Judith Kennedy
Introduction

Teacher educators, whether by desire or dictat, are concerned with improving the
quality of the teaching force. Indeed the word quality permeates the education
literature - we have quality institutions, a quality education, students who are a quality
product - we have delivery of the quality curriculum. The concern with quality
underpins much of the current work on teacher appraisal - in the UK for example the
Department of Education and Science in its 1985 publication 'Better Schools' and in its
previous 1983 publication Teaching Quality' supports appraisal as a way of improving
and sustaining teaching and teacher quality. If quality is so important and if appraisal is
to be linked to teacher quality, it is necessary to be clear what we mean by quality.
One major focus has been to attempt to identify the characteristics of good i.e. quality
teaching by investigating effective teachers and trying to analyse what aspects of their
practice underlies their effectiveness so that the concept of quality can better be
described.

Another approach which can be seen as complementary rather than antagonistic to the
one described above, is to focus on those teachers whom I term 'marginal’. Marginal
teachers are not hopeless teachers; teachers who should be dismissed; nor are they
incompetent teachers. Rather they are teachers who operate consistently at the
margins of effectiveness. They are less than ideal all of the time and in an ideal world
they would probably be selected out. However, for reasons which I discuss below,
marginal teachers are present in all educational systems and the problems they
experience are ones which we as teacher educators need not only to understand but
lso to take more into account when we are designing and implementing our teacher
education programmes. This article firstly explores some of the reasons that may lead
to marginal teachers in educational systems and then reports on-going research that I

and my colleagues at the Centre for English Language Teacher Education, University
of Warwick are undertaking with marginal teacher trainees,
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In many parts of the world the demand for qualified teachers is increasing so rapidly
that intake into the profession has had to be broadened - and this applies as much to
English teachers as to teachers of other subjects. It has thus become difficult to
maintain quality by restricting the numbers entering the profession. Ideally we would
like far more candidates to apply for admission to preservice teacher education
programmes than can be admitted - then we could select only those with the most
talent and promise (even allowing for the fact that we do not have an infallible
selection system). The "big pool of fish" approach faces two problems - firstly who
gets into the pool and secondly even if it turns out to be a pool full of fish, we may
need all the fish. The two factors, that of quality of entrants into the teaching
profession and the numbers required by national education systems are of course partly

related but not entirely.

Regarding quality, there is little doubt that in many parts of the world, the calibre of
entrants into teaching is declining in absolute terms. In a study of applicants to the
teaching profession in Turkey between 1982-1986, R. Murray Thomas (1990) showed
that whereas in 1982 33% of candidates were in the Grade Point range 61-80 by 1986
this percentage had fallen to 13%. Leavitt (1992) demonstrates that college of
education admission requirements are not as rigorous as universities and within
universities the Faculty of Education attracts undergraduates in the lowest 10 percent
of university admissions. Teaching no longer attracts the most able candidates because
for a variety of reasons its status and prestige has declined. Murray Thomas (ibid.)
points to the important role of monetary rewards in increasing the status and prestige
of occupations. The ILO/UNESCO (1983) survey of teachers and their training and
prospects claimed that " an adquate salary is the principal if not the only means of
attracting entrants of the necessary calibre and retaining them - in 15 out of the 32
countries studied the starting salaries of primary school teachers are 10% or more (in
nine of them over 20%) below the average level of earning in manufactaring industry
and in a considerable number of countries the cost of living adjusiments have not kept
~ pace with the rise in the cost of living." In Turkey, for example, Murray Thomas
ek ‘f(ihlﬂ)"pmms out that under Ataturk teachers were viewed as prime agents for reform
ad high achieving students were sent to teacher training colleges - they experienced a
age not only financially but morally. Now, however, teachers in Turkey face
1 as low salary, low status, heavy work demands, poor facilities and few
fpj-ff_lmhﬁr professional training.  As countries expand their educational
y with regard to the education of women, so alternative careers




besides teaching become available. Lourdusamy and Tan (in Leavitt 1992) writing
about Malaysia show that the status of teachers has dropped dramatically for a variet
of reasons , not just pay. Teaching is not regarded as a profession - "if you want work
of fairly good remuneration and yet time to spend with your family go into teaching”
(Lourdusamy and Tan 1992:189). Again the explosion of education has meant many
stopgap measures have had to be taken to satisfy the demand for teachers - so for
example science teachers may be retrained as English teachers. Leavitt points out that
this issue of how to recruit promising talent into teaching is not just a problem for
developing countries but is also of great concern in, for example, the United States.

