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The purpose of this article is not to 
present another in-service training 
course. There are different traditions 

of professional development in different 
countries. Rather, I would like to invite 
the journal readers to join the discussion 
among three colleagues from Russia about 
the principles and pitfalls of working with 
adults. Professional development for adults 
has become an increasingly significant
component of, and contributor to, life-
long learning. However, teaching adults 
presents its own particular rewards and 
challenges. 

In-service training as a burden
When your students are not simply 

adults, but teachers and faculty, you can 
be forgiven for feeling a little anxiety, as 
most of these people have great experience 
and a solid stock of theoretical knowledge. 
However, thousands of educators attend 
in-service training courses and seminars or 
retrain for new professions every year. It is 
much more difficult to teach such people
as compared to representatives of non-ped-
agogical spheres. You are well aware that 
results of your work will be “retranslated” 
by teachers for schoolchildren and by 
faculty for university students. Therefore, 
the responsibility carried by those working 
in educational in-service training systems 
is very high.

As a rule it is easy enough to make up 
a group portrait of those whom we teach. 
Among those who come to improve their 
qualification there are people with lots of
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pedagogical experience, and their profes-
sional record allows them to feel quite 
confident of themselves—they are sure they
will hardly learn anything new here. Our 
course for them is an opportunity to get a 
little rest from daily school routine, to chat 
with colleagues. They won’t hesitate to ex-
press their doubts aloud or even to correct 
the facilitator.

Those who have started their teaching 
careers quite recently are also part of your 
audience. These people are education nov-
ices. Such teachers feel comfortable neither 
among colleagues, nor with students in 
class. Another special category is made up 
of school administrators. Finding them-
selves among teachers, many try to look 
independent and emphasize their status. 
They usually refrain from speaking much.

However, the main part of the group at 
in-service training courses typically consists 
of teachers with considerable pedagogical 
experience (5–15 years), the so-called “class-
masters” (i.e., teachers officially responsible
for a particular class and for monitoring 
their students’ academic achievement and 
behavior). They are still looking forward 
to learning something new. Diligently, like 
schoolchildren, they write down everything 
the instructor says and ask for it to be re-
peated if they miss something they suspect 
to be valuable. This group is mainly com-
posed of women who are rather tired of the 
daily school routine and have rather high 
professional self-esteem.

What can the existing in-service training 
system offer these people1? 

    1  In the USSR teachers were required to attend state-run service training courses once every five years
because subject content kept changing, curricula were updated, and new textbooks appeared regularly. 
Teachers improved their professional skills, leaving school for a couple of weeks, and returned with an 
official certificate. With the disintegration of the USSR, among other changes, in-service training courses
were offered by universities, primarily colleges of education. In addition, there appeared nongovern-
mental centers that offered training workshops for teachers and faculty. However, in many post-soviet 
countries the government network (nowadays mainly municipal) of retraining centers for teachers has 
remained intact and continues to offer a compulsory course every five years.
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Here are the comments made by my 
colleagues, Valeria Mariko and Irina Sh-
vets, who teach in the Nizhni Novgorod 
Institute of Education Development (a 
municipal retraining centre)2:

… the professional development system in 
education is highly formalized and focused ex-
clusively on delivering information in the form 
of methodological recommendations, instruc-
tions and statutory acts—however this system 
is supposed to be the main source through 
which everything new takes root in educa-
tion! When the educational system had been 
focused on the “knowledge component”, such 
a way of introducing the new was absolutely 
justified, but as soon as school was announced
to be heading for a student-centered approach, 
delivering knowledge per se became obviously 
insufficient. Besides, faculty working in the
professional development system are quite 
capable not only of mastering new pedagogi-
cal methods theoretically, but also of applying 
them in actual teaching! 

Is it possible to change anything? First 
of all, let’s try to analyze typical errone-
ous assumptions about in-service train-
ing. I would formulate these as follows:

1. Participants are not aware of the latest 
changes in education, so we need to 
load them up with new information 
(i.e. methodological recommendations 
and instructions).

