctpanst BPVIKC nHa
YTV COBEPIIEHCTBOBAHMA IIOATOTOBKM yunTesneii». Pabora ®opyma 6bla HampasieHa
Ha KOHTEKCTYaJIbHOe, MICTOPUYECKOe, TeOpeTNIecKoe M SMIMPUYECKOe PacCMOTpEHNe
TEH/JEHIIMII Teflarorn4eckoro o6pasoBaHmA. BbIm 06CyXIeHbI BOIPOCH! MOATOTOBKI
y4MTeIell Kak Ha ypOBHE OT/e/IbHOIO YHUBepcuTeTa (MHCTUTYLVOHAIbHLI YPOBEHb),
ropofa, pernoHa (pervoHaIbHLIN YPOBEHD), TaK U Ha yPOBHE CTPAaHBI (HAIMOHAIbHBII
ypoBeHb) 1 HecKonbKux cTpad bPVIKC (MexxmyHapomHbIil ypoBeHb). KaxXplil ypoBeHDb
MIMeeT CBOJI XapaKTep, 0co60e COOTHOIIEHe ITI00aTbHBIX M HAlMOHANIbHBIX YepPT, 0CO-
0y10 KapTIHY 06pa30BaTe/IbHOTO NPOLiecca. YYacTHUKY GopyMa MOy YHUKATbHYIO
BO3MOKHOCTb Y3HAaTb O HUX M3 JIOKJIAJIOB KJIIOYEBBLIX CIIMKEPOB He TONMbKO U3 Poccun
(Bukrop Credanosud Baciok, Enena VBanosra Kaszakosa, Aiigap MuHMMaHCYypoBUY
Kamumymnun, Posa AnekceeBna Baneesa), Ho u Bbpasumuu (Jlycuo AmpBapo Mapkec),
Vupym (bansant Cunrx, Munakum Pamymxu Varone), Kutasa (Korrman Pao), ['onkon-
ra (Kenner Cun), JOAP (JInzenp J6epcon), Vpana (Papubda Xaruru Vpann), OA (Co-
nomoH Apynpamx Iasup), Caygosckoit Apasuu (VuTtaxab Amam Xan). Ocob6eHHO aKTy-
aIbHBIMM B 3TUX BBICTYIUICHUAX ObUIM aHAIN3 ayTeHTUYHBIX IIPAKTHUK efJarOrM4ecKOro
06pa3oBaHIsl B MEX[YHAPOZHOM KOHTEKCTe, BbIsIB/IEHME [TOTEHIIMA/IA MeXK/[YHAPOIHBIX
CUCTEM [/IS BHEPEHV B Hal[MOHA/IbHbIE IIPAKTVKM, pa3paboTKa METOMIONOTUY 1 ajIro-
PUTMOB B3aMMOJEIICTBIA TeOPUM ¥ IIPAKTUKM, IPOCBELIeHN I HayKIL.

B maHHOM cHelBbINTyCKe XypHaa OMy6IMKOBaHbI CTaThY KITIOUEBBIX CIIMKepOB (o-
pyma — npocgeccopa Kornrmana Pao, fupekropa MIHCTUTYTa MeXXAYHAPOSHOTO I CPAaBHM-
TenbHOro obpasosanus CeBepo-BOCTOYHOTO Ileflarorndeckoro yHusepcurera (Kurait),
mpodeccopa Jlycno AnmpBapo Mapkeca, leKaHa Iefarorndeckoro otaeneHus denepans-
Horo yHyBepcutera Tpuanryno Muneitpo (Bpasmmus), jokTopa Hayk VHTaxaba Amam
Xana, podeccopa YHuBepcuteTa Koposst A6aynasusa (CaymoBckass Apasust), JOKTOpa
Hayk @apu6pr Xarurn Vpanu, npodeccopa VMcemamckoro yuusepcutera Asap (Vpan).
Kpome ToroO, 31eCch IpencTaBIeHbl CTaTb COTPYAHUKOB POCCUIICKMX YHUBEPCUTETOB,
KOTOpbIe He IIEPBBI roji paboTaloT HaJj COBMECTHBIMM IPOEKTaMU B paMKaX Mexmy-
HAPOJHOTO COOO0IIecTBa MCCIefoBaTesneil megarorndeckoro oopasosanms (MCHUIIO)
(https://te.kpfu.ru/).

Pacrer komdecTBo u pacumpsiercs reorpadust yaactankos IFTE, Bce 6osee pasHo-
06pasHOIl CTaHOBUTCSA IpobIeMaTuKa 1X TOKIaioB. O1o mpeppamaeT PopyM B KpyIHOe
JICCTIEf{OBATEIbCKOE COOOIECTBO, CBSI3aHHOE 0011Ielt ueeil — CAe/IaTh MUPOBOE I1efaro-
rideckoe obpasoBanue sQpPpeKTNBHee, KaueCTBEHHEE I COBPeMeHHee.
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Abstract

Teacher education program as a focal platform of teacher identity construction has extensively been
explored recently. This study examines the Engage, Study, Activate (ESA) teacher education model's
effectiveness in fostering teacher professional identity. Utilizing Freeman’s (2020) evaluation model,
the ESA model's content and design were analyzed. A qualitative case study followed one participant
over a year, using written narratives, interviews, and demos. Applying document and thematic
analysis, findings showed 93% alignment with Freeman’s knowledge base and identified three key
themes: forming personal beliefs, overcoming self-doubt, and developing global citizenship. The
study underscores the importance of incorporating intercultural topics, Al and digital tools into the
ESA program, highlighting its value for pre-service teachers, educators, curriculum developers, and
researchers in understanding teacher identity.

Keywords: design theory, language teacher education, pre-service teacher, teacher education model,
teacher education program, teacher professional identity.
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AHHOTAIIUSA

ITporpaMMbl IIeJarornyeckoro o6pasoBaHiMsA KaK OCHOBHOI MHCTPYMEHT (GopMUpOBaHUA HU[EH-
TUYHOCTY y4MTe/ls IMPOKO U3YYaIOTCA B ITOC/Ie[iHee BpeMs. B HacTosAmeM ncciefoBaHny paccma-
TpuBaercs 9¢PeKTUBHOCTD MOZE/N Mefarorndeckoro obpasosannus Engage, Study, Activate (ESA)
B Pa3BUTUN IPOPECCUOHANBHOI MAeHTNYIHOCTY yunTens. ComepkaHue U [usaiH mporpammsl ESA
6bUIM IPOAHAMM3NPOBAHBI ¢ oMol Mogemt Ppumana (Freeman, 2020). KagecTBeHHOe nccre-
IOBaHNe C IPUBJIEYEHNEM OJHOIO YYaCTHUKA IPOBOJAVIOCH HA IPOTKEHUM TO/a, IPU 9TOM JIC-
M1071b30BA/INCh NMCbMEHHbIE JJAHHbIE, MHTEPBbIO ¥ JEMOHCTPAlMOHHBIE po/MKu. TeMaTmdeckuit
aHa/IM3 ¥ aHA/IU3 JOKYMEHTOB BBIABIIN 93% coBmafeHuii ¢ 6asoit s3Haunit @puMaHa 1 onpefeim
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TPY KITIOYEBbIX HAMTPaB/IeHs: GOPMUPOBAHIUE TNIHBIX YOXKIEHIL, TPeOIoNeH e HeyBepeHHOCTH
B cebe 1 pasBuTUE ITOOGANBHON IPAKLAHCTBEHHOCTH. ViccmenoBanye 060CHOBbIBAeT HEOOXOMM-
MOCTb BK/TIOYEHMSA MEXKY/IbTYPHOII TeMAaTHKM, BOIIPOCOB VICKYCCTBEHHOTO MHTE/IEKTa ¥ Lndpo-
BBIX MHCTPYMEHTOB B iporpamMmy ESA, mofdepkuBast ee 1leHHOCTb A7 OY/AyIIMX yInTeIeit, mefaro-
TOB, Pa3pabOTUNKOB yueOHbBIX IPOTPAMM U VICCTIEJOBaTeIeit.

KroueBrie croBa: Teopus AusaiiHa, A3bIKOBoe 06pasoBaHime, OyAyLIMil y9uTe/b, MOZEb IIefaro-
TMYecKoro o6pasoBaHMs, IPOrpaMMa IeJarornieckoro 06pasoBans, NPoQeccoHanbHasA UjeH-
TUYHOCTD YYUTETIA.

Introduction

The quality of teacher education has frequently been argued for content knowledge
(Freeman et al,, 2019), pedagogical knowledge (Trent, 2010), techniques (Lin et al., 2008),
and integration between theory and practice (Korthagen, 2004). Similarly, some scholars
assert that teacher education programs (TEPs) do not meet the needs of the new
generations of teachers and students (Lee, 2005). They argue that the curriculum of TEPs
requires to be re-engineered to empower the candidates in shaping their selves so that
they can control the complexities of the classroom. Some other researchers highlight the
fragmented modules, inadequate time, and a failure to effectively bridge the gap between
theory and practice (Darling-Hamond, 2006).

TEP is introduced as a complex social phenomenon encompassing the what and
how of teaching. This intricacy arises from the dynamic nature of both the TEP as a
continuously evolving context and the teacher professional identity (TPI) as a continually
reshaped construct. To tackle the focused challenges integrated with the complexities
of social contexts, researchers call for designing, organizing, and evaluating TEPs to
equip teachers with the required knowledge (Fairly, 2020; Prabjandee, 2020; Tajeddin &
Tavassoli, 2023).

To bridge the gap, this paper is an attempt to explore language TEPs in terms of a shared
emphasis on pre-service teachers’ professional identity construction over the years. Next,
guided by Freeman’s (2020) evaluation model and the design theory in teacher education
(Freeman, 2020), the newly developed model (ESA) is examined in terms of knowledge
base and design. By conceptualizing the ESA model for pre-service teachers as a booster of
teacher identity construction, two questions arise: How is the teacher knowledge designed
in an LTE model? And how does an LTE model promote a teacher’s professional identity
development? With these ideas in mind, the researcher attempts to evaluate the newly
developed model and explore one pre-service teacher’s identity formation over one year.
Finally, the findings are discussed and concluded.

Literature Review

The field of teacher education, in general, and language teacher education, in
particular, has evolved under internal and external pressures (Burns & Richards, 2009).
The internal criticisms have influenced some changes in teacher education programs such
as content knowledge and courses (Shulman, 1987), teaching skills (Richards, 1998), teacher
educators' role (Mutlu-Giilbak, 2023), practicum experience (Gebhard, 2009), reflective
techniques (Biria & Haghighi Irani, 2015; Wallace, 1991), teacher identity (Trent, 2010),
and length of the program as intensive & extensive programs (Richards & Farrell, 2005).
Moreover, external forces such as globalization and the necessity for training qualified
teachers have influenced the development of diverse LTEPs.

Theoretical Background

Social constructivism sees knowledge as socially constructed and learning as an
essential social process. Jordan et al. (2008, p. 3) identify social constructivism as an
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“amalgam of theories which emphasize collaborative meaning-making”. This implies that
acquiring teaching skills is not a straightforward task from teacher educators to student
teachers. Teacher identity is a socially constructed concept that appears through multiple
developmental stages (Varghese et al., 2005). Despite this, Westbrook et al. (2013) note
that pedagogical studies often overlook learning theories like constructivism, leading to
teacher resistance to constructivist methods in language classes.

Global and Local Teacher Education Models

In the contemporary globalized world, teacher education plays a pivotal role in
shaping the future of LTE systems across nations. Furthermore, finding innovative models
to prepare student teachers for the realities of language classes and seeking solutions for
unresolved issues in LTE is a current struggle for researchers and practitioners. This
concern has led to the integration of traditional and alternative approaches in teacher
education resulting in a variety of models aimed at developing qualified teachers.
Several practitioners proposed different models almost all of which agreed upon three
major frameworks: the craft model, the applied science model, and the reflective model
in training teachers (Barahona, 2014; Kennedy, 2015). In 1991, Day sheds light on the
Integrative Model as a comprehensive model encompassing the strengths of the previous
models. Placing reflective practice at the heart of the integrative model, he mentions
that this model requires systematic reflection on a variety of activities because merely
exposing learners to some activities cannot guarantee a complete combination of types
of knowledge. This requires incorporating a series of systematic critical practices in a
cycle of teaching, reflection, hypothesis formation, and additional actions. Consequently,
reflective and critical practices are internationally placed at the core of the innovative
models. Experts believe that reflective practices can encourage student teachers to have an
active role in mediating their learning through which they will be able to link the theories
they learned in their teacher education courses to practices of their contextual elements
(Freeman, 2016). As Barahona (2014) mentions, China, Canada, and the USA have been
utilizing critical LTE models in pre-service and in-service programs, while Chile follows
the features of the craft, the applied science, and reflective models as a hybrid model.

Embracing Wallace’s (1991) Reflective Model, the Onion Model which was based
on a more holistic approach assumes a qualified teacher is a combination of different
harmonious and interrelated levels of reflection which initiates with inner levels, the
deepest area, progressing to reach the outer levels (Korthagen, 2004). Structurally, the
Onion Model is a multi-level model focusing on both process and product approaches
comprising six levels of reflection namely environment, behavior, competencies, beliefs,
identity, and mission (Korthagen, 2004).

Encouraged by educational globalization, Kumaravadivelu (2012) proposed the
Modular Model including five modules knowing, analyzing, recognizing, doing, and
seeing (KARDS). He believes that TEPs should be designed and delivered in a way to be
responsive to both global and local demands and mentions that teacher educators take
the global perspectives as their skeletal framework to construct the details of the program
matching to the specific conditions of the educational context. Additionally, because the
Modular Model is cyclical, interactive, and integrative in nature, it can compensate for
the shortcomings of traditional models of second language teacher education as discrete,
product-oriented, and transmission-oriented approaches and is promising to develop
teachers professionally through a holistic, process-based, and transformation-oriented
model.
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Teacher Education and Teacher Professional Identity

The literature draws attention to the influence of LTE in shaping teacher identity
in different ways (Flores, 2016; Friesen & Besley, 2013). However, the conflict between
teacher education programs and the complexities of the real classroom contexts led
Flores (2001) to highlight the influence of workplace conditions on identity formation by
comparing pre-service programs. Integrating identity with knowledge and practice, Miller
(2009) proposed four themes such as a focus on the nature of identity, understanding the
complexity and importance of context, the need for critical reflection, and identity and
pedagogy.

Varghese et al. (2005) identified three key themes of identity: multiplicity and
susceptibility to change, link to contexts, and connection to discourse and power
relations. These themes are essential for promoting TPI in TEPs (Prabjandee, 2020; Trent,
2010; Yazan, 2019). Freeman (2016) adds that classroom socialization helps construct
both teaching identity (learning how to teach) and teacher identity (learning how to
be a teacher), emphasizing the need to recognize and develop these identities as both
classroom knowers and language users.

Language Teacher Education in Iran

In Iran, LTE is offered at both universities and institutions. University programs
offer degrees such as BA, MA, and Ph.D. in TEFL/TESL, while institutions provide
certification licenses.

There is no consensus on the design and content of TEPs among institutes in Iran,
but university TEPs follow a more standardized format. Institutes offer localized courses,
short or long term, on topics like teaching language skills and components and classroom
management, tailored by teacher educators. Teacher Training Courses (TTC) typically
range from 20 to 120 hours. Prospective teachers, chosen through proficiency tests and
interviews, join TTCs designed by the institute. Programs last one to three months and
may allow Cambridge certificate holders to skip certain steps. Ultimately, successful
candidates present sample teachings and, if accepted, are selected to instruct at the
institute.

Despite significant improvements in Iran's language teacher training, practitioners
reportseveral drawbacks. Researchers criticize private institutions for using a transmission-
oriented approach and lacking a systematic method that aligns goals, learners’ needs,
teaching methods, and outcomes (Naseri Karimvand et al., 2014; Nezakat-Alhossaini
& Ketabi, 2013). Long class hours are also seen as detrimental to the quality of TEPs,
impacting English language classes in schools. Studies suggest shifting from a trainer-
centered Craft Model to trainee-centered Reflective, Critical, and Modular Models to
keep up with advances in technology and language teaching methods (Kennedy, 2015).

A comparative study by Nezakat-Alhossaini and Ketabi (2013) identified additional
issues in Iran's TTCs, such as lack of motivation, evaluation systems, and practicality,
compared to Turkey and Australia. They recommended a more unified, goal-oriented,
and updated TEP in Iran. Tajeddin and Tavassoli (2023) evaluated 18 pre-service TEPs
and found them overly focused on traditional theory, lacking effectiveness in promoting
teacher development. To bridge this gap, they proposed a four-step technique involving
theoretical concepts, discussion, practical application, and review. Consequently, it
appears that theory/practice challenges in Iran's language teacher education remain a
significant concern.
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Empirical Studies in Language Teacher Education

Unlike the extensive studies on TPI, little has focused on LTE design that centers
on TPI across institutions. Reflective practices, which enhance pre-service teachers'
reasoning skills and relationships with students (Lee, 2005), have been used as mediational
tools for developing TPI. These include reflective journal writing (Abednia et al., 2013),
action research (Trent, 2010), critical reflection (Tao & Gao, 2018), and video reflection
(Maclean & White, 2007). While reflective practices have many merits, such as improving
problem-solving and decision-making skills, Day (1991) notes drawbacks like a lack of
organization and shared discussion. He argues that effective teacher education requires
a systematic and integrative approach, emphasizing the critical analysis of teaching
knowledge and activities.

Research indicates that TEPs that allow trainees to implement language teaching
theories significantly enhance teacher quality and professional skills. Several studies in
Iran (Masoumpanah et al., 2019), Turkey (Arslan & Giilden, 2018), and Myanmar (Chaw
& Kopp, 2021) show that incorporating practical experience into TEPs improves teachers'
confidence and reduces their anxiety about classroom management.

Boojari et al. (2023) compared the content and structure of TEPs at Farhangian
University with private TEPs in Iran. Participants criticized Farhangian University for
irrelevant courses, excessive theories, and lengthy curricula. Interviews with teachers
showed a preference for intensive TEPs over a four-year program. The study found
that language institutes offered more qualified programs than Farhangian University.
Researchers suggested that teacher educators and curriculum developers should modify
the syllabus based on teachers' needs by raising awareness.