Besides the issue of the quality of the entrants into teaching, there is at the same time a
demand for increased numbers of teachers particularly in the developing world,
through school enrolment growths, explosive populations, the expansion of the tertiary
system which then ‘poaches’ teachers from the upper secondary system. Chang and
Paine (in Leavitt op.cit.) for example point out that in China in 1987 the Five-Year
Plan revealed that demand would exceed supply of newly trained teachers, both
primary and secondary, by some 600,000. Avoseh (in Leavitt op.cit.) shows that in
Nigeria the policy of universal free education at all levels has led to an enormous
growth in the school population quite unmatched by the growth in teacher supply. In
Bangladesh it is estimated that the primary school age group will increase from about 9
million to 17 million with an estimated shortfall of qualified teachers from the primary
teacher training institutes of 12000. Add to this the fact that in many instances there is
also the problem of teacher wastage - as newly qualified teachers either never take up a
teaching post, or leave within the first few years, and we have a problem with teacher
supply. This has many implications - but one must be that in terms of recruitment the
net may have to be spread wider and wider and less well qualified candidates who may
need more training and support will be part of the "pool..

Thus the changed status, relative decrease in teacher salaries, the demand for a rapid
supply of teachers - all these factors mean that students are entering teacher education
either academically or professionally less committed than we would like. No longer
can quality be maintained by restricting the numbers entering. In additon, whereas in
S0Ome countries prospective teachers who realised they were perhaps not suited to the
career could consider alternative careers, that option is not open to those who have
already chosen teaching as the ‘alternative’. For many teaching remains a relatively
secure career and governments anxious to avoid wastage and! keon to inctease the
number of teachers need training to be successful. Teacher training institutions would
not be too popular if they maintained quality by failing large numbers of students.,

g1



)

o g2 4 i
- oblems are not just applicable to developing countries - although the countries
stern Europe have rather different problems of supply and demand as Fullan
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3 mumut there is often a vicious circle operating such that -
~i. some excellent people interested in teaching do not apply
ii. many excellent people do apply but their first experiences at the preservice
level are less than exhilarating

iii. in the first five years of teaching the better candiates are more likely to
leave. Average or other teachers experiencing dissatisfaction do not leave.
iv. as the years unfold, dissatisfied teachers become more and more
disillusioned, cynical and less motivated to participate in improvements

v. schools don't improve and remain alienating, unfulfilling places for
reachers and students

vi. full circle .......(see Fullan 1992:335)

So a concern with marginal teachers is important because whilst inservice training and
development is to be commended, such courses however developmentally or
- reflectively structured tend to have most impact on those teachers who are already
relatively good practitioners. Inadequate and ineffective teachers benefit most from
‘help during their initial training and during the first two years of their school careers
- through induction schemes. ~ Whilst we recognise the efficacy of supportive and
' structured induction schemes, in most cases these are rarely provided. In fact often
'gwmor- teachers are put into teaching positions that further demoralise and
vate. Thereafter it becomes progressively harder to improve the situation.

‘has been on those trainees about to finish training and enter their first year
ainees who are identified as marginal will not, of course, necessarily
nal teachers but in our experience irainees who by the end of their course
ation of classroom skills remain so unless given a great deal of
investigating and which are described below

- mggmﬂsuhmms the skills and strategies
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The first step however is to describe the basis on which marginal trainees can be
identified and the way in which data on those marginals was collected.

i ificati in
We need therefore to pick out those trainees who we consider are performing at the
margins of effectiveness - in future referred to as marginals. How do we decide what

those margins are?