2. Teachers are adults, we needn’t “play” 
with them using interactive forms of 
work. If needed, we can always tell 
them about the new methods.

3. We are always short of time, therefore we 
can’t organize feedback or discussions.

4. Teachers come tired, so we shouldn’t 
overload them; it is better to dictate 
everything and let them go home.

Such assumptions jeopardize any at-
tempts at educational reform. As for alter-
native forms of professional development, 
in our context those are mainly training 
workshops within the framework of vari-
ous programs (mostly originating over-
seas), and they differ strikingly from the 
state in-service training system. However, 
they do not embrace even one percent of 
all teachers. This is one of many condi-
tions preventing the long-awaited inno-
vations from becoming mass practice.

Searching for a framework
Let’s return to the group of teachers 

described above (for some years I worked 
for the state-run professional develop-
ment courses in Saint Petersburg, Russia, 
and my characterizations and observa-
tions are largely drawn from those ex-
periences). My task is to acquaint them 
with new teaching methods and strate-
gies and I have five seminar sessions to
do this. The task looks a bit easier than 
it could be because everyone in this 
group teaches science (physics, chemis-
try, biology, or geography). Still, I expect 
lots of problems.

What should I start with? How do I engage 
everyone in the work? How do I select mate-
rial that would be clear to teachers working 
in related, but still different, content areas? 
How do I structure the logic of the whole 
workshop cycle? What shall I use to illustrate 
the theory? 

 The first meeting corresponds to the
initial (evocation) stage in the three-phase 
framework of a lesson. Striving for success 
I keep reminding myself of some impor-
tant rules:

•  There is no point in “mentoring” and 
trying to offer too much. Participants in 
in-service courses are mostly long-term 
professionals with a great deal of expe-
rience, rigid views of teaching systems, 
and their own pedagogical style. Any 
surplus of new theory will be ruthlessly 
rejected.

•  For the same reason it makes no sense 
to insist on the unquestionable advan-
tages of new approaches to teaching (in 
other words, educational innovations). 
Practitioners will be convinced only 
by the experience of their colleagues 
(preferably from their own school, city, 
or—at  the very least—country) in com-
bination with unambiguously positive 
results; and, subsequently, with their 
own successful practice. By the way, it is 
for this reason that the introduction of 
educational innovations goes so slowly.

• Simply to describe or even to model 
something is not enough. A teacher 
always needs to have reliable writ-
ten materials at hand, for example, a 
guidebook or lesson plans developed by 
colleagues in the same content area.

    2  Quotes here and further on come from the article “Development of Critical Thinking in Educators’ Profes-
sional Development” (Bulletin of Nizhni Novgorod University named after Lobachevsky, “Innovations in 
Education” series. Issue 1(6), 2005)
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V. Mariko and I. Shvets: Introduction of a new 
strategy, method, or approach may be under-
taken in several ways. Two of them are obvious. 
The first is to deliver information about a new
method to the teacher (which includes telling 
about it and showing it in practice). Then a 
course participant reproduces it, more often 
than not making certain changes, adapting 
it to his or her own practice. Such a process is 
sometimes referred to as the “creative applica-
tion of a new method.” The result is supposed 
to be implementation of a new method in class 
and observing changes in students or, rather, 
their reaction to novelty— in this case, to a 
new method or strategy.

The second way implies modification of the
process of teaching teachers. It is necessary to 
stimulate and track the development of such 
changes in the teachers themselves which later, 
as a result of introducing a new method, they 
will see in their own students. In this case a 
teacher not only gets theoretical knowledge 
about the expected changes, but also experiences 
them in practice. Therefore, in their own classes 
these teachers will not only be able to trace 
students’ immediate reaction to novelty, but will 
distinguish other, more significant results.