In several cross-national comparative studies, scholars have explored and contrasted
teacher education curricula from various perspectives (Bavakhani et al., 2019; Ekog,
2022; Wang et al.,, 2013). Flores (2016) investigated the quality of TEPs in nine countries,
including Ireland, Northern Ireland, Scotland, England, Finland, the USA, Poland,
Singapore, and New Zealand. She found consensus on fundamental challenges related to
the knowledge base, critical reflection, and teachers’ professional identity. Emphasizing
teacher identity development as central to TEPs, she described teacher education
as a ‘space of transformation’ and concluded that TEPs should focus on both teacher
knowledge and its transformation. Given contextual differences, Flores highlighted the
importance of cultural, historical, and social factors in assessing TEP effectiveness.

Similarly, Bavakhani et al. (2019) compared the curriculum and revision models of
teacher education in Australia, Singapore, and Turkey. They found that Singapore and
Turkey follow a centralized system, while Australia is moving towards standardized
models. The study indicated that both Singapore and Turkey are revising TEPs to prepare
competent future teachers. The researchers concluded that Iran’s TEP system could
benefit from implementing Singapore’s proven model.

Wang et al. (2013) compared Chinese TEPs in China and Australia, focusing on their
different sociolinguistic contexts. They aimed to explore whether Chinese TEPs could
be internationalized to meet the growing need for Chinese as a Foreign Language (CFL)
teachers both within and outside China. Data from narratives and in-depth interviews
with six pre-service teachers and six teacher educators were analyzed using an interpretive
approach and comparative analysis. The study found differences in objectives, content,
delivery methods, and assessment. The researchers concluded that incorporating
compulsory practicum experiences, communicative activities, and intercultural themes
into Chinese TEPs is essential for internationalization. They also expressed concerns
about TEPs' inability to keep pace with the international needs of globalized societies.
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Alternative global studies in Chile (Barahona, 2014), Thailand (Prabjandee, 2020),
Brazil (Holingetal.,2023), and Cambodia (Sok & Heng, 2024) have commonly highlighted
LTE as a crucial component for shaping the quality of teacher education systems. These
studies emphasize the importance of integrating theory and practice, maintaining a
critical stance on the knowledge base in LTE, and enhancing teacher identity development
(Prabjandee, 2020). Additionally, they stress the need to balance content knowledge with
effective pedagogical knowledge to improve the quality of teacher education.

Overall, the abovementioned evidence reveals that TEPs developed in previous
decades were not primarily designed to shape the professional identity of pre-service
teachers. Given that teacher identity is now an explicit focus of LTE (Yazan, 2019), the
current study examines a design-driven LTE model (ESA) that prioritizes pre-service TPI
as a core component in Iran. Therefore, data collection and analysis procedures were
guided by the following research questions:

1. How is the teacher knowledge base designed in the ESA language teacher education
model to develop Iranian pre-service teachers’ professional identity?

2. How is an Iranian pre-service teacher's professional identity constructed during
the ESA language teacher education model?

Methodology

Following the purpose of the current research, the first line of the study delves into
the architecture and evaluation of an innovative design-driven teacher education model
(ESA). The second line will be a thorough description of how this model mediated one
participant’s TPI over one year. Due to the nature of the present research, a qualitative case
study with a social constructivist perspective and a longitudinal approach was integrated
into the design to examine the development of TPI in the ESA teacher education program.

Design and Context of the Study

The study was conducted at a Tehran college certified by the Ministry of Science,
Research, and Technology, focusing on teacher education. The three-module Teacher
Education Program (TEP), Engage, Study, and Activate (ESA), was designed in 2014 to
train professional teachers. Graduates are qualified to work at the institute or elsewhere.
The program, launched with twelve participants and repeated annually, began in February
2017 and concluded in March 2018. Participants attended five-hour weekly sessions for
44 weeks, totaling 240 hours, to earn a completion certificate. It is worth mentioning that
ESA has been evaluated from diverse angles with a focus on TPI development (Haghighi
Irani et al., 2020).

Due to the complex nature of TPI construction influenced by personal and contextual
factors (Pennington & Richards, 2016), teacher education models should incorporate
multiple theoretical perspectives (Kumaravadivelu, 2012). The ESA model was inspired
by Kumaravadivelu’s KARDS (2012) and structured using design theory principles
(Freeman, 2016), forming an alternative to the PPP model. Design theory in teacher
education highlights components essential for effective teacher learning, offering an
alternative to traditional teaching norms. It suggests that a TEP provides student teachers
with "tools and opportunities to use them" (Freeman, 2016, p. 231).

Design of the Knowledge Base in the ESA Model

To align with the aforementioned standards, the ESA model was developed in three
circular modules (See Figure 3.1.).

1. Engage (E): Designed for 19 weeks (95 hours) to engage students with teaching
knowledge and concepts both theoretically and emotionally (Harmer, 2015; Trent, 2010).
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It covers language and teaching knowledge, language skills, lesson planning, managing
the teaching and learning process, and teaching methodology.

2. Study (S): Spanning 20 weeks (120 hours), this phase links theory to practice
(Farrell, 2018). It revisits phase one topics, focusing on classroom management, teaching
activities, and techniques. Trainees conduct ten-minute language teaching mini-demos,
which are discussed and peer-evaluated.

3. Activate (A): Planned for five weeks (25 hours), this phase connects the previous
phases and applies learned knowledge in real teaching contexts. Student teachers begin
their first teaching experiences with support from their educators. Topics include
educational psychology in practice, teacher beliefs, learner differences, motivation,
learning processes, classroom tasks, learning contexts, and language assessment. This
stage ends with a written exam on educational psychology and language assessment.

Detailed content and pedagogical knowledge in the ESA model are presented in

Appendix A.
Module 1 j é j/\ Module 2
Engage Study
Circular
Mode
Module 3
Activate
Figure 1. A schematic representation of the three-phase teacher
education program (Adapted from Haghighi Irani et al., 2020)
Participants

Dina was one of eight Iranian EFL pre-service teachers in the ESA program during
the 2017-2018 study. None had prior teaching experience and all came from non-English
majors. They were selected through purposive sampling (Mackey & Gass, 2022) by the
institute's principles. Dina, aged 35, was chosen as a case study because she agreed to share
detailed self-narratives and video recordings of her initial teaching context. Her narratives
illustrate changes in her professional identity over time within the ESA model. Dina was
informed that her name would be replaced with a pseudonym and her information would
remain confidential.

Data Collection Instruments

Triangulation in applying instruments can protect the researcher from biases and
help them make more valid and reliable conclusions (Riazi, 2016). For the first line of
the study, document analysis was utilized and for the second line, the data were collected
through narrative writings, three semi-structured interviews, and observations of the
participant’s mini-demos, long-demos, and initial class videos over the span of one year.

Data Collection Procedure

Data were gathered through Dina's written narratives, which are valuable for
constructing and engaging with teacher identity (Fairley, 2020). These narratives helped
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identify changes in her pre-service teacher identity. The researcher provided Dina with
guidelines for her narratives at the start. Semi-structured interviews were also conducted,
focusing on her initial motivation to become a teacher, self-evaluation compared to the
first day of practicum, reflections on teaching classes, perceptions of online and offline
assignments, and the strengths and weaknesses of the modules. Three interviews were
conducted and transcribed throughout the program, one at the end of each module.
Observations were another data collection method. During the Study module, Dina's
ten-minute mini-demos and long demos were observed, discussed in class, and received
feedback from the educator (the researcher) and other student teachers.

Data Analysis Procedure

In examining the design of content and knowledge in the ESA language teacher
education model, Freeman’s (2020) evaluation model was used for its relevance in
evaluating LTEPs and fostering pre-service TPI development. This model's levels of
mastery align with Kelchtermans’ (1993) conceptualization of TPI, which includes task
perception, self-esteem, job motivation, self-image, and future perspective. These aspects
will be explored in the second part of the study, focusing on the emergence and growth of
TPI in the participant, through document analysis.

The data analysis for the second part of the research employed thematic analysis
through an iterative process, alternating between reading written narratives, interview
transcripts, and observation field notes. Initially, data were coded by reading and
rereading for each module. These codes were then categorized into themes, which were
compared across the three modules. Emergent themes were aligned with Kelchtermans’
(1993) conceptualization of TPI. To ensure trustworthiness, member checking was
applied at two levels through descriptions and interpretations by the participant (Dina)
(Riazi, 2016). Despite minor misunderstandings, consensus was reached on data accuracy
and interpretation. Additionally, Dina’s demos were analyzed to ensure trustworthiness
and to examine professional identity changes not evident in other data. Her behavior and
voice during demos were analyzed for hesitancy, confidence, and assertiveness.

Results

The First Line of the Study: The Evaluation of the Knowledge Base in the ESA Model

Investigating innovative LTE models and their delayed evaluation is crucial for
understanding teacher identity, transformative practices, and ongoing changes (Farrell,
2019; Kiely, 2019). To assess potential shortcomings in the ESA model's source and
design, this study aims to evaluate the program's knowledge base several years after
its implementation. To evaluate the effectiveness of the ESA program's knowledge
base, Freeman’s (2020) model was used as the general framework, while Tajeddin
and Tavassoli’s (2023) tables of components provided detailed sub-categories for the
knowledge base evaluation.

To address the global and local dynamics in English language teaching and support
classroom complexities and pedagogical requirements, Freeman (2020) outlines five areas
to be considered as the knowledge base in LTEPs. He asserts that any effective LTE model
must first address 'the content,’ which refers to 'what is taught' in classrooms, specifically
the English language. Candidates enrolled in the ESA teacher education program were
required to have C1 and C2 proficiency levels of the CEFR, as determined by an initial
interview with the institute's official team. The first module of this program, Engage,
focused on Language knowledge. It involved reading relevant texts about language and
language teaching, watching videos, writing analytical reports, discussing, and receiving
feedback on language errors from teachers or peers. This module covers the first
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component of Freeman’s (2020) knowledge base model in LTEPs. (For the purpose and
content of each module in the ESA model, see Appendix).

The second area in Freeman’s (2020) LTEP model includes ‘the teaching force’ area,
focusing on teachers’ characteristics and classroom activities like management, lesson
planning, and assessment (Tajeddin & Tavassoli, 2023). Classroom management and
lesson planning are covered in the second module, while language assessment is practiced
in the third module, Activate. This sequence ensures that theoretical knowledge from the
first module is applied in practice.

The third component of Freeman’s (2020) knowledge-base model in LTEPs
focuses on ‘the learners,” addressing ‘who are learning it and why.” This includes learner
characteristics, learning strategies, motivation, and psychology. In the ESA model, learner
characteristics and strategies are covered in the second module (Study), while aspects like
learner motivation are addressed in the Activate (A) module.

The fourth area in Freeman’s (2020) knowledge-base model addresses ‘the pedagogy,’
focusing on ‘how it is being taught.” This area covers techniques and strategies for teaching
language skills and components. In the ESA language teacher education program, these
were implemented in the second module (Study: S) for pre-service teachers. This module
included simulations and role plays, critical observations of in-service teachers using
validated checklists, and ten-minute demos.

The fifth and most significant area in Freeman’s (2020) knowledge-base model is
‘teacher education,” which addresses ‘how teachers are being prepared and supported in
teaching.” This area includes activities to encourage teacher reflection, identity, creativity,
and autonomy, along with demos and feedback to build pre-service teachers' self-
confidence. These activities were integrated across all three ESA modules. They involved
in critical discussions after watching and analyzing teaching videos, peer feedback on
mini-presentations, creating lesson plans and classroom tasks, and developing test
items. The goal was to help pre-service teachers negotiate their professional identities
and understand components of teacher identity such as task perception, self-esteem, job
motivation, self-image, and future perspective (Kelchterman, 1993).

Overall, it appears that almost all of the components (93%) in Freeman’s (2020)
knowledge-base categories were sufficiently covered in the ESA teacher education program.
Among the 86 subcategories of the five components evaluated by Tajeddin and Tavassoli
(2023), 93% were addressed in the ESA model. However, 7% of the subcategories—such
as online teaching, the history of ELT, corpus linguistics, certification criteria and scoring,
political dimensions of language teaching, and professional code of ethics—were not
included.

The Second Line of the Study: The Development of TPI in the ESA Model

The second line of the study aims to explore how an Iranian pre-service TPI is
constructed during the ESA LTE model. To identify the perceived changes over the
ESA program, narratives, interviews, and observation notes were coded horizontally
across the three modules, and meaningful themes were compared. Findings from Dina’s
narratives and interviews revealed high levels of confidence and motivation during the
Engage module. Dina’s passion for learning about teaching provided a strong foundation
for shaping her teacher self before entering the second module. In her first interview,
conducted at the end of module one, she expressed a strong desire to become a language
teacher.

Three themes were identified based on Dina’s monthly narratives and three interview
sessions. To ensure accuracy, these themes were cross-compared with the educator’s
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notes on observing Dina’s short and long demos at the end of the Study and Activate
modules (S and A).

Constructing Personal Beliefs
Narratives have been viewed as a valuable learning tool in educational contexts
such as TEPs (Yazan, 2019). In this study, Dina felt somewhat shocked by the syllabus
and videos of teaching methods during the first module. The complexities of language
teaching in the ESA program differed from her expectations. In the second module, she
wrote about feeling positive and responsible as a teacher. Dina highlighted the strong
influence of critical discussions after watching videos of language teaching in the Engage
Module and reflective feedback on her performances in the Study Module as key factors
in shaping her beliefs as a teacher. Through her narratives, she depicted how her initially
frustrating perception of teaching shifted during the first two modules.
At first, I was a little shocked and confused. The books and the syllabus were
frightening.
I'wondered how I could put them into action. Now, I realize how complex teaching
is. (E Module)
Discussions were pretty effective in motivating me to continue as a teacher.
Teachers are people who can change everything. They show their students the
route. They teach them how to think and how to solve their problems. After a
while, I could understand the concept of teaching and the teacher’s role.
Now, I can feel more responsible about the impact of teachers on learners.

Promoting Self-Acceptance and Overcoming Self-Doubts
Promoting a clear image of abilities in teachers can help them improve their practices
and overcome tensions (Prabjandee, 2020). This allows teachers to accept their weaknesses
and strengths, and find their style and voice in teaching. As Dina transitioned from the
Study Module to Activate, she began to trust herself as a teacher. In her writings, she
noted the positive impact of narratives on her mindset growth and self-acceptance. Dina’s
identity as a teacher started to emerge as she faced challenges performing her first and
second mini-demos on teaching a grammar point. Her words illustrate the shift from self-
doubt to gradually shaping self-confidence:
I think I have no experience in teaching. I would like to know how to be a good
teacher, not exactly in an academic way. Maybe in the future, I'll think about it.
But for now, I want to be a good English teacher.
Now, my gestures and the way I sit are like a real teacher. I feel I have grown up
and I'm eager for the rest of the way. Now, I believe I can be an extraordinary
teacher.

Developing a Sense of Fulfillment and Global Citizenship

Developing a sense of fulfillment and feeling like belonging to a global community
are expectations when a pre-service teacher overcomes the initial challenges of becoming
a teacher. In Dina's case, achieving a sense of self-image and self-confidence through
performing mini-demos heightened her expectations. She expressed a strong desire for
further knowledge in teaching and professional development. Embracing the ESA Model
with technology played a crucial role in enhancing Dina’s cultural understanding as a
lifelong learner and a global educator, preparing her to equip students with essential skills.
Dina commenced her teaching practicum in the final sessions of the Study Module and
conducted her first actual class at the institute during the Activate Module. Data analysis
revealed that the pivotal moment for Dina in constructing her identity as a teacher
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occurred during the transition from the Study to the Activate modules. This marked a
significant change as she became passionate about pursuing a teaching career and felt
confident in her ability to make a positive impact on future generations.

Everything started for me after the first phase when we started the practical phase.
When I saw how other countries are working on teaching, I thought why we
should not do the same thing for our own country.

The sense of belonging to a big community is a nice feeling. It encourages me to
read, work, and know more than before. Watching videos of some international
high-quality teachers helps me know that teaching can be practiced beyond our
society and be globalized.

Analysis of Mini-Demos

To accurately reflect the quality of findings and explore changes in teacher identity
that may not have been fully articulated in narratives and interviews, Dina's behavior and
voice were assessed for hesitance, confidence, and assertiveness. Video-recorded demos
were observed meticulously by the researcher and a colleague. These observations were
cross-checked with the insights derived from Dina's narrative writings and interviews.
The findings indicated that Dina had made notable advancements in being physically
active and demonstrating control over her self-confidence, tone of voice, body language,
eye contact, and movement during her teaching demonstrations.

Discussion

This study investigates the development and evaluation of an innovative teacher
education program focused on constructing pre-service TPL. The emergence of teacher
identity within this newly established TEP was examined through a qualitative case
study design, utilizing narrative writings, interviews, and observations of short and long
teaching demonstrations.

Using the innovative ESA model, the process of teacher identity formation in
one participant revealed three themes: constructing personal beliefs, promoting self-
acceptance and overcoming self-doubts, and developing a sense of fulfillment and global
citizenship. These themes align closely with Kelchterman’s (1993) conceptualization
of TPL

To address the first research question concerning the development of the knowledge
base in the ESA model and its role as a foundational context for TPI, Freeman’s (2020)
model of the knowledge base in TEP and Tajeddin and Tavassoli’s (2023) list of
subcategories were utilized. Evaluating the ESA knowledge base across content, teaching
force, learners, pedagogy, and teacher education components, it becomes evident that the
innovative TEP aims to align closely with the requirements for fostering TPI.

Continuous program evaluation is recommended to accommodate ongoing changes
and reflections on various aspects of the program (Kiely, 2019). This suggests that the
ESA model has evolved through multiple revisions since its inception in 2014, adapting
course durations, sources, and activities to better meet educational needs. Emphasizing
the context in which teacher identity is formed, this alternative version allows educators
greater flexibility by incorporating reflective activities tailored to diverse local contexts.
These activities help student teachers activate their content and pedagogical knowledge
through practical demonstrations (short and long demos) in modules S and A before
entering actual teaching roles.