One starting point is to consider what we understand by a 'quality’ teacher or 'effective’
teacher. Whilst research on teacher effectiveness is sometimes dismissed as not
coming up with any definitive answers, there is in fact a degree of consensus as to what
constitutes effective teaching - though this is not the same as suggesting there is one
effective ‘method’ or that there are teacher characteristics which can predict success on
the part of the pupils.(see, for example, Brophy & Good 1986, Rosenshine & Stevens
1986, Anderson, Ryan & Shapiro 1989). The emphasis rather is on effective
classrooms and what happens in them seen from three standpoints: what are the
personal characteristics of effective teachers; what kind of knowledge do such
teachers possess and what do they actually do in the classroom that makes them
effective. Identifying the personal characteristics of good teachers has proved difficult
but teachers are likely to be more effective in terms of pupil achievement if they have
educational and professional qualifications although there is some doubt as to whether
the level of the qualifications is crucial (Avalos and Haddad 1989). The length of
teaching experience is important - experienced teachers are more effective (see
Anderson and Burns 1989 for a discussion of the differences between novice and
experienced American teachers). The importance of the content of a teachers'
knowledge to the effectiveness of teaching is paramount and certainly in the 90's
there has been a move to try to understand the kind of knowledge teachers require
“they (teachers) must have two types of subject matter knowledge: knowledge of the
subject field, both writ large and in its particulars and knowledge of how to help their
students come to understand ..." (Wilson, Shulman & Richert 1987:105). In terms of
teacher behaviour, effective teachers create a classroom environment which is leamer
and learning friendly - they are able to adapt their knowledge and skills to the demands
of a variety of situations so as to achieve their goals. " Doing whatever is necessary in
order to achieve these goals rather than behaving in certain ways or using certain
techniques or methods is the hallmark of effective reachers " (Lorin Anderson
1991:18). More specifically, the use of tasks appropriate to the pupils' capacity and
the involvement of pupils and grouping that relates to the intentions of the tasks seems



to have a bearing on student achievment. . A further important factor influencing
leaming is what the learner already knows - effective teachers can diagnose the pupils'
existing level of knowledge and plan tasks that fit. It is of course difficult to correlate
definitively effective teaching and student achievement because of a wide range of
intervening variables and it is not the purpose of this article to review the research
evidence on this issue. But as trainers we share a common understanding of what
characterises effective teaching - and from this base in common with many other
preservice programmes we have been able to draw up criteria which can assist and
guide us in appraising trainee teachers. We recognise that trainees, one year off
qualifying are not the same as experts - trainees tend to be relatvely inflexible and
conforming whereas competent teachers are more able to decide between important
and not important and have developed a feel', an ‘intuitive' judgement. Allowing for
this, however, we can say that effective trainees are those who

i. at the preactive stage - before the lesson - design a task appropriate to their

intentions and to the range of their pupils' capabilities

ii. at the interactive stage - during the lesson - they present the material

appropriately, clearly and involve the pupils in a way that realises the task

intentions effectively

iii. at the postactive stage, at any time after the lesson, effective trainees are

able to assess the progress of the pupils and to evaluate and reflect upon to

some degree their own experiences.

Thus in the normal course of events there existed a consensus amongst the trainers
regarding the characteristics of effective trainees such that we were able to identfy by
the second or third year of an initial training course those trainees we felt were likely to
enter the profession as marginal teachers.

Methods of data collection
Data was collected in three main ways and I shall briefly describe these before
- considering some of the implications of the data so far collected.

teacher trainers evaluate trainees or when they discuss a trainee’s performance
ften a kind of accepted public face. Evaluation sheets give little indication of

in the lesson because they rightly seck to be positive and skill
comments such as "boardwork needs tidying” or "need to establish
ith class" whilst unlikely to cause offence are also opaque. The
sor involved may know what the situation was, but for anybody



reading the report, little information can be gleaned. Was the board just a little messy
or was it a total wreck and had it affected the lesson at all? Was the trainee unable to
control the class, too friendly , seemingly bored by them, irritated 7 We cannot tell
from such bland comments and in this way the realities of classroom life can remain

hidden.

We approached the problem in rather a different way. Each year for the past three
years we have had final year trainees on a long teaching practice overseas as part of
their initial teacher training course. Different supervisors have made frequent visits to
the same trainees and this has enabled us to build up detailed entries in a "diary" on
each trainee. This diary I call the "Supervisor's personal diary" because no one sees it
except the supervisors involved and it cannot under any circumstances be used for
assessment. Supervisors wrote a report on the lesson as soon as it had finished. The
reports were unstructured and the writers could be as affective and outspoken as they
liked. They also gave very specific information about things that went awry in the
lesson as well as things that went well. It did not matter how many incidents were
chosen because the aim was to build up a collective picture of the performance of all
the marginals not just one. Thus from observation of 45 trainees, 10 were identified as
marginal. At the end of the teaching practice the diaries were then collected.
Although at this stage the entries referred to the trainee by name, these names were
removed when the data was entered onto a computer. In this way I have collected
over 140 diary entries for marginals enabling one to categorise the marginal's
behaviour in broad terms and also to concretise it.