Certainly, the second way of introducing the 
new is longer and more laborious. But it is also 
much more productive.

V. Mariko and I. Shvets used prima-
rily the second approach in their course. 
While working with natural-science 
teachers, they focused on the content and 
methods for teaching these particular 
subjects. On the other hand, I was sup-
posed to use both approaches described 
by my Nizhni Novgorod colleagues, as 
my course was initially planned by my 
employers as propaedeutic and, conse-
quently, embraced material from across 
the curriculum.

Well, the first and very challenging
problem was: What to start with?

At the first workshop teachers sat at
desks like schoolchildren and opened 
their exercise-books. A few belated par-
ticipants entered and began, in whispers, 
asking their neighbors about the topic. 
Some women begged me to dismiss the 
class as soon as possible. One lady at the 
back took out a pile of her own students’ 
exercise-books to check…

I suggested that the audience think and 
formulate three to five most important

goals of the teaching-learning process for 
their respective content areas. “Most im-
portant” was understood to mean those 
goals that all students without exception 
were supposed to achieve and use further 
in their life. Definitions had to be free of
unfamiliar words. If such words occurred, 
the idea had to be reworded.

I will not go into detail describing 
strategies that may be used for this kind 
of task, because most of my readers are 
practitioners who are accustomed to ac-
tive forms and methods of training. In 
fact, it does not make much difference if 
you ask the audience to work individual-
ly and then in pairs, or in pairs and then 
in groups while gathering and discussing 
such information. What is much more 
important for us now is that my ques-
tion became a starting point for our joint 
inquiry. As a result, the teachers listed the 
following goals-results:

In relation to content:
•  across-content (e.g., a student 

should be able work with informa-
tion independently, using it for 
analysis, comparison, discussion 
and creative search);

•  content (e.g., a geography student 
should know and be able to work 
with cartographical information us-
ing geographical concepts, to deduce 
and understand geographical laws).

In relation to type of activity:
•  cognitive (e.g., a student should 

analyze natural laws independently, 
using physical, chemical, biological, 
and other concepts);

•  affective (e.g., a student should feel 
confident and capable of independ-
ent cognitive activity and should 
display interest in creative scientific
search).

Naturally, not everyone could for-
mulate results of the teaching-learning 
process in three or five points. Among
the answers we heard comments such as: 
“They should enter university without 
difficulties” or “They need to get used to
working diligently”. However, as a result 
of the discussion the group compiled a 
cluster of expected goals-results3:

    3  To save time and simplify the work, teachers may, in advance, prepare sets of cards with formulated goals-re-
sults of teaching-learning (based on materials known from pedagogical literature). These cards are distributed to 
groups and blank cards are included in the sets so that teachers just add ideas if they want to suggest something 
not mentioned in the main set. In this case the groups rate the goals-results, selecting the three–five they need.
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Then the next two questions were 
offered to the group: Which components 
of your pedagogical arsenal allow you and 
your students to move towards the goals-re-
sults you formulated and which components 
prevent you from doing this? What else do 
you need to move successfully towards these 
goals?

In fact, these questions are a bridge be-
tween the background experience of the 
audience and the subject we consider at 
our seminars, i.e. innovative educational 
approaches. Answers to these questions 
(or new questions which may appear 
while they seek for answers) will allow 
teachers—right at our seminars—to iden-
tify where to introduce innovative prac-
tices in their own instructional courses. 
This will be done not simply for the sake 
of “entertainment” or “pedagogical ex-
periment”, but for the sake of achieving 
a particular educational goal-result or a 
group of such goals.

One of the well-known zones of risk 
at the workshops devoted to new edu-
cational approaches (even for skilled 
facilitators) is an attempt to immediately 
involve the audience in a new activity 
by asking them to experience or “live” a 
new method. Teachers do not always un-
derstand why they need to do this. I have 
heard the following many times:

•  We have known this for quite a while. 
We are perfectly able to work this way 
and we already do work like this.