While many institutes traditionally neglect the ‘content’ aspect, specifically English
language content (Coskun & Daloglu, 2010), the ESA model prioritizes this component.
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It achieves this through readings and providing feedback on students’ written and
spoken reports throughout the practicum, particularly in module E. The ESA model
comprehensively covers subcategories such as learner characteristics and teacher
education components as evaluated by Freeman (2020).

Modules E and S within ESA extensively address the characteristics of learners,
encompassing factors like age, level, abilities, and motivation. Module S, in particular,
emphasizes teacher preparation through activities such as weekly discussions where
student teachers review videos and mini-demos conducted by peers, as well as
observing classes taught by in-service teachers. In this module, students also engage in
reading and practicing teacher autonomy, reflection, and identity development. These
practices highlight ESA’s commitment to thorough teacher preparation and the holistic
development of student teachers.

In general, the ESA model of TEP achieves balance across key aspects like content,
teacher, learner, pedagogy, and teacher preparation, as found in prior studies (Coskun
& Daloglu, 2010). It effectively bridges the theory/practice gap by integrating thorough
presentations on language teaching theories followed by critical discussions and
feedback sessions, aligning with literature on effective teacher preparation (Farrell, 2018;
Prabjandee, 2020).

To address the second research question on how an Iranian pre-service teacher's
Professional Identity (TPI) develops during the ESA model, data were collected through
narrative writings, three semi-structured interviews, and field notes from video-recorded
mini-demos, long demos, and Dina’s initial teaching sessions over one year. Data analysis
identified module transitions as pivotal moments in Dina’s teacher identity formation.

Initially, in the E module, Dina’s self-beliefs were shaped through critical thinking
and reflective activities supplementing her content knowledge. Moving to the S module,
a noticeable decrease in self-confidence was observed initially during her practicum,
though it improved with experience in front of the class. A significant shift occurred at
the start of the A module, where Dina overcame self-doubts and began seeing herself as
part of the global teaching community.

The practicum experience, learning about learner psychology, and professional
development in language teaching complexities in module A guided her through these
changes. This finding aligns with Prabjandee’s (2020) study emphasizing practicum,
narratives, observations, and student reactions as crucial factors in TPI development.
However, contrary findings from Barahona D. (2014) suggest challenges for Chilean
student teachers in integrating theory and practice.

The participant's multiple levels of self reveal the complexity of teacher identity.
The first theme, 'constructing personal beliefs', combined self-esteem and self-image in
Kelchterman’s (1993) framework of teacher identity levels. The second theme, focusing
on ‘promoting self-acceptance and overcoming self-doubts,” improved Dina’s educator
perception and aligned with Kelchterman’s 'task perception' level. Incorporating
Kumaravadivelu’s (2012) modular model—knowing, analyzing, recognizing, doing, and
seeing—helped Dina navigate uncertainty, supporting Hassani et al.'s (2020) argument
on learning to make judgments. Lastly, the third theme, ‘developing a sense of fulfillment
and global citizenship’, integrated job motivation and future perspective, driven by
Dina’s passion for learning, desire to influence students positively, personal growth, and
enthusiasm to equip students with essential skills.

Regarding the aforementioned findings, several caveats need consideration. The
ESA teacher education model was innovatively designed based on design theory and
Kumaravadivelu’s (2012) model but lacks focus on developing online teaching skills and
leveraging digital platforms for language teaching in today's globalized context. Future
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iterations should integrate generative Al tools to enhance student teachers' productivity,
addressing the evolving landscape of education technology.

To effectively address the complex process of teacher identity (Pennington & Richards,
2016) and meet globalization demands, it is essential to incorporate intercultural subjects,
professional codes of ethics, and artificial intelligence techniques into the pedagogy and
teaching force components of the ESA program.

Additionally, the study's limitation to one participant suggests the need for broader
data collection across diverse groups of student teachers, educators, and curriculum
developers in varied contexts to generalize findings more robustly.

Lastly, while the ESA model was tailored to local and national settings, revised
editions should aim to address global complexities within teacher education, ensuring
relevance and effectiveness in a globalized educational landscape.

Conclusion

The findings indicate that the ESA teacher education model facilitates the growth
of pre-service teachers' knowledge, skills, and professional identity by promoting
interdisciplinary and critical thinking, along with a sense of social responsibility. The
model's flexibility and iterative structure, coupled with its practical duration, underscore
the importance of rethinking teacher education as a transformative space. This study
proposes that the ESA model nurtures professional, reflective, and critical teacher
identities, equipping educators to navigate the evolving challenges of globalized language
education.

The ESA model introduces three critical challenges for second language teacher
educators, curriculum developers, and stakeholders in the profession to address in future
studies. These challenges include 1) resistance to adopting a new teacher education
model, 2) inadequate resources like technology and training for faculty and staff, which
may hinder the ESA model's effectiveness, and 3) unpreparedness of institute staft to
implement the new model. Overcoming these barriers is essential for ensuring the model's
success. Teacher educators should prioritize systematic considerations in shaping teacher
identity to effectively manage these challenges.

Overall, BRICS nations can advance teacher training programs and address
educational disparities by prioritizing technology-based teaching methodologies and
emphasizing the development of TPI. Given the influence of prescriptive standards
on LTEPs (Freeman, 2016), curriculum developers should strike a balance between
prescribed knowledge and the adaptable context of teacher education. It is recommended
that new editions of programs like ESA leverage digital platforms to enhance teacher
education systems collectively, supporting sustainable development goals.
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APPENDIX

Specifications of Each Phase in an ESA Teacher Education

(Adapted from Haghighi Irani et al.2021)

Items Module 1 (Engage) Module 2 (Study) Module 3 (Activate)

Purpose -Motivating learners -integrating theory & -Activating the known
-Preparing trainees to practice knowledge of Phases 1&2
start practice teaching -putting the known -practicing application &
-establishing engagement | knowledge into practice | production
conceptually and -starting to practice -creating tasks & tests
emotionally teaching in front of the -providing feedback
-negotiating teacher class and discuss
professional identity

Content & | -learning knowledge -presenting knowledge of | -Focusing on the

Activities | about language & teaching in practice assessment for developing
teaching -doing simulations & role | tests
-doing systematic & plays -focusing on learning
reflective discussions & | -doing field training as theories for developing
written reports in pairs & | observations of in-service | tasks
groups teachers’ classes and -developing tests
-reading texts, watching | providing notes and for language skills &
videos & webinars, comments components
joining online
international teaching
groups

Assessment | -taking the final test -presenting mini & long | -taking a written open-
(Teaching Knowledge teaching practices & a ended test, 50%
Test “TKT’ Moc), 50% final demonstration, 50% | -trainees’ portfolio, 50%
-trainees’ Portfolio, 50% | -trainees’ portfolio, 50%

Time 95 120 25

Duration
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Abstract

Saudi Arabia's education sector has experienced substantial growth, with considerable investment
and emphasis placed on teacher education. This qualitative research delves into the specific
requirements and challenges faced by teachers in Saudi Arabia to underscore the necessity for
comprehensive teacher education programs. Until now, Saudi teachers' colleges trained future school
teachers for all school subjects especially English as a second/foreign language. However, there has
been a change in teacher education planning and curriculum, and teachers of English (especially for
schools) are mostly recruited who have bachelor's or master's degrees in English language/literature.
Some researchers and educationalists are always of the view that proper pre-service teacher training
is required to prepare effective teachers because school teaching lays a solid foundation for future
courses and workplaces including English language institutes (for English teachers). Keeping
the crucial roles in view, teacher education is expected to train teachers in digital education in
augmented or virtual learning environments which emerged as a need in the post-Covid scenario.
To cater to such needs, the researcher employed a purposive sampling technique and recruited
20 experienced school teachers and 5 English language instructors (from King Abdulaziz university,
Jeddah-Saudi Arabia) who participated in semi-structured interviews. The study unearthed critical
insights into teachers' perspectives, highlighting their needs, experiences, and expectations within
the educational landscape. Through thematic analysis, the research identified significant areas for
improvement in teacher education initiatives. The outcomes underscore the urgent need for tailored
teacher education programs to better equip English teachers, ultimately enhancing the quality of
English language instruction in Saudi Arabian schools.

Keywords: teacher education, school English teacher, teachers' perspective, pre-service training.
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AHHOTaIA
Cexrop obpasoBatns B CayoBCKOI ApaByy IIepeKMBAET 3HAYUTENBHBIN POCT, IIPY 9TOM HeMaoe
BHMMaHNeE, a BMECTe C HUM U MHBECTULIUN Hal'[paBJ'[eHbI Ha I1eJarorm4yeckoe 06pasoBaﬂme. HaHHOe
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KaueCTBEHHOE VMCCTIeflOBaHIe IIOCBSIIEHO TeM TPeGOBaHNSM I IpobieMaM, ¢ KOTOPBIMU CTA/IKV-
BaroTcs yunrena B CaymoBckoit ApaBun. Pabora 1meer 1ie/bi0 060CHOBAaTb HEOOXOAUMOCTD pas-
PabOTKV KOMIUIEKCHBIX IIPOTPaMM IIefJarorn4eckoro obpasosaHmA. [lo cyx Iop Iefjarormdeckye
xomnemxu CaygoBcKoit ApaBum TOTOBU/IN 6y,uy1u1/[x LIKO/IbHBIX YYMUTENIEN IO BCEM IIPeJMeTaM,
0COOEHHO IO aHINIMIICKOMY A3BIKY KaK BTOPOMY MHOCTpaHHOMY. OfHaKO B HacTosllee BpeMs
[IPOV3OIIIN M3MEHEHNsI B y9eOHOM IIIaHe I1efarorinyeckoro 06pasoBaHyis, ¥ Ha JO/DKHOCTD IIpe-
mofiaBaTesiell aHIINIICKOTO A3bIKa (OCOOEHHO /IS IIKOI) B OCHOBHOM HAabMpPAIOT TeX, KTO MMeeT
cTereHb HaKazaBpa YIM MarucTpa II0 aHIINIICKOMY A3BIKy/MTepaType. MHOTYe NCCTIefoBaTemn u
mnegaroru HpVIﬂep)K]/IBaIOTCﬂ TOr0 MHEHMA, YTO IIOATOTOBKA SIb(beKTI/IBHOI‘O YHMTEHH JOJDKHA 6I)ITb
TOCTOITHOIL, MOCKOJIbKY LIKOJIbHOE 0Opa3oBaHMe ABIAETCA (PYHAAMEHTOM IIPOQECCHOHANTBLHOTO
pocTa 1 BCelt Ja/mbHelIell feATeTbHOCTU YenoBeKa. IT0, 6e3yCTIOBHO, OTHOCUTCA M K YIUTEAM
QHI/INIICKOTO A3bIKA. B CBA3M € 9TUM Iefjarornyeckoe 00pasoBaHye HO/DKHO TOTOBUTb YIMUTEINeN
K 11poBOMY 06pa30BaHIIO B JOIIONHEHHOI WM BUPTYaIbHOI YIe6HOII Cpefie, 9TO CTalIo Heob-
XO[IMMOCTDIO B IIOCTKOBUJHOM Mupe. B 1mccrefoBaHny MCIO/MIb30Ba/ICA METO, LieJIeHAIIpaB/IeHHO
BBIOOPKI, B KOTOPYIO BOLIIN 20 OIBITHBIX IIKOJIBHBIX YYMUTEIeil U 5 perofaBaTesiell aHIINICKOTo
A3bIKa 13 YHuBepcuteTa Kopomst Abmynasusa (Ixkunma, CaygoBckas ApaBusi). YYaCTHUKN Faniu
MIO/TYyCTPYKTYPUPOBAHHbIE MHTEPBbIO, 13 KOTOPBIX JMICC/IEOBATEIAMY ObUIM IIOTy4eHBbl KPUTHYe-
CKyie HAGTIOeH s 1 3aMeTIaHNs YUNTe Iel, BBIABIEHBI MX TOTPEOHOCTI, OIIBIT M O>KMAAHNS B PaM-
Kax obpasoBaTenbHOro maHAurapTa. C IOMOIIBI0 TeMATIIECKOTO aHaNMM3a ObUIN OIpee/ieHbl Te
0067TacTy Mearorn4eckoro o6pasoBaHmsa, KOTOpble 0COOEHHO HYXXJAIOTCA B COBEPIICHCTBOBAHMUIL.
Pe3y/pTaThl NCCTIE[OBAHNS YOEAUTEIBHO HOKA3bIBAIOT OCTPYI0 HEOOXOAMMOCTD pa3paboTK Clie-
L[Ma/IM3MPOBAHHBIX IIPOTPaMM IIeJATOTNYeCKOT0 06pa3oBaHMsA /LA Ty4llell IOTOTOBKI YINUTeIIel
AHIJINIICKOTO A3BIKA, YTO B KOHEYHOM MTOTE IIOBBICUT Ka4eCTBO MTPEeIIOflaBaHNA aHITNMIICKOTO A3BIKa
B 1Konax CayoBCKOW ApaBuL.

KiroueBble croBa: nefjarorndeckoe o6pasoBaHie, MIKOJIbHBII YYUTEIb aHIINIICKOTO A3bIKA, TOYKA
3PEHNs YIUTENEN, TOJIOTOBKA YIUTENEI.

Introduction

Education is a cornerstone of any progressive society, and the role of teachers is
pivotal in shaping the educational landscape. In the Kingdom of Saudi Arabia (KSA),
the elevation of educational standards has been a key priority, evidenced by significant
investments in the educational sector (OECD, 2020). Teacher education is all about
preparing teachers to become highly skilled professionals equipped to handle challenges
and achieve educational goals. It is not just about training; it is a program that helps
teachers grow professionally. Teacher education teaches skills and strategies needed
for effective teaching, focusing on various levels like primary, secondary, and higher
education, including students with special needs. This education is built on philosophical,
sociological, and psychological foundations, shaping a teacher's understanding of
students, society, and educational settings.

The objectives of teacher education are multifaceted. It aims to nurture teachers
who not only foster students' talents and potential, but also contribute to reshaping the
curriculum to match changing societal and educational needs. Smith (2015) advocated
the importance of teacher education research for the development of teachers. Algahtani
and Albidewi (2022) referred to optimum utilization of teaching staff program for
sustainability and development in Saudi Arabia keeping the Saudi vision 2030 in view.

Kasemsap (2021) contended that teacher education is a continuous process; it starts
from pre-service teacher education and continues via in-service teacher development. He
emphasized the need for technology pedagogy in the current situation and focused on
ethical practices that are extremely essential for pre-service teacher education. Amott and
Ang (2020) talked about teachers' roles in their chapter on (re)thinking teacher educator
identity. Mayer and Oancea (2021) found an existing co-relationship between teacher
education research, policy, and practice, and assessed the benefits. Recently, Biswas &
Mukherjee (2024) researched teacher education in India and emphasized the need for
21st-century teachers as very equipped, knowledgeable, and skilled.
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Al-Seghayer (2014) emphasized the need for EFL teacher preparation programs in
Saudi Arabia. In the same context, Al Amri (2023) in line with Alqahtani and Albidewi
(2022) and Sfar (2024) discussed about the role of education as an investment for
economic development. Prior to recent studies, Al-Hazmi (2003) dealt with this issue of
English teacher's preparation for effective and quality teaching/learning.

The demand for proficient English language teachers in Saudi Arabian schools has
surged in tandem with the nation's aspirations for English language fluency (Alharbi
& Alshalawi, 2019). This study sought to delve into the intricacies of teacher education
programs that aim to equip school English teachers. This research encompassed the
existing structure, content, and efficacy of these programs to identify potential areas for
enhancement.

Roles of innovative teachers

There are multiple roles of a single teacher in a classroom, and even beyond
classrooms (depending on needs). There are students with different learning needs,
therefore a teacher has to employ differentiated instruction (DI) in the case of a classroom
with diverse learners because students may have different academic, cultural, family and
economic backgrounds with specific attitude, aptitude, intelligence and abilities.

Similarly, good teachers have to think twice before assessing their students’ potential
because each student has great potential, but he/she cannot display the same performance
in similar activities. For example, an elephant is extremely strong, but he cannot fly like
a falcon (a bird). Thus, based on different learning needs and assessment performance,
teacher have to innovate their teaching by employing different teaching methods/
strategies. In other words, based on innovations in teaching, research finding and
teachers’ development, innovative teachers can employ innovative pedagogies to yield
better results.

An ideal teacher is not just an instructor, but 'a teacher is a friend, philosopher, and
guide' according to a very popular saying. Butthe saying is more metaphorical in nature.
If a teacher is a friend, students can come closer and share many issues. Simultaneously,
the teacher can tell some social philosophies and guide them accordingly. A teacher is
like a pot maker. This is a very sensitive task. If the pot (student) is not nicely shaped,
it becomes somewhat useless and its market prize becomes almost nothing. If the pot
is broken during the process, it can be reshaped, but it seldom happens in the case of
shaping a student.

Literature review

Teaching stands as one of the most esteemed professions globally. In Islam, this
role carries exceptional significance, resonating from the foundational role of Prophet
Muhammad (SAW) as an educator. Allah Almighty's decree in the Holy Qur'an highlights
the role of the Prophet as a teacher, guiding, purifying, and imparting wisdom and
knowledge to the community (Qur'an, 2:151). This verse emphasizes the divine purpose
of education through the Holy Qur'an and the Prophet's teachings, underscoring the
pivotal role of teaching.

The Saudi Vision 2030 is not just an economic plan but a transformative educational
vision, which aims to modernize education. Initiatives include enhancing teacher
competencies, introducing innovative technologies, and revamping curricula with
programs like “Khibrah” and national teacher accreditation. The plan also broadens
educational horizons by expanding scholarships for foreign studies, incorporating diverse
subjects, and embracing market-oriented modules. Mohiuddin et al. (2023) considered
the issue of potentialities and priorities for development in higher education in Saudi
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Arabia in the coming years. A teacher has crucial roles to play, therefore they should
attend a formal course/program to understand what is teaching and who is a good teacher
(Khan, 2011a).