An alternative guide to teaching practice

However, knowing the perspective of supervisors or observers gives only a partial
picture. We need to understand the reality of the teaching experience for the marginal
trainee other than through supervisors' descriptions. So the second method of data
collecton was through formalising a "talking to other future trainees" situation. This
was done by getting all the students to compile an "Alternative guide to teaching
practice” written by students for students. The trainees who had completed their 3
month teaching experience compiled the guide during a workshop at which each
student wrote their own advice for jointly agreed headings and then small groups
joined to produce summaries. The final product was fairly innocuous in many ways
because the better trainees filtered out what they regarded as over negative and critical
comments by the marginal trainees. Our interest was in these comments and what they

revealed about the marginal trainees who made them. A sample page from the
'finished' guide is shown in Appendix 1.
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{ngerviews
The final method of data collection was to interview seven marginal trainees some time
after their teaching practice in an attempt to lessen the defensiveness that marginals
often displayed when talking about their classroom experiences. Questions focused on
their affective reactions to the pupils they had taught and to the supervisors. We also
were interested in their reasons for entering teaching - if for example we found that
marginal trainees revealed that teaching had been very much a second choice career
for them, then this fact may need to be addressed on the course, affecting as it must do
~ motivation and attitudes. Interviews proved most effective at elicitng factual
information, but rather less effective at gaining any useful information on the teaching
process itself - an indication that too much time had elapsed between the experience
and the process of publicly reflecting on it in an interview situation.  Some short
extracts from interviews are given in Appendix 2.

It would be presumptuous to suggest that on the basis of this limited data we can
describe the characteristics of all marginal trainees. In fact it is rather easier to say
what our marginal trainees were not rather than what they were. We found that
marginal trainees were not notably lacking in confidence - they were not
underconfident people. They may have been anxious in class but outside of it they
were no different from more expert trainees. In addition, although marginal rainees
had often entered teaching because they had been rejected for other courses, they were
not noticeably less able than other more effective trainees. So there was no evidence
that marginal trainees were the least able academically.

Regarding motivation to do teaching, of the seven marginal trainees interviewed, not
one of them had wanted to do teaching. It must be said that neither had all of the
‘better trainees but there was not one marginal trainee who had been clearly motivated
to do teaching. For the women, their parents had often suggested it as a more socially
‘appropriate career than others and for the men it was often a case of ability preventing
 them from entering more prestigious careers. Many marginal trainees admitted that
t ed the qualification would be useful in getting them eventually into other

B e
to giving advice to other trainees, marginals were negative about most
n perience icularly deflecting blame onto the pupils. This was

. such as "expect many pupils (o be poor at English; not
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interested and lazy". Marginal trainees were almost exclusively concemed Witli
themselves - where they did mention pupils it was nearly always to do with discipline
which contrasted with better students who whilst equally anxious about their class
experiences, were much more interested in their pupil’s learning. Such good trainees
were creative and full of suggestions whereas marginals gave advice that had little to
do with the teaching solutions to problems e.g. "don't be late”, "children will be weak
in everything”, "they won't say anything". This accords with the work of Berliner
(1994) who contrasted the approaches of novice and experienced teachers finding that
experienced teachers were very concermned that their pupils should learn. In this
respect marginals show expected characteristics of all novice teachers but to an
extreme degree.

The classroom behaviour of marginal trainees
The diary entries have provided data enabling us to categorise marginal teachers'

behaviour not only 1n very broad terms but also to concretise it. From the very specific
actions described by observers a series of "Critical Decision Points or Incidents" have
been built up. The example below is a complete diary entry which contains different

critical decision points.

A very weak lesson from X. He chose a dull inappropriate poem by Leonard Cohen!.
Didn't engage SS ar all - just went in and played the fairly inaudible tape ( a reading
by Y - thus lots of pronunciation and intonational errors). Took centre stage
throughout with predicrably disastrous results - clearly hadn't understood poem
himself. Worked mechanically through rexr book exercises Little planning in terms of
stages. Went on to ask SS to read "Ring out wild bells" (!!) with vague questions on

meaning. Students bored, restless and embarrassed. Plus point was he had tried to
learn their names.