•  What do we need your toys for? We 
are always pressed for time in class 
anyway, and you want us to waste pre-
cious time for God knows what?

•  These “western tricks” are curious, but 
no more than that. In our situation 
(variants: in our system of education, 
in my subject, with our children) it will 
not be accepted, it is alien to us.

•  Well, sometimes it is possible to try and 
“play,” but you won’t ever be able to 
use it as a system—maybe just frag-
ments, separate strategies…

V. Mariko and I. Shvets have been engaged 
in promoting an innovative approach 
called RWCT4 for years. They write: We 
have developed a number of special courses to 
awaken interest in the audience. One of them 
is devoted to the values and semantic bases of 
the modernization of science education. After 
three days of work the participants, as a rule, 
notice changes in the own consciousness. Even 
on the second day they start asking: What are 
you doing with us? Why are these questions 
which have been practically insignificant for us
until now (about values of science education), 
becoming interesting and important? Why 
can’t we stop reflecting even when we leave
the class?

On the first day participants work individu-
ally, in pairs, and in small groups—everyone 
has to voice an opinion, listen to a partner’s 
opinion, and develop a joint one. On the sec-
ond day the main focus is on the methods of 
reading lengthy passages of text (of an instruc-
tional nature), discussing them, and presenting 
a joint, group understanding of their meaning. 
On the third day we search for arguments and 
ways to support them; the main focus is on 
discussions.

Actually, this course not only helps partici-
pants in mastering the new content, but also 
deeply motivates them for the course to fol-
low, which is devoted primarily to the RWCT 
theoretical base.

Across content
goals-results

Content
goals-results

Goals-results of 
teaching-learning 

process

1 2

3 4

1 2

3 4

    4  The RWCT program (Reading and Writing for Critical Thinking) is one of the innovative pedagogical 
approaches. It was developed by the US educators J. Steele, K. Meredith, and C. Temple on the principles 
of student-centered learning. Based on the evocation—realization of meaning—reflection framework, the 
program incorporates methods and strategies created and used in many countries of the world. More 
information about RWCT is available at www.rwct.net.
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The next important task, which deter-
mines the success of the whole course, is 
to logically organize the information 
so that the relationships between key 
themes and ideas are highlighted.

When planning to attend a work-
shop, teachers expect a school lesson 
and faculty expect a university class. All 
of them want to see at least the theme 
of the session written on the blackboard, 
want to hear the goals of the session 
from the facilitator and to write down 
the key parts of his or her explanations. 
If we do not pay special attention to 
ways of helping the participants ‘fix’
the information presented, they will 
try to put everything down verbatim as 
they do at a lecture, and will ask you 
to repeat things word by word. If the 
facilitator organizes interactive work 
without paying any attention to ways of 
facilitating the acquisition and reten-
tion of the new information, and with-
out leaving any time for it, participants 
get totally lost. Failure to attend to this 
factor risks undercutting the perceived 
value of the information presented 
because, for many, the value of the ses-
sion is often measured by the amount of 
notes taken in class.

So, at the first of the five planned
sessions, my in-service teachers formu-
lated what was helpful for them and 
their students in achieving the goals-
results of the teaching-learning process 
and what else they might need. Due to 
these reflections, our study of innovative
teaching methods at subsequent ses-
sions looked more like research, during 
which participants became acquainted 
with new information by searching for 
answers to the following questions:

• What goals-results can be achieved by 
using innovative approaches as com-
pared with the traditional methodologi-
cal toolkit?

• What innovative approaches do I as a 
teacher use in my practice already?

• What is new for me and what can I use 
at my lessons?

Now it is important to convince 
teachers that it makes sense to record 
only the information that will help 
them answer these questions. As for 
the theory, it is well covered in the 
methodological literature—one can 
buy it in a shop or find it on the in-
ternet. For recording information, you 
may suggest keeping logs or compiling 
individual portfolios.