Keeping the significance of education in view, Saudi Arabia's commitment to
education is reflected in its substantial budget allocation. Though Education budget in KSA
is set to fall marginally in 2024, it is still SAR195 billion (KPMG, 2023). The government
will remain committed to aligning Education spending to Vision 2030 goals. Oudah
and Altalhab (2018) highlighted the need for training programs for English language
instructors, emphasizing the need of professional development opportunities. Alshahrani
(2019) discussed the challenges faced by school English teachers, such as the lack of
ongoing training programs that integrate modern pedagogical practices and technology
into language instruction. Moreover, Fadhilah and Warni (2024) explored the students’
perceptions toward the impact of teachers’ attitudes on English learning achievement.
Attitude is directly related to professional development and dedication towards teaching.
The landscape of some more recent studies showcases diverse dimensions within teacher
education. Wang and Lee (2023) uncovered challenges in the implementation of new
pedagogical approaches, underscoring the pressing need for ongoing training to navigate
these obstacles effectively.

Problem statement

In Saudi Arabia, the field of teacher education, particularly concerning the preparation
of teachers in general and English teachers in particular, faces a critical juncture amidst
the evolving educational and pedagogic landscape. Despite substantial investments
and recognition of the educational sector's importance, there exists a perceived gap in
addressing the specific needs of school teachers and English teachers within the realm
of teacher education. This research seeks to explore the underlying challenges, identify
prevalent gaps, and ascertain the critical requirements necessary to fortify teacher
education programs specifically tailored to equip school teachers with the requisite skills
and competencies in alignment with the dynamic educational milieu of Saudi Arabia.

Research aim

The study's aim forms a sequential framework essential for a holistic evaluation of
teacher education in Saudi Arabia. Firstly, by scrutinizing the current status of teacher
education, the research sets the groundwork to comprehend the existing structures and
contexts shaping instruction at school levels including English language instruction. In
summary, the study aims to identify the hindrances and difficulties that are blocking
the successful development of Saudi English language educators, offering an important
understanding of the obstacles present in the school system.

Research objectives

RO1.To identify the current status of teacher education in Saudi Arabia;
RO2.To explore the need of teacher education in Saudi Arabia for preparing school
teachers, especially English teachers.

Methodology

This research adopts a qualitative approach, recognizing its capacity to deeply explore
the multifaceted experiences and perceptions of seasoned teachers in Saudi Arabia.
The qualitative methodology offers a nuanced understanding of the challenges, needs,
and expectations within the teacher education landscape. By delving into the intricate
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narratives ofeducators, this methodological choice aims to uncover the complex realities
of teacher education, emphasizing the need for a comprehensive understanding beyond
mere quantitative data.

The population for the present study included English teachers working at King
Abdulaziz University (KAU), Jeddah-Saudi Arabia, specifically those teaching English
as a second/foreign language. The sample consisted of 20 teachers and 5 English teachers
selected from KAU, Jeddah. Through purposive sampling and semi-structured interviews,
the study aspires to ethically capture diverse perspectives, offering valuable data for a
comprehensive thematic analysis.

Research procedure

Firstly, the researcher identified, contacted participants through educational
institutions and networks. In addition, he obtained informed consent from willing
participants explaining the research's purpose, voluntary participation, and confidentiality
measures. After this, semi-structured interviews with the selected teachers were conducted.
The interviews were audio-recorded to ensure accuracy and transcribed for analysis.

Participants

As mentioned, the present study included 20 teachers working in different units/
colleges (for example, teachers' college and the Applied college (teachers who have got
teacher training), and 5 English language teachers working at the Applied college/the
English language institute, King Abdulaziz University, Jeddah-Saudi Arabia.

Thematic analysis

Thematic analysis, advocated by Braun and Clarke (2006), facilitates identifying
patterns within qualitative data, essential for interpreting complex narratives. Charmaz
(2014) emphasized qualitative analysis as crucial for understanding the social processes
influencing teacher education. Creswell and Poth (2018) delved into the intricacies of
qualitative inquiry and research. The use of qualitative analysis is vindicated due to its
suitability for uncovering diverse perspectives and subjective experiences of teachers
(Braun & Clarke, 2006). Charmaz (2014) emphasized qualitative analysis as crucial for
understanding the social processes influencing teacher education.

Here are the identified themes from the participants' responses illustrating certain
aspects and efforts within the teacher education system, indicating potential areas where
the current status needs enhancement or refinement to better meet the demands and
expectations of teacher education in Saudi Arabia. These themes are:

1. Status of teacher education in KSA

2. Importance and need of teacher education (pre-service)

3. Need for appropriate intensive training/teacher development for innovative
pedagogies

4. Technology integration for better results

5. Challenges in teaching and classroom management

These themes collectively illustrate the varied aspects where teachers in Saudi Arabia
feel dissatisfied or identify the need for improved teacher education to address the existing
challenges and enhance their professional capabilities.

Teachers face most of the following issues: lack of ongoing training, specific needs,
modern teaching strategies, innovative pedagogies, addressing varied needs, discrepancies
in demand, technology integration, learner engagement, and many others. Based on these
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issues, the following training needs have been summarized for teacher educators to train
future teachers accordingly for further development.

Here is a codebook/matrix summarizing the identified themes from the participants'
responses regarding the importance, necessity, and benefits of teacher education in Saudi
Arabia. This matrix provides a quick overview of the identified themes extracted from the
responses of the participants regarding the importance and benefits of teacher education
in Saudi Arabia. Each code represents a thematic area or concept that emerged from the

participants' answers.

Table 1. Themes/sub themes, codes and description

Identified themes/sub
Themes

Code formation

Description

Unclear status of teacher
education

Teac.edu_unclear

Currently, teacher education in the area
of English language teaching is unclear.

Lack of pre-service

Lack_pre-ser.

Absence of pre-service training leading to

training programs

training train dissatisfaction; hindrance to growth and skill
enhancement.
Need for specialized Specialized Desire for programs targeting specific teaching

challenges or subject areas, seeking tailored
training.

Importance of updated
pedagogical practices

Updated_Pedag

Expressing the need for exposure to modern
teaching methodologies and strategies for
effective instruction.

Desire for practical
teaching experience

Practical_Exp

Need for more hands-on training to bridge the
gap between theory and practical classroom
application.

Inadequate lesson
planning skills

Inad_less.plan

Concerns over insufficient training to prepare
lesson plans.

Gapbetween curriculum/
objectives and outcomes

Gap_obj.outcome

Gap between conceived, taught and achieved
curriculum found.

Limited understanding
of modern technologies

Tech_Limit

Needfor training on effectively using and
integrating modern tech tools for instructional
purposes.

Struggle with classroom
management

Classroom_Man

Feeling underprepared in managing classroom
dynamics, seeking training in effective
management strategies.

Insufficient focus on
student-centric learning

Student_Centric

Desiring training emphasizing student-
centered approaches and interactive learning
methodologies.

Need of innovative
peadagogies

Inno. Ped

Expressing the need for innovative pedagogies

These identified themes and sub-themes were grouped into five major themes, and

the related data were analysed accordingly for the interpretation of results.

Findings

The analysis of the responses from the participants regarding the importance and

benefits of teacher education in Saudi Arabia revealed several key findings:
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Theme 1: Status of Teacher Education in KSA

In the recent past, teachers' training colleges used to offer 4-year integrated program
of teacher education (including English), but these days, there is no such a program for
English teachers which raises concerns. There is a need of pre-service teacher education to
prepare prospective teachers to develop themselves. If the teacher education programs are
not up to the level, future teachers may not be able to meet the teaching-learning needs of
a growing country like Saudi Arabia.

Theme 2: Importance and Need of Teacher Education (pre-service)

Many participants emphasized the role of teacher education in enhancing teaching
methodologies and improving student learning. They highlighted the importance of
high-quality instruction and effective teaching approaches to positively impact student
engagement and learning outcomes. Educators feel the need for exposure to modern
teaching methodologies and strategies for effective instruction. Concerns arise regarding
insufficient training to address the diverse needs and learning styles of students.

It has been said by nearly all the teachers that there is a need of proper teacher
education to equip the future teacher to innovate their pedagogies for better learning
outcomes. Quite a few participants stressed on quality teacher education for teaching of
all the school/institute subjects, especially English.

Theme 3: Need for appropriate intensive training/teacher development for
innovative pedagogies

The importance of teacher education in improving student learning and enhancing
teaching methodologies was underscored by the participants. The significance ofemploying
effective teaching methods and delivering high-quality instruction was emphasized to
enhance student engagement and improve learning outcomes. The lack of continuous
training for educators in Saudi Arabia has been identified as a substantial obstacle.
Ongoing or continuous professional development (CPD) is imperative for educators to
remain current with the dynamic nature of the educational environment. The absence of
CPD opportunities impedes the development and improvement of educators' abilities
and causes discontentment. To aid in their adaptation to contemporary educational
demands and to promote their professional development, consistent and individualized
CPD programs are required. Therefore, the importance of CPD among educators in Saudi
Arabia becomes evident. Teachers' capacity to adjust to shifting teaching methodologies
and educational trends is impeded by the lack of continuous training opportunities; this
underscores the criticality of CPD for educators to progress in tandem with evolving
educational environments. In addition to the diminishing gratification of educators, this
absence of CPD hinders their development and skill improvement.

A significant focus was on continuous professional development, fostering lifelong
learning, and adapting to changing educational landscapes. Participants stressed the need
for educators to continuously update their practices, adapt to new pedagogical approaches,
and address diverse learner needs effectively. Teachers highlight a discrepancy between
current status of teacher education and the actual demands of the classroom. Teachers
express dissatisfaction due to the absence of training, hindering their growth and skill
enhancement. Teachers also desire specialized programs tailored to address specific
teaching challenges or subject areas. Teachers express a need for more hands-on training
to bridge the gap between theoretical knowledge and practical classroom application.
Expressing a need for training on using and integrating modern tech tools effectively
for instructional purposes, there is a need for training that emphasizes student-centered
approaches and interactive learning methodologies.
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Several responses highlighted the significance of student-centered learning and
inclusive teaching practices. Educators emphasized the importance of tailored learning
experiences, supporting holistic student development, and promoting critical thinking
among students. A notable theme revolved around encouraging innovative teaching
methodologies. Participants discussed the necessity of employing inquiry-based
instructional approaches, leveraging interactive and digital tools, and implementing
collaborative and experiential learning techniques.

Theme 4: Technology integration for better results

Modern education is perhaps not possible without effective technology at least
in present digital age. Integrating technology and media in present day classroom
environment is somewhat inevitable because people in general and students in particular
are using different apps and tool for general communication, therefore it is considered
worth to create similar and familiar mode of communication within educational
landscape. Technology integration (there are many names such as CALL, augmented or
virtual learning environment, ICT, etc) is as essential as teaching/learning these days. If
there is pre-service training, future teachers will be better equipped.

Theme 5: Challenges in teaching and classroom management

Teachers feel underprepared in managing classroom dynamics and seek training in
effective classroom management strategies. The need for effective classroom management
techniques was emphasized, ensuring an engaging and conducive learning environment.
Participants underscored strategies for supporting classroom interactions and utilizing
varjous digital resources for personalized learning experiences.

Discussion

In the responses of the participants, the significance of teacher preparation and
student-centered approaches came to the forefront. The importance of customized
learning experiences, inclusive methodologies, and the encouragement of critical thinking
was emphasized by educators. This highlights a collective dedication to promoting
comprehensive student growth and establishing a setting that accommodates a variety
of learning modalities. Additionally, innovation in instructional methodologies was
emphasized. A consensus among educators was to integrate inquiry-based methodologies,
utilize digital resources, and establish collaborative learning strategies. Makri et al. (2021)
emphasized the need of technology integration to yield better outcomes. The proactive
nature of this approach in fostering engagement and developing interactive learning
environments is evident in the emphasis placed on innovation. Nevertheless, despite the
fact that these results demonstrate a widespread dedication to efficacious pedagogical
approaches, there are discrepancies in approaches and priorities. The presence of this
diversity denotes a vibrant educational environment in which instructors utilize an
array of strategies to tackle obstacles in the classroom and achieve educational goals.
Notwithstanding these discrepancies, an overarching dedication to ongoing education
and approaches centered on students continues to be the dominant pattern, indicating
a concerted effort by educators to improve academic achievements by implementing
rigorous teacher preparation methodologies. Flores’ study (2023) confirmed that
teacher education gives greater credibility, which demonstrates a convergence of ideas
and strengthens the case for the importance of teacher education in enhancing teaching
practices and student outcomes.

The examination of the feedback provided by participants with respect to teacher
education in Saudi Arabia revealed significant findings concerning the field of education.
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The statement reaffirmed the views put forth in prior studies (Khan, 2011a, 2011b, 2021),
emphasizing the critical significance of teacher education in advancing pedagogical
approaches and enhancing the academic achievements of pupils. In line with prior
research both domestically and internationally (for example, Smith & Johnson, 2020)
that has demonstrated the correlation between increased student involvement and
effective teaching practices, Garcia & Patel's (2021) study emphasized the importance
of high-quality instruction and effective teaching strategies in order to cultivate student
engagement. Furthermore, the emphasis on continuous professional development (CPD)
aligns with more extensive educational research, which underscores the importance of
educators continuously learning and adapting their practices (Martinez et al., 2019). The
findings also correspond to the research examined by Alqurashi (2019) that justifies the
effectiveness of online learning environment which is not possible without the teachers’
effectiveness. Additionally, Eikeland & Ohna (2022) emphasized the necessity and
significance of inclusivity hence following differentiated instruction to deal with diverse
learners. In a similar vein, the discourse pertaining to novel pedagogical approaches,
inquiry-driven methodologies, and efficient methods of classroom management
reflects the scholarly investigations that substantiate the incorporation of collaborative
learning techniques and digital tools in interactive/virtual learning environments
(Lampropoulos & Kinshuk, 2024). Furthermore, these results are consistent with the local
learning environment, demonstrating the educators' collective dedication to enhancing
pedagogical approaches and student achievements. Al-Mohaimeed and Alenezi (2017)
found that local studies in Saudi Arabia concur with the significance attributed to ongoing
professional development (CPD) for educators. The effectiveness of in-service training
for teacher development was explored by Althobaiti (2017), and the researcher found it
very crucial indeed.

Furthermore, scholarly investigations conducted in Saudi Arabia underscore
the importance of student-centered learning methodologies for the improvement
of education (Alghamdi & Raza, 2020). Other studies conducted in the educational
landscape of Saudi Arabia emphasize the criticality of implementing technological
advancements and novel pedagogical approaches (Almalki, 2020). This aligns with the
dialogues that took place among the participants concerning the technology induced
methodologies and digital resources to establish interactive educational settings,
however teacher development is essential requirement for technology integration.

These findings are interpreted in a manner that supports the local research conducted
in Saudi Arabia, highlighting the importance of educators working together to bridge the
divide between theory and practice. Educators in Saudi Arabia continue to demonstrate
a collective comprehension of the importance of continuous learning and student-
centered approaches, notwithstanding potential variations in their specific approaches.
This statement emphasizes the widespread agreement among educators regarding the
complex and diverse aspects of successful pedagogical approaches. Although there are
some differences in approach strategies, educators continue to prioritize student-centered
approaches and ongoing learning. This demonstrates a collaborative endeavor among
them to improve educational outcomes by implementing rigorous teacher education
practices.

Conclusion

In conclusion, the collective insights from educators participating in this study shed
light on the fundamental significance of teacher education in Saudi Arabia's educational
domain. The recurring themes underscore a unified acknowledgment of teacher
education's pivotal role in shaping effective teaching practices and enhancing student
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learning experiences. The shared emphasis on continuous professional development,
innovative teaching methodologies, and student-centered learning signifies a collective
commitment to advancing educational practices. Despite variations in specific strategies
and approaches highlighted by participants, there exists a cohesive aspiration among
educators to bridge the gap between theoretical knowledge and practical classroom
application. The diverse perspectives showcased a dynamic educational landscape where
educators strive to adapt to evolving educational trends, catering to the diverse needs
of students. The study underlines the imperative need for tailored teacher education
programs that address these varied approaches, fostering an environment conducive
to holistic educational growth and development. Ultimately, this study underscores the
importance of ongoing discussions, research, and advancements in teacher education,
advocating for a continued focus on innovative pedagogical practices and a commitment
to empowering educators with the skills and knowledge needed to navigate the ever-
evolving educational landscape in Saudi Arabia.

Implications

The cumulative effects of these implications may facilitate the establishment of a more
resilient and flexible educational framework in Saudi Arabia through the prioritization
of ongoing professional growth for educators. The few significant implications of the
present investigation are as follows:

Policy Reforms

The educational authorities of Saudi Arabia may be prompted to reconsider the
existing teacher training programs in light of these studies. They may result in the
development and implementation of more comprehensive and individualized CPD
programs that integrate technology and adhere to contemporary teaching methodologies.

Educator Empowerment

Highlighting the necessity for continuous professional development can enhance the
agency of educators. This acknowledgment may give rise to initiatives that assist educators
in acquiring fresh proficiencies, accommodating diverse learners, and advocating for
student-centric approaches—all of which would enhance teachers' efficacy within the
instructional setting.

Enhanced Student Learning

Enhancing CPD can positively impact students' academic performance. Research
that centers on individualized training programs that incorporate technology integration,
subject-specific development, and student-centered approaches may result in more
effective and captivating pedagogical methods, ultimately enhancing students' learning
experiences.

Allocation of Resources

An increase in funding for teacher education may result from the findings of these
investigations. Governments and educational institutions may consider increasing
funding for Continuing Professional Development (CPD) due to its recognized
significance in elevating the standard of education in Saudi Arabia.

Research and Collaboration

The outcomes of these studies may inspire legislators, academic institutions, and
universities to form additional research teams. By collaborating, it is possible to identify
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optimal methodologies, assess the efficacy of CPD interventions, and foster a continuous
improvement mindset within the field of teacher education.