One critical decision incident here was at the planning stage when the student made an
inappropriate choice of poem. There were several other “incidents” at the planning
stage which had an effect on the success of the lesson - these words 'critical incidents'
thus emphasise that they are important to the effectiveness of the teaching and also
require on the part of the teacher some kind of decision. Further examples given at the
end of the article (Appendix 3) have been extracted from one type of lesson that

marginals were giving - note taking lessons, This is for the sake of clarity only, so that
eventual linkage between

described later can be seen.,

the original classroom incident and the training materials
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Qrganising the data
Bach diary entry usually yields more than one critical decision point (CDP) and they

can be in almost any area. From the original diary entries, over 320 CDP's have been
isolated. In order to effectively deal with them there was a need to categorise them in
some way. Firstly there were three stages in which CDP's could occur - before, during
and after the lesson i.e. pre-, intra- and post- teach. Within each of these stages
different competencies are involved. Loosely based on a model of Donald Medley's
(1988), these competencies can be described as:
a. Professional Awareness - in order to solve a problem you have to be aware of its
existence. By problem in this instance I mean a point at which a decision is called for.
If you do not possess such awareness then obviously you take no decisions. What we
discovered was that marginal trainees often lacked this awareness or ‘withimess'. One
diary entry reads "he seems totally unaware that half the children were asleep - this
was confirmed later when he seemed pleased with how things had gone and the fact
that he had managed to keep order.”
b. Professional Judgement: Of course, trainces may be aware of what is happening
but not unduly concerned about it. One trainee had some children in his class who,
after finishing their work ahead of time, were quietly carrying on with their maths
homework. In discussions later the trainee seemed pleased that they had quietly got on
with other work. He didn't see their behaviour as a problem for him. So awareness
doesn't always mean that the implication of the event is recognised - this requires
professional judgement. Exercising that professional judgement (knowing whether a
situation calls for a decision to act or not) is a crucial area.
¢. Professional knowledge: Such decisions are made on the basis of professional
knowledge possessed by the teacher ("knowing that"). This includes knowledge of
teaching skills (e.g. knowing what an information gap task is, how to organise it, how
to round it up)but also most importantly subject content knowledge (¢.8. lexical and
‘grammatical knowledge, an understanding of text discourse or, siy, the differences
_between spoken and written text).
‘e.g. ...X gave a fairly siructure based lesson on phrasal verbs and it would have
 been good except he isn't himself sure of what a phrasal verb is, so mixed adverbs and
epositions etc. He got the ss. to pick out patterns from a text and unformnately for
hey picked out patterns which didn't conform to his example and he didn't know
t had happened so made some very dire statements on the board. The SS
uddled in the end.
~ knowledge enables the right kinds of decisions to be made about
f action. Trainees may indeed be aware that, for example, their
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pupils are getting bored with a particular activity and they may recognise that ﬂﬂsiﬁéﬁ
problem they should quickly try to deal with; however, they may simpl}r-not--ﬁ‘iﬁ.‘-. '
what to do. .
eg. A poor lesson . Double period devoted almost entirely to ‘gap filling". First on
the process of paper-making, then the process of wood-pulp processing, then the
process of fish canning! To be fair, he did try to incorporate some listening .
Feedback sessions were interminable and pupils were bored but considerate. X
looked panic struck and missed opporitunities (o go in other directions.

d. Procedural skills: Using professional knowledge appropriately is often the visible
part of teaching - procedural skill ("knowing how"). So with note taking for example,
the teacher may ' know that' a spoken text has certain characteristics, that for a note
taking task it should be of an appropriate length, style, etc. but 'knowing how' at the
preteach stage means the teacher can then select texts appropriately. In the intrateach
stage the procedural skills and expertise demonstrate themselves in all the teaching
behaviours associated with good teaching, such as presenting material appropriately
and clearly; involving the pupils in a way that realises the task intentions effectively;

dealing with student discipline.

e.g. A disaster really. Bright lively boys with a fairly good command of English but X
only introduced abour six very basic language items, gave them repetitive tasks and
then sat in a corner for the last ten minutes while SS were supposed to be writing - but
there wasn't really anything ro write. So most of them just played about - quite a lot!

The flow chart (Fig.i.) below summarises how problems at any one of the stages has a
cumulative effect on the teacher's overall performance. For example, a trainee might
demonstrate his professional awareness appropriately and exercise professional
judgement in realising that some kind of decision is required. But if he lacks the
professional knowledge regarding appropriate action, then his performance is likely to
be marginal. A concrete example from the data was one trainee who was aware that
many children in the class could not understand her explanations of a grammar point;
she realised that something needed to be done but because she did not herself really
understand the grammar point in question, was unable to simplify it appropriately.