Typically, for these participants, 
keeping a portfolio is a completely new 
way of recording the material learned. 
As I. Zagashev notes, it is a method for 
forming skills to analyze and evalu-
ate the process of one’s own develop-
ment… (Zagashev and Zair-Bek, 2003) 
I suggest that my audience either use 
a notebook, dividing it into sections 
(allotting several pages to each—ac-
cording to the estimated amount of 
information they will enter there) or 
just use A4 paper, putting the sheets in 
a file folder. Since each participant has
an individual portfolio, they choose 
section headings to their own taste. 
In doing this they may use various 
approaches, for example, naming 
sections according to the type of in-
formation they hold: New Concepts; 
Sources (or List of References, with brief 
annotations); Texts; My Questions to the 
Facilitator; Sharing with Colleagues, etc. 
It is also possible to choose headings 
according to the goals-results and to 
distribute the new information cor-
respondingly. It would be ideal if the 
portfolio that participants start com-
piling during the in-service training 
course is continued when they get back 
to their school or college. There they 
can fill it with practical materials (stu-
dents’ work, notes from faculty meet-
ings, etc.), adding to the initial sections 
or creating new ones5.

Another serious problem in design-
ing a course is selection of the ma-
terials and educational texts to be 
used. Let’s turn to the experience of my 
Nizhni Novgorod colleagues.

    5  If a facilitator has dared to introduce portfolios at an in-service training course, he or she should remem-
ber that it is practically useless to ask teachers to fill them out independently at home. Therefore it is
necessary to allot time for working with portfolios in class. And it is very useful to discuss this process and 
its results together with participants. In the framework of a short course (five sessions) it is difficult to de-
mand that students develop colorful portfolios rich with materials (alas, we are always—outrageously—
pressed for time). However, you should use every chance to help your participants fill them out: Distribute
some materials to everyone, including definitions of some basic concepts of your course, texts for work,
annotated bibliographies of recommended literature.
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V. Mariko and I. Shvets: Another special course 
developed to awaken interest in the RWCT 
approach has a three-day format, too. On the 
first day we offer a whole panorama of materi-
als about student-centered approaches and 
their implementation in the instruction process 
by means of various sets of methods, RWCT 
among them. On the second and third days the 
underlying theory and methods are discussed 
by means of “unpacking” model lessons. The 
content matter for such lessons depends on the 
content area of the group we are dealing with 
(biologists, chemists, physicists, geographers). 
In fact, in most cases we have to work with texts 
of integrated character since the groups turn out 
to be mixed. Besides, the main emphasis in this 
special course is on the methodological aspect. 
Hence, the content we offer should be, on the 
one hand, new enough for the teachers to feel 
as if they were students, but, on the other hand, 
not so subject-loaded as to distract students 
from the approach being discussed. Within 
the framework of this course we always hold 
a reading conference based on the Thinking 
Classroom/Peremena journal. Here participants 
have a chance to learn about the effectiveness 
of the approach and get acquainted with the 
experiences, reflections and doubts of teachers
and faculty from different countries. This is very 
important, as at this stage people are often un-
sure of themselves (Will I ever be able to do this? 
With the children I teach?.. Certainly, it is easy 
for them to say because conditions of life and 
work are very different there from the way they 
are here). When participants become aware 
that their doubts are in total accord with the 
doubts teachers have in various other countries 
(irrespective of conditions of life and work) and 
see that the problems are solvable, they become 
much more optimistic.

It is a difficult task to choose texts for
the seminars. The text should coincide 
with the themes included in the cur-
riculum. On the other hand, these texts 
should not be known to participants, so 
that the novelty aspect in dealing with 
new information is preserved.

Sources of information may vary from 
those found by facilitators to those cre-
ated by participants. Mariko and Shvets 
suggest using a five-step writing work-
shop so that participants create texts on 
their own6.