Professional Development Attitude

Ultimately, this could entail promoting a mindset among educators that prioritizes
continuous learning and personal development for quality effective teaching, and better
learning.
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Abstract

The history of Brazil is divided into three periods: colonial (1500-1822), imperial (1822-1889), and
republican (1889 to the present). From 2015 at 2024, there have been distinct definitions of what
“education” is in Brazil. Therefore, I will examine the concepts of education presented by Dilma
Rousseff in her Message to the National Congress (2015), by the National Common Curricular
Base - BNCC, (2017), and by Jair Bolsonaro also in the Message to the National Congress (2019),
respectively, focusing on the forms of humanist, technicist and elitist education. Having explained
the definitions, I present the analysis of two Brazilian “unpublished documents” — a Compendium
Philosophicum (1756) and Offended and defended Slavery 1840 - as examples of an education
based on innovation and social commitment. From them I point out a critical reading of elitist and
technicist forms and advocate for critical and emancipatory education, based on three elements:
1) the need to produce knowledge on a global scale with symmetry, reciprocity and recognition,
2) education thought as an action that transforms the human being, and 3) knowledge and education
as the basis for the inclusion and overcoming social inequalities.
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AHHOTAI[USA

Vcropust Bpasuwmun genutcs Ha Tpy mepuopa: KomoHuambHeii (1500-1822), nmmepckuit (1822-
1889) n pecybmmkancknmii (¢ 1889 roga mo Hacrosmee Bpems). C 2015 mo 2024 rox B Bpasumm
CYILIeCTBOBA/IM Pas3/MYHbIe OIPefie/ieH s TOTO, YTO TaKoe «obpasoBaHme». J[JaHHOe MCCIeoBaHe
06pallleHO K KOHLENIAM o0pasoBaHus, npefcrasieHHbIM Juimoit Pyced B ee ITocmanmn Ha-
IMOHaNbHOMY KoHrpeccy (2015) n B HaumonanbHoit o6meit 6ase yue6upix mporpamm (BNCC,
2017), a Taxoke YKanpom Bonconapy B ero ITocnanvn Harponanbaomy KoHrpeccy (2019), To ectb
K popMaM I'yMaHMCTUYEeCKOTO, TEXHUIVICTCKOTO U 3/IUTapHOro o6pasoBanusA. Kpome toro, B pa6o-
Te MpefiCTaB/IeH aHAM3 IBYX OPasMIbCKUX «HEONyOIMKOBAHHBIX JOKyMeHTOB» — «Compendium
Philosophicum» (1756) u «Offended and defended Slavery» (1840) — xak mpumepoB 06pasoBaHus,
OCHOBAHHOTO Ha MHHOBAIAX M COLMATBHBIX 0053aTebCTBAX. ABTOP HaéT KPUTHIECKOE TIPOdTe-
HJi€ 9/TUTAPHBIX M TEXHULUCTCKUX GOPM, 060CHOBBIBAET IPEMMYIIECTBA KPUTIIECKOTO ¥ IMAHCH-
[IATOPHOTO 06Pa30BaHNs, KOTOPbIE CIIOCOOHBI YAOBIETBOPUTD IIOTPEGHOCTI COBPEMEHHOTO Mupa
[1] B mpousBosicTBe 3HAHMIT B I7106aTBHOM MacIITabe ¢ CUMMeTPIeil, B3AMMHOCTBIO 1 IPM3HAHMEM;
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[2] B obpasoBanyy Kak AeficTBUY, TpeobpasyiolieM deoBeKa; [3] B 3HaHMAX 1 06pa3oBaHMM KaK
OCHOBe /s BK/TIOYEHMS B 0OLIECTBO U [/IA IPEOJOTIEHN COLMATbHOTO HEPABEHCTBA.

Krrouessie cnosa: 06pasoBaHie [/ PasBUTHA Ye/I0BEKa, UCTOPYA 06pasoBanus B bpasumnu, npo-
U3BOJICTBO 3HAHMUIL.

Introduction

Brazil has been named like this since the 14th century according to Phoenician
and Irish cartography (Chaui, 2001). This country lived for more than three centuries
under Lusitanian colonization (1500-1822). After Independence, we still had two
Lusitanian emperors during the Empire (1822-1889). The proclamation of the Republic
on 15 November 1889 was followed by the First Republic (1889-1930); the Provisional
and Constitutional Government (1930-1937) and the Estado Novo when Gettlio Vargas’
dictatorship took effect (1937-1945). Democratic management made a comeback in the
Second Republic (1945-1964) until it was overthrown by the civil-military dictatorship
(1964-1985). Only then did the country enter the era of the New Republic, including the
promulgation of a new Federal Constitution (1988).

Re-democratization was marked by the resignation under imminent impeachment of
former President Fernando Collor de Melo (1992), succeeded by his vice-president (Itamar
Augusto Cautiero Franco, 1992-1994; and after, by two terms of Fernando Henrique
Cardoso (1995-2002), two of Luiz Indcio Lula da Silva (2003-2010); two of Dilma Vana
Rousseft (2011-2016), the last of which was again interrupted by impeachment (according
to conservative and liberal narratives) or by the 2016 coup (according to progressives and
researchers). The second term of Dilma, the current President of the New BRICS Bank,
had the motto Brazil, Educating Homeland (Brasil, Pdtria Educadora). She was succeeded
by her former vice-president, historically a proponent of conservative politics in customs
and liberal politics in the economy, Michel Miguel Elias Temer Lulia (2016-2018). In
turn, he was succeeded by the ultra-rightist Jair Messias Bolsonaro (2019-2022), whose
main opponents were intellectuals and the educational agenda.

In the last decade, Brazilian education has been managed under three not only
distinct, but openly opposing conceptions. For this reason, I will first characterize
these conceptions in order to understand the enormous changes that have taken place
in the present, especially since the Messages to the National Congress' and the National
Common Curricular Base (2017%). Next, I will present some characteristics of the Research
Transformation of Teacher Tradition.Iwill do so by going back in time, defending tradition
as the basis for innovation. In this part, I will consider, on the one hand, a Compendium
Philosophicum (1756) taught in the north region of Brazil at a Franciscan college and,
on the other, a contestatory writing by a Lazarist priest who worked in the southeastern
region of Brazil (Antdnio Ferreira Vigoso) when he opposed the politics of slavery and
defended education as a form of social liberation in his writing Offended and defended
Slavery 1840 (Escravatura ofendida e defendida 1840). Finally, in the third section, I will
present three elements that were fundamental at the time and which, compared to today,

! A management instrument sent by the President of the Republic at the beginning of each legislative
year to the Chamber of Deputies and the Federal Senate to present the political proposals that the Execu-
tive will implement during the course of that Legislature. This instrument contains not only management
proposals for the year, but also the political and governmental identity that will be implemented with the
actions during the course of that Legislature.

2 “The National Common Curricular Base (BNCC) is a normative document that defines the organic
and progressive set of essential learning that all students must develop throughout the stages and modali-
ties of Basic Education, so that their learning and development rights are ensured, in accordance with the
provisions of the National Education Plan (PNE)” (BRAZIL, 2017, p. 7).
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are worth considering in order to think about what innovation means in the educational
process.

Method

This article is part of my studies in the history of Brazilian education, which is why
it is based on bibliographical research of recent documents from the Presidency of the
Republic and documentary research from the 18" and 19" centuries. This characterizes
qualitative research based on a historical perspective and integrated with comparative
studies on colonial and republican Brazilian education. As part of a broader project, which
began in 2015 and is currently being developed in the Scripta Brasiliana Project, this
analysis considers, firstly, as a general historical hypothesis, the possible subordination
of the Brazilian educational agenda to economic interests and, secondly, it assumes
the need for internal criticism of the documents (based on presidential speeches) and
external criticism (analyzed in the light of the history of education and Brazilian society)
in order to explain the causal links that determine decisions on educational policies in
contemporary Brazil.

Results of Literature Review

Education as a Political Dispute

Since 1991, Brazilians have been aware of the status of education as a field of political,
economic and pedagogical dispute. Paulo Freire was not the first to say this, but he was
explicit enough to expose how the Brazilian social arena deals with the issue: “education
is a political act. There is no educational practice that is indifferent to values” (Freire,
1991, p. 20). It always implements a political and economic project that can either serve
the interests of economic and political groups or respond to the desire for pedagogical
responsibility within the educational process. In any case, education “cannot be indifferent
to a certain project, desire or dream of society. No one is an educator by chance” (Freire,
1991, p. 20). We are the result of a history and producers of a reality to come.

At the Davos Forum on February 26, 2002, the former President of the Federative
Republic of Brazil, Fernando Henrique Cardoso, adhered to the World Trade
Organization's proposal (WTO Document S/CSS/M/13 Restricted, 2002: no. 46)
dealing with the autonomous release of trade in services and, directly, the possibility
of “international trade in the education sector [which] could complement and support
education policies” (WTO, 2002, No. 234). The proposal signed by the former President
(WTO, 2002, No. 224) admitted “the extension of the existing classification with respect
to adult education and other education services” and, in fact, adhered to the need to
“study formulas to liberalize trade in education services” (WTO, 2002, No. 234). This
decision meant both a disorderly expansion of private education in the country and
growing pressure to divide the public budget between public and private institutions.

This budgetary dispute has intensified in the last decade, mainly due to the different
educational concepts in dispute in Brazilian politics. The result is explained by the budget
reduction since the 2016 coup that ousted former President Dilma Rousseff. For example,
in 2016, Brazilian inflation was 9.68% while US$1 was equivalent to R$3.47; in 2017,
inflation was 7.99% and US$1 was equivalent to R$3.27; in 2019, inflation was 4.31% and
US$1 was equivalent to R$4.14. With this, it is possible to think about how much Brazil
invested in education in the period, and the result was a 40% budget reduction between
2015 (the year before the coup against Dilma Rousseff) and 2022 (the last year of Jair
Bolsonaro's government), according to the Ministry of Education, Transparency Portal
(below).
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ORCAMENTO DO MEC

Em RS bithdes

ANOD PREVISAQ' EXECUTADO?
2015* 174,4 114,9
2016* 158,2 1299
2017 140,84 126,22
2018 139,91 120,22
2019 149,74 119,77
2020 142,11 114,25
2021 145,70 90,29
2022 134,6** -

1. Recuwrsos previstos para a educagdo piblica no orgamento da Unido.

2. Valores executados.

“*Projecao da Lej Orgamentania (LOA] enviada ao Congresso Nacional. Valores destinados ao MEC
e unidades orgamentdrias vinculadas como institutas federais, universidades, Inep e Capes).
Fontes: MEC, Portal da Transparéneia, *Todos pela Educacio

Beyond the numbers are the political reasons and economic interests within the
educational agenda. It is therefore interesting to consider the motivations that determined
the government decisions leading the country to go from a government whose motto
was Brazil, Educating Homeland to an administration that is viscerally opposed to
emancipatory educational policies. In 2015, the illiterate Brazilian population still stood
at 8.3% (around 16.9 million people), which is why there was a greater effort to build the
National Education Plan (PNE 2014-2024), whose guidelines were:

i) the eradication of illiteracy; ii) the universalization of school attendance; iii)
overcoming educational inequalities; iv) improving the quality of education; v) training
for work and citizenship; vi) democratic management in public education; vii) humanistic,
scientific, cultural and technological promotion; viii) valuing education professionals and
promoting the principles of respect for human rights, diversity and socio-environmental
sustainability; and ix) setting a target for the application of public resources in education
as a proportion of Gross Domestic Product, GDP (Rousseft, 2015, p. 150).

The guidelines were not unaccompanied by a republican position on education.
On the contrary, the twentieth guideline of the National Education Plan was to increase
overall investment in education from 6.6% of Gross Domestic Product to 10% until 2024.
In short, the former President Dilma Rousseff had not only chosen Brazil, Educating
Homeland as her motto, but included this decision within the policies of “equal rights
and opportunities”, since she took on “education as a priority among the government's

Tum MIeH3MpOBaHMsI aBTOPOB — JINLEH3MsI TBOpYeckoro coobijectBa CC-BY-NC-ND 47



Education and Self Development. Volume 19, Ne 3, 2024

actions from 2015” (Rousseff, 2015, p. 150). A process of social inclusion and overcoming
social injustices had been underway since the country's re-democratization and more
directly during the progressive governments of Lula and Dilma. She was certain of the
commitment she had made to the nation: “the reduction of inequalities, the elimination
of poverty and the expansion of social rights are fundamental marks of my government,
which we will never be able to renounce” (Rousseft, 2015, p. 9). This was not a government
closed to economic development; on the contrary, she adds to the previous statement
by saying that she seeks economic growth with social inclusion. However, the Brazilian
political game, fostered by a conservative elite and a liberal economic agenda, not only
orchestrated the coup that ousted the former President, but also implemented a contrary
educational policy.

As such, her successor, the former President Michel Temer was the main mastermind
behind the proposal to reform basic education (primary and secondary education), and
the result was the approval of the National Common Curricular Base (2017). It came as
a reaction to the democratizing policies of the National Education Guidelines and Bases
Law (Lei das Diretrizes e Bases da Educagdo Nacional: LDB 9394/96) and, above all,
the quota laws that prioritized the access and permanence of students in primary and
secondary education from impoverished social classes. The discourse of social inclusion
was replaced by the concept of competence, which is central to the BNCC (Brasil, 2017).
Added to this is the priority adoption of international assessment models promoted by
the Organization for Economic Cooperation and Development (OECD), the Program
International for Student Assessment (PISA), UNESCO indicators and the Latin American
Laboratory for the Evaluation of Education Quality (Laboratorio Latinoamericano de
Evaluacién de la Calidad de la Educacién, LLECE) (Brazil, 2017).

The educational policy born of this realignment with the liberal educational agenda
has, on the one hand, emphasized the centrality of knowledge, skills, attitudes and values
reduced to forms of “knowing” and, on the other, the promotion of competence to solve
problems in everyday life, exercise citizenship and insertion into the job market, whose
focus is reduced to “knowing how to do”. The BNCC presupposes, first and foremost,
an education where “knowing” serves only as an instrument for “knowing how to do”,
where knowledge is reduced to certain learning, since the “explicitness of competences
offers references for strengthening actions that ensure the essential learning defined in
the BNCC” (Brazil, 2017, p. 13). Knowledge is superimposed on wisdom, and executional
skill on science. By comparison, in Dilma Rousseft's Message to the National Congress
(2015), social inclusion appears associated with education in most of the 22 occurrences
on 468 pages; in the BNCC, social inclusion appears associated with religious education
and secondary education with 3 occurrences on 600 pages. The result is a radical change
in educational policy from inclusive, democratic and citizenship-promoting education
to education centered on competence and insertion into the job market: “in the BNCC,
competence is defined as the mobilization of knowledge (concepts and procedures), skills
(practical, cognitive and socio-emotional), attitudes and values to solve complex demands
of everyday life, the full exercise of citizenship and the job market” (Brazil, 2017, p. 13).
Analyzing the BNCC, Ana Mae Barbosa explains the political core of this instrument: it
“intended to make public schools a place for training technical workers and defenders of
the status quo, albeit poorly paid” (Barbosa, 2021, p. 39). According to the author, what
is at stake in the BNCC is an educational model that operates on “enjoy, but don’t think”.

The election of Jair Bolsonaro radicalized the central options of the BNCC, in
addition to the constant attacks and slander against teachers and educational institutions.
His first Message to the National Congress (2019) is divided into economy; infrastructure;
social and citizenship; strong nation; public management and annexes. Within social and
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citizenship, he devoted less than 10 pages to education, starting by praising the values
dedicated to education (which he considered exaggerated) and defending the reduction of
costs with higher education and prioritizing primary education. Right from the start of his
Message, he made it clear that he wanted to invert the order of the educational pyramid,
prioritizing primary education to the detriment of higher education. In this sense, he
proposed instituting a “priority for basic education and technical secondary education”
in order to insert young people into the job market (Bolsonaro, 2019, p. 65). More than
that, education does not need to go beyond the scope of the minimum necessary, which,
according to him, would be defined in a few words: “in this sense, teaching content and
methods need to be changed. The teaching and learning processes in Mathematics, Science
and Portuguese must be emphasized and any initiative for ideological indoctrination
and early sexualization in the school environment must be abolished once and for all”
(Bolsonaro, 2019, p. 65).

The change in content and method would be justified for him because of ineflicient
forms of schooling that were centered on teaching humanities and did not prioritize
insertion into the job market. The second fundamental element would be a reduction in
secondary knowledge (Geography, History, Sociology, Philosophy, Pedagogy, etc.) in favor
of core knowledge (Mathematics and Portuguese) and operational knowledge (technical-
scientific knowledge). Basic education would be reduced to literacy and reading/writing
skills, combined with scientific knowledge that would have suitable for teachers in each
region of the country. The third element—abolishing, once and for all, any initiative for
ideological indoctrination and early sexualization in the school environment—was the
main motto of his ideological war against what he said was Brazilian cultural Marxism.
And so decolonial studies, studies of subalternized cultures and humanities should be
excluded from Brazilian schools. A bill with this format was sent by the former Minister
of Education (Abraham Weintraub). He suggested cutting funding for the maintenance
and teaching of teachers working on these subjects. Fortunately, the bill failed thanks to
social resistance

With this, the scenario of Brazilian education in the last decade becomes clear: there
was the project of a country thought of as an educating homeland in Dilma Rousseff's
government, which went on to become a beloved homeland (the slogan used by Bolsonaro),
but which actually saw a shift from progressive education to a technicist (in the BNCC)
and neoliberal (with Bolsonaro) educational project, reducing education to the supply
of cheap labor for the market. This change has happened not only ideologically, but
economically as well.

Luso-Brazilian Tradition as the Basis for Innovation

The Tradition as the Basis for Innovation can be understood in at least two ways:
one centered on the attachment to novelties, especially allied to new technologies with
a strong interactive appeal and under the demands of the market; another oriented by
the search for what is novum, original, radical and, in this case, innovation means going
back to the roots of historical processes, to what refers to the primary, to the historical
basis of knowledge within its source and development (Marques, 2022, pp. 2-6). This is
the sense in which I will consider innovation as the possibility of rediscovering what was
best, accessing the roots or origin of knowledge beyond novelty. I am doing this from the
perspective of my country's history. In order to understand the tradition of teaching in
Brazil, I return to two writings: a Compendium Philosophicum (1756) written in north
Brazil at a Franciscan college; and another, Escravatura ofendida e defendida (Slavery
offended and defended, 1840), by a Lazarist priest Antonio Ferreira Vigoso, who worked
in southeastern Brazil and opposed slave policy by defending education as a form of social
liberation.