In this way we have built up a series of critical decision points which can be fitted into
pattern (ii) below . For example, many marginal trainees have problems at the pre-
teach stage.. They may show a lack of professional awareness in not thinking it
important to speak to class teachers about the level of the pupils they will be teaching:
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lications for trainer
Initial selection procedures and ways of dealing with novice teachers in the first years
of teaching are important ways of addressing the issue of marginal teachers. In
addition, for trainers concerned with the initial training stage, a better knowledge of
what characterises marginal teachers could inform courses; both in trainer- led input
sessions and the teaching practice itself. Here I will describe how critical decision
points can be used as part of course materials and suggest ways in which they could

affect the organisation of teaching practice.

Developing training exercises from the diaries

Competencies is not a popular term in teacher education and it is not my intention to
suggest that effective teaching can be characterised simply by a finite list of behavioural
competencies. But as David Berliner shows in his analysis of novice and expert
teachers, experts develop over time starting from a base level of well established
routines and practices. Novice teachers lack the intuitive quick thinking of the
experienced teacher and as Berliner points out "automatization of routines provides
grear economy of effort. Automatization of behavioral routines along with clarity on
one's mental script about how things should occur is not expertise, but those factors
probably constitute a grear deal of the necessary conditions for the development of
experiise’( Berliner 1987:73). Of course, automatization comes with practice and
experience but at the very least exercises can be developed which can accustom
trainees to the kind of decision making they will face in classrooms. More important
however is the fact that every exercise is based on a real event, not the imagined
classroom images of tutors who may not themselves have taught for some time. Thus
we have developed a series of exercises based on the competencies described above
and real classroom events as described in the diaries. We have designed simple
‘critiquing” exercises using written, taped or videoed data. These are exercises based
entirely on problems arising from real classroom events including the texts and
exercises, and demand from the trainee a degree of analysis and judgement to decide
on an appropriate solution. "Decisive incident mazes" are another way in which I have
ried to marry the building up of knowledge with real practice in decision taking. Each
step in the maze is based on a CDP and whilst there is not necessarily a right or wrong
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answer we hope that reflection will develop professional judgement and perf
Examples of critiquing exercises and mazes are given as Appendix 3.

Developing Teaching Practice

Procedural skills are best developed in performance; that is through teaching
practice. Mentoring schemes and peer teaching which help trainees to recognise and
understand the underlying basis of their own teaching behaviour. are valuable in this
respect. However, for marginal trainees in particular , the use of what I term
"graduated teaching routines” has been particularly helpful. In actual teaching
situations, handling whole classes, marginal teacher trainees lack expertise in very
simple routines. They do not have an easily accessible repertoire of skills to call on. In
trying to handle a thousand and one decisions they end up on a downward spiral of
wrong decisions, faulty judgements and poor performance and then suffer poor
appraisal by supervisors. We need to limit what we ask them to do. A graduated
teaching routine is a way of breaking up the teaching process into small steps - starting
with very simple ones in some cases. The important thing is that the routines should be
ones that the trainee can easily succeed with. Their selection should be a mutual
decision between trainee and supervisor. They should be varied and short enabling the
trainee to experience different ways of achieving the same aim. This is easier to
accomplish with supervisors who are closely involved with the practicum. It is also
easier to do with trainees who teach in twos and threes because different trainees can
take responsibility for different ‘chunks’ of the lesson. This is interspersed with trainees
taking responsibility for whole lessons as appropriate.
Let me give an example. One trainee, always began lessons in a very perempiory
manner. Once he walked into class with no greeting, looked down at his desk , then
suddenly left. In fact he had good reason, realising he had left his materials elsewhere,
but both the class and the supervisor sat there for some minutes perplexed. When he
returned, he then handed out the material to the students without any kind of
‘explanation. This was not an isolated incident. The graduated routine in this case was

1o focus on the starts of lessons. Other routines that are particularly important for
ys of asking questions, and

idents are giving instructions for activities, different wa
ising students into groups. Contrary 10 much work on developing reflective
ers we actually discourage marginal trainees from reflecting oo long and
vhat has happened. We prefer to move them on in a positive frame believing

i tive experiential base is built up by building in success from the start and
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I have described only part of our work with marginal trainees, focusing particularly on
the identification of critical decision points. However, as I said at the start of this
article, marginal trainees succeed in many things they do. Whilst I think it is important
to seek to understand what "goes wrong" in a marginal trainee's lesson, recognition
must be given to what "goes right" . Hopefully as we continue research in this latter
area, we will have a fuller understanding of such trainees’ behaviour and better able to
offer appropriate support. The support must come from more than the initial raining
period however. The need to see teacher education as a career long proposition
involving inservice programmes of teacher development is particularly important for
marginal teachers as is the role of the school in promoting and encouraging good

teaching.
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