V. Mariko and I. Shvets: … a five-step writ-
ing workshop is used as a basis for writing a 
pedagogical essay. This workshop is important 
because an essay describing a pedagogical 
problem from participants’ practice and pos-
sible ways of resolving it will be a required part 
of the course.

Strange as it may seem, participants’ 
questions may also be considered part 
of the framework for constructing a 
course. Unlike children, who are of-
ten reluctant to pose questions to the 
teacher, adults are more assertive. A 
large number of questions testifies to
the interest and genuine commitment of 
the audience, their readiness to analyze 
information and process it creatively. 
Therefore it makes sense to stimulate 
questions, even though some of them 
may seem too critical, too complicated, 
or seem to be driving the audience away 
from the initial plan. As a rule, partici-
pants’ questions can be subdivided into 
several categories:

1. Factual questions come from inquisi-
tive people who want to know more 
details connected with new informa-
tion. You may either satisfy curiosity of 
this sort at once or provide references 
to related sources.

2. Clarifying questions are indicators for 
the facilitator. They help correct un-
clear explanations or instructions.

3. Reflective questions come from ana-
lyzing what is going on at the  
workshop in terms of methods and 
attempting to make the participants 
aware of the procedural implications 
for their own practice. For example: 
Why did you (facilitator) stop group work 
at this stage? Or How important is it 
to use graphic organizers at this point? 
These questions demand answers, but 
there is no need to hurry. Questions 
can be written down and discussed 
later, at the stage of “unpacking” of 
this or that methodical model that has 
been “played” out.

    6  The 5-step strategy for creating written text was suggested by D. Murray (1985) and D. Graves (1982) 
and adapted by J. Steele, K.Meredith and Ch. Temple for RWCT program. According to this strategy 
the process of creating the majority of content-rich texts passes through the following stages: rehearsing 
(gathering information for subsequent creation of written text), drafting (process of creative transferring 
of the writer’s ideas based on the analysis of collected information, on paper), revising (improving the 
text without editing it for grammar or spelling), editing (stylistic, grammatical, and spelling changes and 
proof-reading) and publishing (presenting the created text to the audience).
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4. Modeling questions (e.g.: What 
if we try to use…at this stage of the 
work? Or What if students won’t be 
able to do what we want with the help 
of this strategy?). Expecting such 
questions, a facilitator needs to 
allot special time for discussion. It 
would be wonderful if in the search 
for answers practical materials 
were used (lesson plans, videoles-
sons, articles describing similar 
experience, examples of students’ 
work). Sometimes it makes sense to 
leave such questions unanswered 
and to ask participants to check 
them out in their practice.

5. Critical or evaluating questions 
are quite often aimed at embar-
rassing the facilitator. This is done 
by adults (seldom by children) who 
want to show how knowledgeable 
they are or by those who for vari-
ous reasons are basically critical of 
the suggested solutions. However, 
at times these questions may in-
dicate sound skepticism or doubt 
(e.g.: Don’t you think that students 
will simply fail to read such a long text 
for lack of time, and, thus, the strategy 
won’t work?). The most successful 
answers are taken from the concrete 
practical experiences of the facilita-
tor or other teachers. These ques-
tions are valuable as they represent 
a real problem brought to light and 
inquiry may then be directed at 
resolving it, both during the ses-
sions and in actual school practice. 
In any case, such questions should 
not be disregarded. They may then 
be addressed, for example, while 
conducting a session devoted to les-
son planning or while presenting a 
video clip of a lesson.