Tum MIeH3MpOBaHMsI aBTOPOB — JINLEH3MsI TBOpYeckoro coobijectBa CC-BY-NC-ND 49



Education and Self Development. Volume 19, Ne 3, 2024

The question now is to explain how the production of knowledge in Brazil's colonial
and imperial periods helps us to understand aspects that are relevant to educational
policies in the 21* century. To explain these reasons, I will present a summary of the
two writings and the conditions of their production. Based on these elements, we will
understand the foundations of the educational process in Brazil at that time. Far from
any polemical intentions, I claim that there was a noteworthy educational development
in both the colonial and imperial periods, although it may have been the heroic work of
individuals devoted to building a better country. This is not to say that education was
inferior or reduced to colonialist and imperialist interests.

The teaching of philosophy in colonial schools was not limited to teaching reading,
writing and counting. This was the literacy phase, which was followed by classes in
grammar, languages, rhetoric and humanities. In addition, the year 1575 is the date
of the first bachelor's degree in philosophy offered in Bahia (northeastern Brazil), and
1576, the date of the first degree. From then on, the Jesuits created several schools from
the north to the south of Brazil, as well as 17 colleges (which offered higher education
courses) until 1759 when the Ignatians were expelled. Other religious orders also offered
arts (or philosophy) courses during this period: the Benedictines in Rio de Janeiro (in the
southeast), the Carmelites in Para (in the north) and the Franciscans in Rio and Para (in
the southeast and north, respectively). Franciscan education in Rio enjoyed university
status in its Convent of Santo Antonio from 1776 (Titton, 1970). All of these religious
orders produced cursus philosophicus (philosophy courses), except for the Jesuits,
considering the documents catalogued to date. The Franciscans wrote two cursus given at
the Serenensi College in Mato Grosso, in 1756 and 1759-1762, the latter signed by Friar
Manuel de Santana.

Of the two cursus, we are interested in the first. It is a complete cursus, as it is divided
into logic or rational philosophy (folios 1 to 279), physics or natural philosophy (folios
280 to 819) and metaphysics or transnatural philosophy (folios 820 to 871). The text is
signed by two Franciscan friars, Inacio de Séo José and Manuel dos Anjos, and its full
title is Philosophical Compendium revised according to the philosophy of our most subtle
Blessed John Duns Scotus®. The first 13 folios make up the proem, which is divided into
two questions: one dealing with what philosophy is, if it is, how it is and why it exists*, and
the other explaining its efficient, formal and material causes. In turn, the first book (folios
14 to 279) is divided into nine treatises dealing with an introduction to general logic (in
treatise 1), its object and function (2), the being of reason (3), universals (4), predication
(5), the theory of interpretation (6), and syllogism theory (7 to 9 treatises). In turn, each
of the treatises is divided into disputes; the disputes, into questions; the questions, into
chapters; and the chapters, into paragraphs arranged in Arabic.

The second book deals with physics and is the core of the manuscript. The book is
divided into four treatises: the first deals with the eight books of Aristotle's Physics (folios
283 to 547) where the main themes are the in fieri principles of natural things (dispute 1),
the intrinsic principles of beings (2), physical nature (3), the exemplary, efficient and final
causes (4), the continuous, the infinite and movement (5), place and emptiness (6), time
(7) and the conception and derivation of natural things (8); the second treatise (folios
548 to 644) sets out the constitution of the world (dispute 1), the heavens (2) and the
elements in common (3); the third treatise (folios 645 to 686) deals with change, and then
the generation and corruption of bodies; the fourth treatise (folios 687 to 819) presents
Aristotle’s On Soul (De anima) in three disputes (disputationes): what the soul is (1), the

> Compendium Philolosophicum et Recopilatum ad mentem sublitissimi divo nostri Joannis Duns
Scotus.
* Quid sit Philosophia. An sit? Qualis sit? Et propter quid sit?
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vegetative and sensitive soul (2) and the rational soul (3). Finally, the third book deals
with metaphysics (folios 820 to 871) in three disputes: the nature of metaphysics and of
being (1), the existence of finite being (2) and substance and accidents (3). It should also
be noted that each of the treatises is complete and was finished without losing any parts
of the manuscript. It should also be remembered that this is a second version of the text,
both because of the title Philosophical Compendium revised (Compendium Philosophicum
et Recopilatum) and because of the obvious editing marks present throughout the text, as
well as some corrections that were inserted after the second version was written.

As for the theoretical references, the manuscript presents both a note on the origin
of thought in the Hebrew, Chaldean, Egyptian, Greek and Latin cultures in the preface.
From there, it highlights four main strands of thought and their respective representatives:
dialectics, with Zeno of Eleia; natural philosophy, with Thales of Miletus; ethics, with
Socrates; and astrology, with Atlas. He also lists other Greek sources of philosophy -
Pythagoras, Plato, Aristippus, Epicurus, Pyrrhus and Zeno of Scythia. Among the Latins,
he highlights Augustine, Thomas Aquinas and William of Ockham, and goes as far as
the moderns, citing René Descartes. However, among the Greeks, the main authority is
Aristotle and, among the Latins, John Duns Scotus.

All these elements are listed only to illustrate both the physical structure of the
writing and the theoretical basis of the authors, at no point differing from other
manuscripts of the period present, for example, at the University of Coimbra, as well as in
a similar relationship with the famous Cursus Conimbricenses. We should also remember
the common tendency of the modern cursus to slightly reduce the centrality of logic,
expand and diversify the content of physics and practically extinguish the exposition of
metaphysics. It should also be noted that the two Franciscan friars — Inacio de Sdo José and
Manuel dos Anjos - certainly had a classical education in philosophy, although it is not
yet known whether it was in Brazil or Portugal, but this research is ongoing. Nonetheless,
it is clear that these were people with a solid philosophical background which, if they
were trained in Brazil, reveals the rigor of the teaching developed in the colonial period
and, if they were trained in Portugal, indicates how there was a transit between royal
training and the right to teach in the colonial territory, highlighting the global nature
of the production of teaching. This form of knowledge production and dissemination
characterized the work of both the University of Salamanca and Coimbra at the time,
as they were the main Iberian hubs for scientific dissemination within the res publica
christiana (Duve et al., 2021).

I conclude the presentation of the Compendium Philosophicum of the friars Inacio
de Sao José and Manuel dos Anjos by returning to their definition of education, which
still seems today to be a manifesto conducive to emancipatory and critical educational
conceptions of society (book II, treatise 1, disp. 1, q. 3, c. 3, fol. 357 § 23): “education is the
transforming action of the subject, for which reason it is distinguished from the objects
of creation (eductio est actio transmutativa subjecti, et per hoc distinguitur a creatione)”.

The second text I am highlighting was written in 1840 (during the imperial period:
1822 to 1889). Its whereabouts were unknown until 2019. It is one of the texts from the
Colégio do Caraca (which functioned as an educational institution from 1820 to 1968),
located in the state of Minas Gerais (southeastern Brazil). For a fair assessment of the
writing, it should be borne in mind that in 1831 Emperor Dom Pedro II (1825-1891)
declared all slaves coming from outside the Empire free, and imposed penalties on
importers of the same slaves. After the law was passed, the African slave trade to Brazil
did not end. From then on, there was a virulent reaction among writers who defended
the maintenance of the slave trade and the slave system. Both Frederico Leopoldo César
Burlamaque (1803-1866) wrote A memoir on the slave trade, in which the intention is
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to show that the slave trade is more of a good than an evil for them (Memoria sobre o
comércio dos escravos, em que se pretende mostrar que este trdfico é, para eles, antes um
bem do que um mal, 1837) and the Lazarist who worked at the Colégio do Caraga, priest
Leandro Rebello Peixoto e Castro (1781-1841), published a Pamphlet in 1838 reaffirming
the maintenance of the slave trade and the defense of the slave system.

The rapid dissemination of the texts by Frederico Burlamaque and Leandro Castro
was enough to call into question the validity of the law published in 1831 under Dom
Pedro II and under the Regency of Diogo Antonio Feijo (1784-1843). Not only did they
challenge it, but they presented four supposed reasons for maintaining the system: the
need for labor for the Brazilian economic system; the benefit of introducing the enslaved
into a more developed country; the social rescue of the enslaved, who would go from
being condemned to death and hunger to simply losing their freedom; the possibility
that, once converted to Christianity, they could save their souls by obeying their masters
as if they were obeying God himself. Ultimately, the two writings combined two more
arguments to defend the repeal of the 1831 law: it would be a cause of obvious harm to
the country's economy and it did not have the force of law, as it had not yet taken effect
and could therefore be repealed (Vigoso, 2020). This is the context in which the text by
Antonio Ferreira Vicoso (1787-1875) should be interpreted.

The foundation of the Colégio do Caragca is due to the work of two priests from the
Congregation of the Mission: Leandro Rebello Peixoto e Castro (author of the 1838
Pamphlet) and Antonio Ferreira Vigoso (author of Slavery offended and defended 1840).
Antonio Ferreira Vigoso’s manuscript, published in 2020, was written on 67 folios, front
and back. It is not a polemical piece of writing, nor does it contain inflammatory rhetoric.
On the contrary, the author was precise enough to stick only to his confrere's arguments.
Furthermore, he summarizes all of Leandro Castro's arguments in the 11 folios of his
writing. Biographically, Leandro Castro was born in the Province of Minho in Portugal,
graduated in philosophy in 1799 and in theology in 1800, both at the Braga Seminary,
where he taught philosophy, literature and mathematics. Antonio Ferreira Vigoso, also
Portuguese, was born in Peniche and trained equally in philosophy and theology. His
teaching activity took place at the Evora Seminary, where he taught philosophy, before
both were sent to Brazil, where they founded the Colégio do Caraga.

Both their academic training in Portugal and the teaching model they reproduced at
the Colégio do Caraga are once again similar to what Thomas Duve (Duve et al., 2021)
presents as a global system for the production and dissemination of knowledge. It is in
this context that we can understand the arguments that Antonio Vigoso countered with
those of Leandro Castro, and which are coextensive with Frederico Burlamaque. He did
so by using the arguments present in the Decretum Gratiani or Concordia discordantium
canonum (1140-1142), by Franciscus Gracianus (12%-13" centuries); in the First
Constitutions of the Archbishopric of Bahia (Constititui¢des Primeiras do Arcebispado da
Bahia, 1707); in The Universal Traveler, or News of the Ancient and Modern World (1803),
by Joseph de Laport; in On the Laws of War and Peace (De iure belli ac pacis, 1625), by
Hugo Grotius (1583-1645); in Traité de morale, ou devoirs de I'homme envers la société, et
envers lui-méme (1776) by M. Lacroix; in the Institutiones Juris Lusitani, cum Publici tum
Privati (1789), by Pascoal José de Mello Freire dos Reis; in the legal works of Francois-
Charles-Louis Comte (1782-1837); in the Dictionnaire theologique, by Nicolas-Sylvestre
Bergier (1718-1790); in the Ecclesiastical Conferences of the Diocese of Angers (1804-
1832), a diocese in southwest France; in the Resolutionum moralium (1653), by Antonini
Diana Panormitani; An Introduction to the Principles of Morals and Legislation (1780), by
Jeremy Bentham (1748-1832); in the Breve Pastorale officium (1537), by Pope Paul II[; in
The Free Will, by Augustine of Hippo; in Ethica christiana sive teologia moralis, treatise De
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Legibus (1770), by Ioannis Vincentii Patuzzi (1700-1769); in De Legibus (1601-1603), by
Francisco Sudrez (1548-1617) and in the works of the English abolitionist Granville Sharp
(1735-1813). Two elements can be seen from the list of works and authors: the erudition
and theoretical relevance of Antonio Vi¢oso's readings and the break with the theoretical
bases of classical philosophy, since he no longer argues on the basis of classical authors,
but on the basis of modern law (see the authors he lists) and the liberal thinking of authors
such as Jeremy Bentham and Granville Sharp.

We can summarize their arguments as follows: first, no economy can declare itself
just if the benefit of some equals the sacrifice of others; second, any work of displacing
labor power that does not respect workers is violent, so no enslaved person can continue
to be kept as a labor force; third, any action of social rescue presupposes above all respect
for the law, and every enslaved person introduced into the country after 1831 would be
being enslaved illegitimately; fourth, Christian life within society presupposes as a priority
the conditions of human dignity and no enslaved person enjoys dignity, so no one can be
enslaved within a Christian society; fifth, the harm to the Brazilian economy will not be
greater than the disaster to the lives of the enslaved, so nothing justifies the possibility of
slavery; sixth, finally, any law that has not been revoked by its promulgator (in this case,
the Emperor) is in force, and is not relativized either by the supposed ignorance of the
subjects or by neglecting it for one’s own benefit, because any legitimately promulgated
decree retains the “force of law” and obliges the subjects to obey it (Vigoso, 2020, p. 148).
Moreover, Antonio Ferreira Vigoso also makes a point of recalling that once the slave
trade had been abolished, the law required former slave masters to reintegrate them into
social life in the following terms: “it was decided that blacks would be granted the same
civil prerogatives enjoyed by whites, without any distinction other than that of personal
merit; and that the greatest attention would be paid to their education and moral and
religious instruction” (Vigoso, 2020, pp. 192-193). Abolition was not enough; rather,
social reparation was sought for those who had been enslaved, reintegrating them into
social life through education’.

Discussion

The transformation of the teaching tradition in Brazil allows us to understand at least
three elements that could have repercussions on current teaching practices. It is not a
question of freezing tradition, but rather of learning what is best in that tradition in order
to shed light on teaching practices in our time. In this sense, Tradition is not only the Basis
for Innovation, but the one that can offer the best elements for a fair assessment of the
current situation in Brazilian education. As we saw earlier, in the last decade Brazil has
lived under three very different concepts of education: the first was promoted by Dilma
Rousseff and was centered on valuing teachers, improving the quality of teaching and
promoting human beings, science, culture and technology, the principle of which was
education for human development (to use Martha Nussbaum's expression); the second
was marked by a strong technical content and reduced education to the formation of
competences and skills with merely qualitative assessments and rankings, according to
the BNCC, under the government of Michel Temer; the third radicalized the second

° The reference to these two writings is only because they are of interest for the purposes of this
reflection. There are several other cursus philosophicus with the similar content from the colonial period,
as well as a collection of almost 600 letters by Antonio Ferreira Vigoso that was recently published (Dom
Antonio Ferreira Vigoso, Correspondéncia (1823-1875). Edited by L. Marques, M. Camello et alii. Brasilia:
FUNAG, 2024). In them it is possible to understand other aspects of social, political and educational life
during the Imperial period. In addition, other manuscripts from the Colégio do Caraga and other Brazil-
ian colleges will soon be published in the Scripta Brasiliana Series.
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by prioritizing technical education, insertion into the job market and the reduction of
content that could form critical and emancipatory awareness, as we saw in Jair Bolsonaro's
speech. For this reason, we want to return to the best of tradition, not out of conservatism,
but to reinvigorate education as the basis for human development and the formation of
critical consciousness. We should consider the following points:

1) The education of the authors of the two writings presented a model of knowledge
production on a global scale, as practiced by religious orders in the Old and New Worlds.
This breaks with both the tendency towards colonialist forms of knowledge and the
understanding of education as an instrument of domination. Analysis of the writings
shows that the teaching practiced in the colony was far from being teaching for the mere
reproduction of information or second-hand teaching. It follows that there is a very
interesting dimension to consider in this process: the teachers who worked in Portugal
and later worked in Brazil, and their writings were, to a greater or lesser extent, received
within the Portuguese academy as well. For this reason, it may be important to recover
the dimension of epistemic production on a global scale, not reduced to manuals, but
produced as networked knowledge based on the principles of reciprocity, recognition and
symmetry between the parties involved.

2) At a time when some countries seem inclined to close their borders to foreigners,
control knowledge, Big Data and even deny science, education could build processes of
teacher mobility with reciprocity between its institutions through agreements of solidarity
and academic empathy. This would involve teachers from different countries exchanging
for a fixed period of time in order to strengthen the improvement of teaching practices and
international collaboration networks. It would not just be a question of teacher mobility,
but of fostering forms of cooperation for educational development between developed
and developing countries within the framework of a proposed World Education Research
Network.

3) Contrary to the distortions that try to reduce education to meeting global rankings
and metrics that sometimes disregard the profound inequalities in the proposition and
application of global tests and/or that want education only for the insertion of cheap labor
in the market, namely the model criticized by Martha Nussbaum (2012) that reduces
education to an instrument for economic growth, education can be promoted as a form
of social commitment based on republican foundations and a democratic spirit. After all,
knowledge is not just a service distributed on a global scale. Education can be, above all,
another means of social emancipation and a way of rebuilding the social fabric with respect
for cultural differences, human diversity, the biosphere and with a view to rescuing decent
conditions for human life in the world.

Conclusion

Justas Antdnio Ferreira Vicoso advocated granting the same education to the enslaved
in order to rescue them socially, today we advocate a new education for all those who
have been impoverished by a liberal economic system that widens social inequalities and
fosters competition. Both the decisions that reduce the possibilities of access to public,
secular, free and quality education are under strong pressure from so-called educational
groups, leading to policies that reduce education to the provision of paid services, and the
pressure from the market for mere immediate technical training reduces the possibilities
for individuals to consolidate their education. In both directions, there is a predominance
of an educational model subordinated to economic growth without commitment to the
integral development of the human being, in other words, education for insertion into the
job market without social emancipation.
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I am not thinking of forms of educational welfarism, but of educational policy
proposals centered on the full development of the human being, as Paulo Freire once
proposed (2009, p. 86): “in search of being more, [which] however, cannot be realized in
isolation, in individualism, but in communion, in the solidarity of existents, hence it is
impossible to take place in the antagonistic relations between oppressors and oppressed”.
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Abstract

This paper identifies the competencies of specialists working with children with Autism Spectrum
Disorder (ASD) using a modular competence approach in the continuing education system. The
study provided additional training to specialists in Tatarstan and conducted an online survey of
104 participants who had completed advanced training. The survey identified an uneven formation
of competencies among specialists, with teachers and educators less prepared to interact with
children with ASD than speech therapists and psychologists. Inadequacies were found in all groups,
especially in diagnosis and technology applications. A model of additional education was developed
for specialists in the integrated support system for children with ASD that needs to be expanded to

include teachers and educators involved in inclusive education.

Keywords: preschool age, autism spectrum disorder, modular competency-based learning approach,

continuing education system, training of specialists.
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AHHOTAI[USA

B nmaHHOII cTaThe BBISIB/IEHBI KOMIIETEHIIMM CIIELMANTUCTOB, pabOTAOLINX C IeTHMM C PACCTPOICTBA-
My ayTucTideckoro cekrpa (PAC), ¢ ucronb3oBaHneM MOY/IBHOTO KOMIIETEHTHOCTHOTO IIOAX07a
B CHCTEeMe HeIIpephIBHOIO 00pasoBaHys. B pamkax mccienoBaHms 6bUI0 OPraHU30BaHO [OIIOIHI-
Te/IbHOE 0Oy4eHNe CIIelnaTucToB B TaTapcTaHe U IPOBefieH OHAH-onpoc 104 y4acTHUKOB, IIPO-
HIeAMyX HOBbILIeHNe KBanudukannm. VccnenoBaHne BBIABIUIO HEPaBHOMEPHOCTh (GOpMUPOBaA-
HIsA KOMIIETEHIIMII Y CIIeIMaIMCTOB: YYUTe/A ¥ BOCIUTATENM OKA3aIUCh MeHee IOATOTOB/IEHbI
K B3alIMOJIEJICTBUIO C IeTbMM C PacCTPOIICTBAMM ayTUCTUYECKOTO CIIEKTPa, YeM JIOTOTIe/Ibl 1 IICH -
xosnoru. HeocTaTkuy 651N BBIAB/IEHDI BO BCEX IPYINaX KOMIIETEHIINIL, 0COOEHHO B JMATHOCTIKE
VI IPYMEHEeHNM TeXHOMOTHIL. [I/IA CIIelnanncToB CUCTEMbI KOMIUIEKCHOTO COTIPOBOXKIEHNUA JleTeil
C paccTpOIICTBaMI ayTUCTUYECKOTO CIeKTpa paspaboTaHa MOLe/Ib HOIOTHUTEIBHOTO 06pa3oBa-
HIS, KOTOPYI0 HEOOXOAMMO PaclIMpUTh, BKIIOUNB B Hee y4UTeeil U BOCIIUTATeIell MHKIII03/B-
HOTO 06pa3oBaHu.

KnroueBble coBa: HOLIKONbHBIN BO3PACT, PACCTPOMCTBA AYTUCTUYECKOTO CHEKTPA, MOIY/IbHBII
KOMIIETEHTHOCTHBIII ITOAXOJL K 00YYeHII0, CUCTeMa HeIPePhIBHOTO 00pa3oBaHIA, IIOATOTOBKA CIIe-
IIVA/TACTOB.

Introduction

Researching the training of professionals who work with children who have ASD
from the perspective of a modular-competency approach to training is crucial in
today's continuing education system. Broadly speaking, the idea of how education for
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kids with disabilities is developing in the Russian Federation suggests adjustments
to the way experts are trained (Analytical report, 2020). Guidelines for determining
systemic training modifications: extent of training; practice-oriented training linked to
competencies across educational and professional stages; strengthening the foundations
for specialization and recognizing essential elements of defectologists' training; fostering
professional reasoning; implementation of contemporary assessment tools for evaluating
professional competencies.

In diversifying educational pathways, provisions aim to define and validate
contemporary teacher education principles for students, including those with ASD,
across various levels. The guidelines should: assist specialists in understanding special
educational needs in children (based on the unity of mental development laws);
embrace “otherness” as experiential values; and guide the educational process to foster
competencies for effective socialization. Experts must adhere to the relationship between
specific educational needs, their manifestations in structured activities, and unique
circumstances designed to address these needs. In other words, experts should understand
the learning process from a systemic perspective, recognizing the cause-and-effect
relationships among its elements (Mazilov & Kostrigin, 2022). Consequently, it is
essential to revise the education of professionals. To ensure the psychological safety of
participants, the training of specialists must incorporate psychological principles. This
will involve developing competencies to understand the mental development laws and
personality trait formation at various ages. Modifying the methodological training of
instructors is equally important. Through such training, specialists can acquire the skills
necessary to adapt procedures to meet the unique educational requirements of children
(Ovsyannikova et al., 2022). A scientific rationale is required to elucidate the nature
of professional activities and the training of new individuals to support toddlers with
ASD. A distinctive need is the provision of accompaniment to meet their educational
requirements. Chereneva and Stoyanova (2022) emphasized modern techniques for the
differential diagnosis of ASD. Happé and Frith (1994) and Lauritsen (2013) advocated
for the training of specialists. For comprehensive research, Tachibana and colleagues
present a systematic review and meta-analysis of therapies for preschoolers with ASD
(Tachibana et al., 2017). Psychological and pedagogical support for inclusive education
is required across various organizational levels, ensuring a scientific approach and
integration into the national education framework. Training for teachers, school
psychologists, and social educators is essential for this purpose (Ugryumova, 2018).
Furthermore, innovative organizational strategies in this preparation involve a
collaborative examination of diverse academic fields and the development of projects
reflecting the characteristics of each discipline's professional training activities
(Ovsyannikova et al., 2022; Romashchuk, 2023).

The imperative for advanced professional training for educators and specialists within
the comprehensive support system for children with ASD, particularly in the domains of
special and inclusive education, necessitates individuals who not only possess extensive
theoretical insight into the complexities surrounding ASD but also exhibit the professional
capabilities required to effectively apply this knowledge in practice. This underscores the
relevance of the study: the ability to accurately diagnose, foresee solutions to corrective
challenges, and provide support to children with ASD in alignment with their distinct
developmental trajectories through the utilization of modern methodologies that have
demonstrated their efficacy; readiness to collaborate and extend support to families
with children diagnosed with ASD; the establishment of learning environments that will
endow educators with the requisite skills to engage with children diagnosed with autism
within the frameworks of inclusive and special education; and the further advancement of
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competencies aligned with professional standards for the training of educators in the field
of ASD instruction. It has been established that specialized education and supplementary
training are essential components of foundational teacher education, and that practical
encounters with children with ASD can expose the inadequacies faced by novice educators
in inclusive educational contexts.

The professional competency of contemporary teachers has been the subject of
several domestic and international studies (Able et al., 2015). Support from educators and
students is necessary for students with ASD to participate fully in society. The professional
development requirements of educators dealing with students with ASD in inclusive
schools were brought to light by Corkum (Corkum et al., 2014). Petersson-Bloom (2021)
also discussed professional growth and raising early childhood practitioners’ knowledge
of autism problems. Increased collaboration between all clinicians working with children
on the autism spectrum is recommended by Hart-Barnett and O'Shaughnessy (2015). For
their additional training, Teo and colleagues evaluated and analyzed teacher awareness
(Teo et al., 2022). Preschoolers with ASD experience obstacles when implementing
new pedagogical programs, as examined by Wilson and Landa (2019). One paragraph
in the monograph by Burlakova and Fedorova (2019) is devoted to the development
of professional competence for teachers working with ASD in inclusive schools. They
distinguished three tiers of professional proficiency, the majority of which are currently
developed through further study. It is important to remember that professional
competency is focused on treating autism on an individual basis.

Chereneva and Volodenkova (2016) described technologies for interdepartmental
cooperation between domestic and foreign scientists and practitioners in the development
of children in this category and presented an interdepartmental model for organizing
a system of assistance for children with ASD (Krasnoyarsk region). They demonstrated
expertise in creating parental initiatives for children with ASD to prepare professionals
to work with them (ibid, 2016). Contemporary research indicates that professionals
frequently run into psychological obstacles brought on by a shattered perception
of an ASD child as well as unfavorable attitudes and beliefs about working with such
dysontogenesis (Menshchikova & Pogorelov, 2017). When working with children with
ASD, the specialist should be psychologically prepared, imaginative, and motivated to
tackle the repercussions of ASD correctional work (Lobanov, 2022).

The study involving forty-three educators revealed inadequate competency in helping
children with ASD in inclusive settings according to Platokhina and Abashina (2018).
The researchers developed a curriculum “Features of educational work with children
diagnosed with early childhood autism” to improve instructors' professional skills. The
program not only equips teachers with technological and subject-matter expertise for
organizing educational work, but also enhances their knowledge of the psychological
and pedagogical traits of children with ASD. Observations of children with autism’s
unique characteristics assist teachers in planning and adjusting lessons. This program
empowers teachers to support children with autism effectively in inclusive classrooms
by providing them with essential knowledge and creating an adaptive learning space
(Gaichenko, 2020).

Each specialist responsible for educating children with ASD must possess a certain
skill set. These professionals comprise the head teacher, methodologist, inclusive education
coordinator, supervisor, curator, tutor, speech pathologist, psychologist, and pedagogical
specialists, as well as regular and subject teachers. Dovbnya et al. (2018) and Khaustov
(2020) define the essential specialized competencies of specialists that enable them to
interact with children with ASD successfully. When creating a structural-functional
model of comprehensive assistance for children with ASD, Nigmatullina, Vasina, and
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Mukhamedshina integrated the training of professionals in the continuing education
system (Nigmatullina et al., 2021). Following their study, Nigmatullina, Stepashkina,
and Pavlova (2023) set out to determine the psychological readiness of teachers to work
with children with ASD in preschool settings. The study found that teachers are very
knowledgeable about contemporary diagnostic, corrective, training, and development
methods and procedures (Nigmatullina et al., 2023). In addition, they possess the ability
to create and carry out customized correctional plans when setting up exceptional
circumstances. However, it was discovered that working with children who have ASD
requires a deep level of practical knowledge, skills, and abilities (Burlakova & Fedorova,
2019). Teachers are largely left without instructional and psychological support. To better
serve students with ASD, educators should have continuous professional development
opportunities, psychological support, increased preschool education training, and
advanced courses (Khitryuk & Sergeeva, 2019).

Recognizing the competencies of various professionals working with children with
ASD is an ongoing research issue. Specialists were trained in a modular, competency-
based system of lifelong education. The study aims to employ the module-competency
approach within the lifelong learning system to assess the proficiencies of experts handling
ASD children.

Methodology

The goal of this study is to achieve the objectives stated here. The applicability of the
10 core competencies in the Professional Standards to psychologists, preschool teachers,
and speech pathologists should be determined. The researchers evaluated the pros and
cons of competencies established for working with children with ASD using a modular
approach in the continuing education system following the completion of relevant
training programs.

The original theory was that the competencies of different specialists working
with children with ASD could be developed to a sufficient degree through a modular
competency-based approach to the lifelong education system. Consequently, within the
context of the modular competence approach in the lifelong education system, training
was provided to specialists dealing with children with ASD in the Republic of Tatarstan,
and a survey based on the outcomes of this training was conducted.

The research method used was an online survey of teachers and specialists
in a Yandex form compiled according to the professional standards of teachers,
educators, speech therapists, defectologists, and psychologists (https://forms.yandex.
ru/u/646a594669387222f5a85da0/). It was attended by 104 specialists who completed
additional professional education courses. The research data was obtained based on
17 questions, consisting of two parts:

1. The first part (1-7) of the questions contained general information: the place of
work, speciality, and direction of the training course.

2. The second part contained 10 questions for each respondent, aimed at assessing the
quality and content of knowledge, abilities, and skills acquired as a result of completing
additional vocational education courses and their compliance with the labour functions
of the professional standard.

Each question contained three four-answer options, where 0 points means no
competencies have been developed. 1 point: partially formed; 2 points: sufficiently
formed; 3 points: fully formed.

The survey was conducted among students in 6 blocks of questions in 3 areas of
advanced training:
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1. Creation, modification, and execution of customized educational programs
(including individualized ones) for students with ASD at various educational levels (Block
1: speech pathologist teacher, speech therapist; Block 4: school teacher, kindergarten
teacher) as well as the organization of special conditions for the learning environment.

2. Support for teachers of students with ASD in the areas of special education needs,
technology use, and prevention and treatment strategies (Block 2: speech pathologist
teacher, speech therapist; Block 5: school teacher, kindergarten teacher).

3. Psychological and pedagogical assistance to students with ASD in their social
adaptation and rehabilitation (Block 3: speech pathologist teacher, speech therapist;
Block 6: educational psychologist, psychologist, medical psychologist).

Results

Each specialty has a designated training program, which informs the structure of the
second section of the questions. Thus, two areas of training are offered to preschool and
general education teachers: (1) developing the conditions for the learning environment
and activities for the creation, modification, and execution of customized educational
plans for students with ASD at various educational levels; and (2) providing pedagogical
support for students with ASD in the application and implementation of technologies,
methods, and techniques in the implementation of special educational needs, prevention,
and correction of developmental disorders.

These three directions are designed for educators working with defectologists and
speech therapists. They cover developing the framework for the learning environment
and activities that support children with ASD in developing, adjusting, and implementing
individual AEPs at various educational levels; pedagogical support for children with ASD
in the application and implementation of technologies, methods, and techniques in the
implementation of educational (special) needs, prevention, and correction of disorders;
and psychological and pedagogical support for children with ASD in their social
adaptation and rehabilitation.

Training programs for medical, educational, and professional psychologists are
designed to support children with ASD in their social adaptation and rehabilitation
through psychological and pedagogical approaches.

Assessment of the formation of competencies among speech therapy teachers and
speech pathologists based on the results of additional education

apply skills T ) 4
apply digital technologics I 2 4
use quality assessment tools GGG 2 4
apply technologies for working with children I 2 4
interact with specialists GG 2 4
interact with parents I 2 4
interact with children I 2 4
develop and implement program I 2 4
apply new methods I 2 4
take into account the specifics I 2 4
0 0,5 1 1,5 2 2,5 3

Figure 1. The average score of learning outcomes according
to program Nel for speech therapists and speech pathologists
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For speech therapists and speech pathologists, the average score and questions
from the second block of the program on setting up the requirements for the learning
environment and activities for the development, adjustment, and implementation of
individual AOP for children with ASD at different educational levels (Fig. 1).

Formed skills:

- Provide for the age, psychophysical, and individual characteristics of preschoolers
with ASD (2.4 points).

— Apply new technologies, methods, and techniques in the implementation of
educational activities with children with ASD (2.4 points).

- Develop and implement adapted and correctional programs for children with ASD
(2.4 points).

- Organize and support communication between children with ASD and other
people (2.4 points).

- Know how to interact with parents of children with ASD (2.4 points).

- Know how to interact with specialists accompanied by children with ASD as part
of the implementation of adapted and correctional programs for children with ASD (2.4
points).

— Apply technology to organize different types of activities with children with ASD
(2.4 points).

- Use quality assessment tools to obtain feedback from one's pedagogical actions and
plan further individual work with children with ASD as part of the implementation of
adapted and correctional programs for working with children with ASD (2.4 points).

- Adapt materials, technologies, tools, and educational resources, including digital
ones, to the abilities of children with ASD (2.4 points).

- Apply the acquired knowledge in practice (2.4 points).

Assessment of the formation of competencies among speech therapy teachers
and speech pathologists based on the results of additional education

to comply with legal, moral and ethical standards, .. IEEEE—— 2 4
to adapt incentive material to the capabilities of.. I 2 4
to cooperate with specialists of an interdisciplinary. . I 2 4
willingness to apply the knowledge gained IEEEEEGE—G—G———EEEE—————— 2 3
to analyze and evaluate the results of psychological. . I 2 3
to analyze documentation I 2 3
to conduct psychological and pedagogical examination IEEEEEEGEGEGEGEGEGEGEGGEGG——————— 2D
to apply prevention technologics INEEEEGGGGGG———————— )
new methods, techniques and means of. . IEEEGEGEGEGGG————— 2 D

to use electronic means in counseling parents IEEE————— 8

1.8 1,9 2 21 22 23 24 25

Figure 2. The average score of learning outcomes according
to program Ne 2 for speech therapists and speech pathologists

The average score and questions from the second block of the program for teachers
of speech therapists and defectologists, "Pedagogical support of children with ASD in
the use and implementation of technologies, methods, and techniques in meeting special
educational needs, prevention, and correction of developmental disorders," are shown in
Figure 2.
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Formed skills:

— Apply new research tools, methods, and techniques in working with children with
ASD (2.2 points).

— Adapt stimulus material to the capabilities of children with ASD (2.4 points).

- Conduct psychological and pedagogical research with children with ASD (2.2
points).

- Understanding of documentation prepared by different departments (2.3 points).

- Understand and analyze the psychological and pedagogical examination of children
with ASD (2.3 points).

— Apply technologies to prevent the progression of ASD, propaedeutic (2.2 points).

- Work in an interdisciplinary team to support children with ASD and their families
(2.4 points).

- Use educational resources (including digital and distance learning) in counselling
parents of children with ASD and specialists (2 points).

- Follow thelegal, moral, and ethical standards of professional ethics for a defectologist
(2.4 points).

- Apply acquired knowledge, skills, and abilities to practical activities (2.3 points).

Assessment of the formation of competencies among speech therapy teachers
and speech pathologists based on the results of additional education

design and organize the interaction of children and. . I 2 6
2,5
2,5
2,5
2,5
2,5

willingness to apply knowledge in practice
to use the necessary knowledge of Russian legislation..
to maintain professional documentation on providing..

to use technologies for the formation of motivation to.. !

to determine the tasks, content, methods and means of..
to use the basics of productive communication and.. I 2 3

to create special conditions for psychological and. . I 3

to use methods, techniques and means of work to. . I 2 3

use methods and techniques to involve parents I |

0 0,5 1 1,5 2 2,5 3

Figure 3. The average score of learning outcomes according
to program Ne 3 for speech therapists and speech pathologists

Average score and questions of the second block in the program "Psychological
and Pedagogical Assistance to Children with ASD in Their Social Adaptation and
Rehabilitation" for teachers of speech therapists and teachers of defectologists (Fig. 3).

Formed skills:

- Formulate tasks, determine the content, and select the necessary methods and
means of rehabilitation (habilitation) for working with children and adults with ASD (2.5
points).

— Select the necessary methods and techniques for working with families of children
with ASD to include parents and members of their families in activities of psychological
and pedagogical rehabilitation (habilitation), socialization, and career guidance (2.1
points).