Among critical or evaluating ques-
tions, the greatest challenge for the fa-
cilitator is presented by distracting and 
negative questions (Do you seriously 
believe that your “western” toys will work 
here? Have you ever tried it out in practice 
before stuffing all this down our throats?). 
Undoubtedly, you must be always 
ready for questions of this sort. In any 
audience someone will always pose 
them, in oral or written form. If you re-
member the principles: “You can never 

teach everyone” and “You needn’t try 
to convince them of the correctness of 
this or that decision” then you will be 
able to use such questions as an oppor-
tunity for monitoring the mood of the 
audience. On the other hand, a con-
stant negative impulse jeopardizes the 
work of the whole group. While train-
ing the group that I described in the 
beginning of this article, I had to look 
for ways of “using negative energy for 
positive purposes.” I asked two teach-
ers with dozens of years in class behind 
them, and with rather conservative at-
titudes towards innovative educational 
approaches, to become “experts.” The 
group was considering some method or 
strategy, and those two were searching 
for well grounded answers to the fol-
lowing questions:

• What do you see as possible 
weaknesses of this strategy in 
terms of achieving the education-
al goals-results you have formu-
lated?

•  How can traditional methods of 
instruction successfully overcome 
these drawbacks (give concrete 
examples from your practice)?

The two experts wrote down the 
answers to these questions on their 
expert sheets and presented their 
judgments at the end of the session, 
when the group reflected on the work
done. I won’t say that after a full series 
of seminars these teachers totally 
changed their views, but one remark 
gave me some hope: I want to try the 
method of expert evaluation in my class. I 
feel there is something in it. After a while 
I learned that one of the two skeptics 
was applying the new strategies and 
methods quite actively. Well, life is full 
of surprises, including pleasant ones.

Open-ended planning 
Planning such a seminar series is a 

relatively open-ended undertaking if 
the facilitator intends to take into con-
sideration the opinions and questions 
of participants and the actual process 
of training. In this case planning will 
not be rigid—it will be to a great extent 
prognostic in nature and focused on 
flexible goals-results.
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V. Mariko and I. Shvets: The tasks we set for ourselves as facilitators and organizers of RWCT professional devel-
opment courses for middle and high school teachers are related to three basic aspects:

Aspect “Filling” Prospective result

Content What do we mean by the development of critical thinking 
as an educational approach? Philosophical, methodologi-
cal, psychological and pedagogical bases of RWCT. How 
is it related to a teacher’s personal experience? How is it 
related to the national education practices?

Understanding and accept-
ance of RWCT philosophy.

Methods Basic framework and the strategies used within this 
framework

Acquaintance, mastering 
and including in the partici-
pants’ experience.

Interaction Creation of conditions for self-realization of each partici-
pant and their effective interaction at different levels.

Formation of a group of co-
thinkers.

Where can we find a place for the above-named aspects in a three-day series of seminars? Here is one of the pos-
sible ways to structure their practical implementation:

Order of seminars Basic aspects

Content Methods Interaction (with each other and 
with information)

Seminar 1 
“Evocation”

Development of critical 
thinking as an educational 
approach. Concept of critical 
thinking.

Active reading 
and writing (work 
with informa-
tive, literary and 
scientific texts)

- listening
- hearing
- transforming
- getting to the core of things
- establishing contacts

Interim meeting. Practical implementation of 
material learnt at the seminar.

- visiting each other
- analyzing results

Seminar 2 
“Realization of 
meaning”

Traditional and innovative 
teaching and opportunities of-
fered by the RWCT approach. 

Group work. Dis-
cussion formats 
for instruction.

- establishing contacts
- proving
- persuading

Interim meeting Practical implementation of 
material learnt at the seminar.

- visiting each other
- analyzing results

Seminar 3 
“Reflection”

Development of education 
(problems, solutions)

Strategies of col-
lective learning. 
Writing strate-
gies.

- discussing 

Interim meeting 
and presentation 
of final work

Practical implementation of 
material learnt at the seminar.