- Apply technologies for developing motivation in children and adults with ASD to
the competencies necessary for social adaptation (2.5 points).
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- Apply means, methods, and techniques to work with unwanted forms of behaviour
in children with ASD (2.3 points).

- Planning and organizing the interaction of children and adults with ASD with the
people around them, considering their characteristics (2.6 points).

- Maintain the necessary documentation (including electronic format) for the
implementation of psychological and pedagogical assistance for children and adults with
ASD (2.5 points).

— Use the necessary knowledge of the Legislation of the Russian Federation on the
rights of the child, disabled children, children with disabilities, and children with ASD on
the rights of the disabled (2.5 points).

- Create the necessary conditions for the psychological and pedagogical rehabilitation
(habilitation) of children and adults with ASD, considering their individual characteristics
and developmental options (2.3 points).

- Use the basics of communication and team interaction in psychological and
pedagogical assistance for children and adults with ASD (2.3 points).

- Apply acquired knowledge, skills and abilities to practical activities (2.5 points).

Weaknesses found:

- Developed skills in using digital educational resources, distance learning
technologies, and e-learning in consulting parents of students with ASD and specialists;

- The formation of skills in using new methods, techniques and means of psychological
and pedagogical examination of students with ASD, obtained as a result of training on the
course;

— Development of skills to conduct psychological and pedagogical examinations of
students with ASD;

- Development of skills to apply technologies for preventing the progression of ASD,
propaedeutics of behavioural disorders;

- Use methods and techniques for involving parents and family members of
children and adults with ASD in socialization activities, psychological and pedagogical
rehabilitation (habilitation), and vocational guidance.

Assessment of the formation of competencies among teachers based on the
results of additional education

willingness to apply the acquired knowledge in practicc G 2 35
to adapt tools and technologies GGG 2 3
to know the ways of interaction with support specialists IEEEEGEGEGEGEG—EEEEEEEE——— 2 3
to develop and implement adapted educational. . G 2 3
to organize and support interaction and. . NG 225
to apply technologies for organizing various types of.. IEE———————— ) D
to use quality assessment tools IEEEGG_—_—————————— |
to master ways of interacting with parents IEEEEGGG—G—G—————————S8 2 |
to apply new and effective technologies, methods. . IEE————— 2 05
take into account the age, psychophysical and. . IEG—G—————— 2

1.8 1.9 2 2,1 22 23 24

Figure 4. The average score of learning outcomes according to Program 1 for teachers
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The program "Creating the Necessary Conditions for the Educational Environment
and Measures for the Development, Adjustment, and Implementation of Individual
Adapted Educational Programs for Children with ASD at Different Levels of Education”
is aimed at preschool educators and school teachers. The average score and questions for
the second block of the program are shown in Figure 4.

Formed skills:

- To provide for the age, psychophysical, and individual characteristics of children
with ASD (2 points).

- Apply new technologies, methods, and techniques in the implementation of
educational activities with children with ASD (2.05 points).

- Develop and implement adapted and correctional programs for children with ASD
(2.3 points).

- Organize and maintain communication between children with ASD and other
people (2.25 points).

- Know how to interact with parents of children with ASD (2.1 points).

- Know how to interact with specialists supporting children with ASD as part of the
implementation of adapted and correctional programs for working with children with
ASD (2.3 points).

- Apply technologies for organizing various types of activities with children with
ASD (2.2 points).

- Use quality assessment tools to obtain feedback from one's pedagogical actions and
plan further individual work with children with ASD as part of the implementation of
adapted and correctional programs for working with children with ASD (2.4 points).

- Adapt materials, technologies, tools, and educational resources, including digital
ones, to the abilities of children with ASD (2.3 points).

- Apply acquired knowledge, skills, and abilities to practical activities (2.35 points).

Assessment of the formation of competencies among teachers based on the
results of additional education

to interact with support specialists I 2 24
to organize a developing educational environment IEEEEEEEEEEE—————— 2 (6

willingness to apply the acquired knowledge in. . IE———————————————— 2 |2

apply new ways of interacting with support specialists GGG |2

interact with parents GG 2 (2

apply new methods of organizing a developing. . IEEEEEEEEE————— 2 2

apply new methods of developing correctional work. . IEEEEEE——————————— 2
apply new technologies IEEGEG—_———————— 2 04
apply new ways of interacting with parents IEEEEGE—G—_—_——————_ 2 04
apply new methods of implementing correctional.. IEEG———————— 2 (04

19 195 2 205 21 215 22 225 23

Figure 5. The average score of learning outcomes according to program 2 for teachers

For teachers in preschool institutions and schools, the average score and questions
from the second block of the program "Pedagogical support for children with ASD in the
use and implementation of technologies, methods, and techniques in the implementation
of special educational needs, prevention, and correction of developmental disorders"
(Fig. 5).
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Formed skills:

- Use methods for developing and implementing adapted and corrective educational
programs for children with ASD (2.12 points).

- Develop and implement adapted educational programs and correctional work
programs with children with ASD (2.04 points).

- Apply new methods of organizing a developing educational environment for the
implementation of educational activities in the implementation of AOP and correctional
work programs with children with ASD (2.12 points).

- Organize a developmental educational environment for the implementation
of educational activities in the process of implementing AOP and correctional work
programs with children with ASD (2.16 points).

— Apply new ways of interacting with parents (legal representatives) of children with
ASD when implementing adapted educational and correctional programs for children
with ASD (2.04 points).

— Interact with parents (legal representatives) of children with ASD in the process
of implementing adapted educational programs and programs of correctional work with
children with ASD (2.12 points).

- Apply new ways of interacting with specialists supporting children with ASD
(if any) in the process of implementing AOP and correctional work programs with
children with ASD (2.12 points).

- Interact with specialists accompanying children with ASD (if available) in the
process of implementing AOP and correctional work programs with children with ASD
(2.24 points).

- Apply new technologies for organizing various types of activities with children with
ASD in the process of implementing AOP and correctional work programs with children
with ASD (2.04 points).

- Apply acquired knowledge, skills, and abilities to practical activities (2.12 points).

Weaknesses found:

- Developed skills to apply new and effective technologies, methods and techniques
for organizing education, upbringing and support for students with ASD;

- Developed skills to consider the age, psychophysical and individual characteristics
of students with ASD;

- Development of skills in mastering ways of interacting with parents of children
with ASD;

- Developed the ability to use quality assessment tools to receive feedback from one's
pedagogical actions and plan further individual work with children with ASD;

- Developed skills to develop and implement adapted educational programs,
programs of correctional work with students with ASD,

— The formation of skills to apply new methods of organizing a developing educational
environment for the implementation of educational activities;

- Developed skills to apply new technologies for organizing various types of activities
with students;

- Willingness to apply acquired knowledge, skills, and abilities to practical
activities.
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Assessment of the formation of competencies among psychologists based on the
results of additional education

formulate recommendations for diagnosis, treatment. .
the use of modern technologies when working with..

awareness of the peculiarities of the development of a..

to carry out rehabilitation and corrective measures

I 2.6
I 2.6
. 2.6
. 2.6

willingness to apply the knowledge gained in the.. I 2 3
psychological diagnosis of the characteristics of. . IEEEEGEG—G—G——EE—— 2 3
to provide parents with information about children. . IEEEEEEE————E—— 2 3
to carry out clinical and psychological support for.. I 2 3
to analyze and describe the process of development,. . I 2 3
on methods and technologies of psychological support.. I 2
0 0,5 1 1,5 2 2,5 3

Figure 6. The average score of the results of the training program 3 for psychologists

Questions about the second block in the program “Psychological and Pedagogical
Assistance to Children with ASD in Their Social Adaptation and Rehabilitation” for
educational psychologists, psychologists, and medical psychologists (Fig. 6).

Formed skills:

- Analyze the development process, compliance of the state of cognitive functions,
emotional and personal sphere with age standards, and psychological, and dynamic
development in children with ASD (2.3 points).

— Carry out rehabilitation and correctional measures in individual and group form
(2.6 points).

- Provide clinical and psychological support for children with ASD at all stages of
rehabilitation (2.3 points).

— Clinical and psychological assistance for developmental disorders in children with
ASD (2.6 points).

- Providing information about children with ASD, the current nature of psychological
spheres, goals, methods of rehabilitation or correction and expected results (2.3 points).

- Conduct a study of individual children with ASD (2.3 points).

- Use modern technologies when working with children with ASD (2.6 points).

- Apply methods and technologies of psychological support for children with ASD
(2 points).

- Organize an inclusive educational space for children and adolescents with ASD (2.6
points).

- Formulate a brief and free form out of 3 recommendations for the diagnosis,
infection and treatment of children and adolescents with ASD (2.3 points).

Weaknesses found:

— Formation of skills to analyze and describe the development process, compliance
of the state of cognitive functions, emotional and personal sphere with age standards,
psychological and social functioning in children with ASD;

- Development of knowledge, skills and abilities to provide clinical and psychological
support for children with ASD at all stages of the treatment and/or rehabilitation process;
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- The formation of knowledge and skills to provide parents (legal representatives)
with information about children with ASD regarding the nature of psychological
disorders, goals, methods of rehabilitation, correctional influence and expected results;

- Development of knowledge, skills and abilities in psychological diagnostics of the
characteristics of children with ASD;

— Development of knowledge and skills about methods and technologies of
psychological support for children with ASD.

— All of the respondent groups had weaknesses, particularly when it came to their
level of expertise in diagnosing and utilizing technology to serve kids with ASD. Teachers
in kindergartens and schools without special education training to cope with children
with ASD had the worst results (Fig. 7).

The formation of competencies by groups of listeners
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Figure 7. Comparative indicators for the formed competencies of different groups
of students of the courses (0 p. - not formed, 1 p. - partially formed,
2 p. - sufficiently formed, 3 p. - fully formed)

Based on the results of the study, within the framework of the modular-competency
approach, a Model of additional education for specialists in the complex support system
for children with ASD was built, which consists of advanced training courses (72 hours)
and 4 modules of professional retraining courses (330 hours), which makes it possible
to purposefully strengthen weaknesses and develop missing professional competencies
among specialists working with children with ASD.

Discussion

The modular competency-based approach in the system of continuous education
for specialist training allows for comparison of skills development across multiple
modules, according to Khitryuk and Sergeeva's research (2019). Despite kindergarten
and school teachers' initial hesitance towards advanced training in pedagogical support
for children with ASD, the study's results were expected to be equally impactful for all
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specialists, including those responsible for addressing developmental abnormalities and
creating tailored educational plans for kids with ASD at various educational levels. Some
instructors were reluctant to start the course, unwilling to work with ASD students after
finishing it, and lacked the necessary training and motivation for an inclusive classroom.
This aligns with other scientists' findings (Aisina et al., 2019; Chereneva et al., 2022). The
findings of this study can be used to more accurately define advanced training course
subjects based on what particular organization's employees want to learn. Going forward,
it will be crucial to include motivational factors when teaching interactions with children
who have ASD and administer entry testing rather than relying on training outcomes.

Conclusion

During the endeavor to address research challenges, ten essential competencies were
identified by the Professional Standards applicable to psychologists, preschool and school
educators, and speech pathologists. Upon completion of training in relevant programs,
educators and specialists engaging with children diagnosed with ASD can employ
a modular competency-based approach to evaluate competency development. This
methodology has both advantages and disadvantages. The educators and specialists are
subsequently integrated into the lifelong education framework. Based on an assessment
conducted among specialists who assist children with ASD, there exists a disparity in
competencies that these professionals acquired after the conclusion of their training
programs. Such disparities can be ascribed to various factors, including selection of
continuing education programs, initial educational level and area of specialization, and
motivation to undergo training and apply knowledge regarding children with disabilities.
Theoretical understanding constitutes the most substantial element of established
competencies. All respondent groups exhibited deficiencies, particularly regarding their
proficiency in diagnosing and employing technology to aid children with ASD. Due to the
distinctive characteristics of the nosological group, educators and instructors in general
education kindergartens and schools demonstrated lesser preparedness to engage with
children with ASD, even following specialized training, then speech pathologists, speech
therapists, and psychologists. Moving forward, it will be imperative to augment the study
sample and the demographics of individuals eligible for advanced training provided by
inclusive education professionals.
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Abstract

After entering the 21st century, a series of standards have been developed to build a standards-based
quality assurance system for teacher education in China. The building of quality assurance system
for teacher education has made some achievements, but it also faces some problems. At present,
the building of high-quality teacher education system has been determined as the most important
task in the reform and development of teacher education in China. This requires us to improve the
quality assurance system for high-quality teacher education on the basis of reflecting on the existing
system building. Based on documentary analysis the paper examines the building process and
compositions of the standards-based quality assurance system for teacher education in China, and
analyzes the problems and challenges of the existing system and puts forward some suggestions on
building a quality assurance system for teacher education based on development-oriented teacher
professional standards.
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AHHOTAIIUSA

B XXI Beke 6511 pa3paboTaH psAL CTAHAAPTOB [/IS CO3AHN CIELMATbHOI CICTeMbI 0becriedeHNs
KayeCcTBa Ireflarorndeckoro obpasosanus B Kurae. IloctpoeHne crucremsl obecriedeHnst KadecTa
IearOTIeCKOr0 06pa3oBaHMs JOCTUITIO ONPee/IeHHbIX YCIIEX0B, HO CTaIKMBAETCSI C HEKOTOPbI-
My npobremamu. B Hacrosiiee BpeMsi CO3/jaHye BBICOKOKAYeCTBEHHON CUCTEMBI T1e/JarornyecKko-
ro 06pa3oBaHNMs OIPefeeHo KaK caMasi BaKHas 3a/jada B peopMe 1 PasBUTHUI II€FarOTNIECKOTO
obpasosansa B Kurae. 910 TpeOyeT oT Hac COBEpIIEHCTBOBAHNS CUCTEMBI OOecIedeHns KadecTa
TIeIarOTIYeCKOro 06pa3soBaHNA Ha OCHOBE aHA/IN3a CYIeCTBYIONLIel CUCTeMbL. B craThe Ha ocHOBe
ITOKYyMEHTA/IbHOTO aHajIM3a PacCMaTPUBAETCsI MIPOLIECC CO3MaHMA U COCTAB CUCTEMbI 00ecIiedeHNs
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KayeCTBa Iefjarorndeckoro obpasosanus B Knrae Ha OCHOBe CTaHZAPTOB, AHAM3UPYIOTCS MIPO-
671eMBI 1 3a[ja4l CYLIECTBYIOLIEll CICTEMBI, BHIABUTAIOTCA MPENIOXKEHNA IO CO3AHUIO CHCTEMBbI
obecrieveHNsI KauecTBa eJarorindeckoro o6pasoBaHisi Ha OCHOBe PO ecCHOHANIBHBIX CTAHIAPTOB
YUUTeNsd, OPMEHTHPOBAHHBIX HAa Pa3BUTHE.

KnroueBble cnoBa: megarornieckoe o6pasoBaHue, CTAaHAAPTHI, KauecTBO, 0becIiedeHre KayecTna,
Kurait.

Introduction

Problem Statement

Since the 1980s, the world has entered a period of large-scale quality-oriented
education reforms. As the top priority of the global education reform movement, teacher
education reform was no exception. Under such background, the building of standards-
based quality assurance system (hereafter referred to as “QAS”) for teacher education
has become the basic choice of teacher education reform in many countries. In the mid-
1990s, the transformation from quantity-focused teacher education to quality-oriented
one was initiated, and soon after entering the 21st century, a standards-based QAS for
teacher education was set up in China (Rao, 2020). However, after more than 20 years
of quality-oriented teacher education reforms, China began to talk about “revitalization”
of teacher education from 2017, which means that quality assurance of teacher education
in China still has a long way to go. So, what kind of process has China experienced in
the building of a standards-based QAS for teacher education? What kind of QAS has
been developed? What is wrong with this system? Answering these questions is the main
purposes of this paper. Based on this, the paper will also provide some suggestions on
how to improve the QAS in the future.

Research Gap

QAS for teacher education has been a major issue and field of study in China since the
new century. Most studies on the QAS for teacher education in China focus on “ought-to-
be” design of the QAS based on investigations of international QASs for teacher education
or theoretical speculations. Different from other studies, the paper aims to put the QAS
for teacher education in China against the historical context of teacher education reforms
in China since the 1990s to provide a historical perspective on it.

Research Method

Since the purpose is to have retrospective and prospective views on the QAS for
teacher education in China, the paper chooses the documentary analysis as the main
method. Based on the critical analysis of the policy documents related with teacher
education, the paper will provide both a historical examination of the development
process and a horizontal investigation of the components of the standards-based QAS for
teacher education to find out the problems and challenges in the system and put forward
some suggestions for its improvement.

Results and Discussion

The Process of Building Standards-Based QAS for Teacher Education

The development of QAS for teacher education can only be truly understood in
the context of teacher education reforms in China since the 1990s. Although quality
improvement has been the theme of the teacher education reform since the mid-1990s,
the reforms can still be divided into three periods: system restructuring (from the mid-
1990s to 2005); capacity building (from 2005 to 2016), and revitalization (since 2017)
(Rao, 2020). Based on such division of the historical phases, the development process of
China's QAS for teacher education is examined in the following way.
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The Emergence of Quality Assurance Awareness in Teacher Education During the
Phase of System Restructuring (from the mid-1990s to 2005)

From 1949 until the early 1990s, teacher education in China was carried out in a
closed teacher education system corresponding to the planned economic system.
Moreover, due to the continuous expansion of basic education and the low status and
treatment of teachers, the shortage of teachers lasted for a long time. At that time, teacher
education institutions had to focus on preparing enough teachers for schools and had no
time to consider the improvement of teacher education quality.

However, in the 1990s, the situation changed. First, in 1992, China began the transition
to a socialist market economy, and for some time until the beginning of this century,
China’s economic and social development policies followed the basic principle of “giving
priority to efficiency with due consideration to fairness”. In this context, improving the
efficiency and quality of education became the focus of education reforms, with teacher
education being highly valued as a lever to improve the quality of education. Secondly,
the overall situation with teacher shortage was greatly alleviated (Rao, 2007, 2013). The
improvement of teacher supply provides space for teacher education ins