- visiting each other
- analyzing results of the 
whole training

What shall we call a result?
We are at the last (fifth) of the planned

seminars devoted to professional develop-
ment in the field of innovative education.
The problem of how to bring things to a close 
is no less important than the problem of how 
to start. On the one hand, I want the partici-
pants to leave with the impression that the 
process they took part in was one of integ-
rity and completeness. On the other, it is 
important that everything we have studied, 
discussed and argued about should become a 
new starting point for their classroom prac-
tice. So, we decide to “rehearse” a teachers’ 
meeting (in Russia teachers often have to 

report to colleagues upon returning from an 
in-service training course) in the form of a 
“double round table.” The content for discus-
sion is connected with compiling portfolios. 
The internal circle is formed by participants 
who will discuss the sections they have filled,
noting the most interesting ideas, definitions,
and results of their personal observations. 
The goal of this group interaction is simply 
to exchange opinions without posing ques-
tions to each other, whereas the people in 
the external circle watch the discussion and 
prepare their comments. Later both internal 
and external groups will exchange questions 
and comments.
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During the discussion we hear many 
interesting comments and judgments. 
Some folks believe that they have learned 
nothing new at the seminars whatsoever. 
Others believe that there was something 
new, but it was so organically entwined 
with their background experience that it 
was hard to define… and very individual
for each of them anyway.

However, all statements of participants 
fit in the taxonomy suggested by I. Za-
gashev. He notes that acceptance of the 
new may happen at the following levels:

1. Whiling away the time (I don’t want any-
thing… When will they let me go home?)

2. Accepting individual techniques (All this 
is, certainly, rather shaky. But I may try 
some nice tricks in class next week.)

3. Accepting individual methods (I may use 
the method shown at the model lesson while 
studying similar texts with my students.)

4. Accepting as an approach (I like the 
framework and think the strategies aimed 
at maintaining parity dialogue with stu-
dents may be used in my practice.)

5. Accepting as a philosophy (I like the 
whole underlying idea that “my subject 
serves to develop thinking skills, and not the 
other way around.” I realize that there are 
such considerations as curriculum, obligato-
ry grading, “Children need to pass exams,” 
“Where are the guarantees of academic 
progress?!” But it is interesting for me to try 
myself not only in the role of an ever-knowl-
edgeable instructor, but also of a co-thinker).

6. Accepting with subsequent methodologi-
cal transformation (This level is reached 
by those few whose creativity cannot 
accept something without processing 
it into a totally innovative form. These 
people may modify what they hear into 
another new approach which does not 
have a name yet) (T. Galaktionova, et 
al, 1999).

V. Mariko and I. Shvets: During the three years 
we delivered these courses, a group of teachers 
was formed who displayed interest in the new 
approach. These teachers began to come more 
often—both to seminars and to individual con-
sultations. First we discussed how to introduce 
separate methods, then sets of methods, later 
we began to trace the results of the training and 
plan lessons and series of lessons.

The next step in the process of professional 
development for this group was a problem-
solving thematic seminar in lesson and course 
design… As a rule, such seminars are attended 

by teachers with a steady interest in new methods 
and an acute need to analyze, discuss, and share 
their own pedagogical experience…

At the next stage of studying a new educational 
approach more advanced activities take place as we 
develop participants’ research skills in the field of
education and methods of teaching. The RWCT ap-
proach allows training to be organized for defining a
pedagogical problem, for goal setting, for developing 
hypotheses for pedagogical research.

Summing it all up, the main result of such 
a training series within the professional devel-
opment system for educators is, first of all, a
conscious (and, at times, subconscious) desire 
to reflectively reconsider their experience, find
new opportunities for self-development and, fi-
nally, to change the existing system of working 
in class on the basis of a new vision of educa-
tional goals-results and ways to achieve them.

A very short conclusion
One of my workshop participants compared 

our course with moving upwards horizontally. 
I like this comparison. It precisely reflects the
main principle of working with adults: When 
the available practical and theoretical base is 
extensive enough, its further expansion dur-
ing in-service training gives rise to new knowl-
edge. And only practice will show how useful 
this knowledge will be.
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