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Foreword

British Council Thailand worked in close
partnership with the Thai Ministry of Education
for two years on the Regional English Training
Centres (RETC) project, known informally

as “Bootcamp”. This directly reached over
15,000 English teachers in terms of capacity
development in primary and secondary schools
across Thailand between October 2016 and
September 2018. In 2019, the most experienced
teachers from Bootcamp subsequently
cascaded their knowledge by delivering the
“Bootcamp Turbo” course to support a further
10,000 teachers. The largest initiative of its kind
in Thailand, the project transformed the teaching
of English in state primary and secondary schools
across the country.

It is encouraging that this report highlights

how influential Bootcamp has been in creating

a network of experienced teachers. The report
highlights that those teachers identified as

Thai Master Trainers (TMTs) during Bootcamp
have gone on to collaborate with supervisors and
create networks which have stimulated teachers’
self-initiated CPD activities afterwards. Concepts
from Bootcamp were still active in teacher
developmental programmes for at least a year
after the project.

Intricately tied to our overall mission to support
the improvement of teaching and learning of
English in state school systems is that our
interventions should be as systemic, inclusive,
and as sustainable as possible. With that aim

in mind, we commissioned this report to look
back on the RETC project 18 months after
closure to evaluate the extent and impact of
the developmental activities to determine
subsequent continuous professional development
(CPD) and follow-up training.

Professor Rob Coe famously asked, “What makes
a great teacher?” His answer was: “One who is
willing to do what it takes to be demonstrably
more effective next year than this year”.

As such, teachers nearing the end of their
careers should not have too dissimilar a goal
as that of newly or recently qualified teachers.
The means to achieve such an ideal are
predominantly met through career-long CPD.

As we move into a post-Covid future, the
landscape of CPD for teachers has changed
dramatically. This report captures many
important features of what teachers need and
how these needs can best be met. Performance
Appraisals (PA), for example, are clearly a major
opportunity within the education system in
Thailand for schoolteachers to grow and develop
together. Yet, as the authors of this report
highlight, it is vitally important for teachers and
school leaders alike to not only understand
such initiatives, but to also value and support
them. This can be achieved in part through
leaders recognising, co-ordinating and valuing
small-scale, sustained, informal, bottom-up,

and applied, practice-based CPD initiatives.

Furthermore, school leaders, executives and
officials must contribute equally. Workloads,
bureaucracy and competing demands are
common hindrances to meaningful engagement,
even for the most committed teacher, teacher
trainer and supervisor. Educational leaders have
a duty to build teachers’ confidence and status
through greater recognition of their efforts and
by creating the conditions for them to flourish.

This report offers valuable insights to build on
the legacy of Bootcamp and inform further
development of English teaching and learning
in Thailand’s schools. In keeping with the aim

of being more effective next year than this year,
I hope you find this report to be a valuable
resource in that pursuit.

Helga Stellmacher
Country Director
British Council Thailand
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Executive summary

This study investigated the development This data addresses the following five main
practices of teachers after completion objectives:

of the Regional English Training Centre
Project (RETC) in order to identify potential
directions for future teacher development. g
The RETC, also known as Bootcamp, was run ie;xéehn; (,zf th3e;se seiyides (reperize
successfully from 2016 to 2018 (see Hayes, pter

2018), with this study being conducted in the 2. to investigate the details of the CPD
18 months following its completion. The data activities (reported in Chapter 3)
for this study was collected through several
interviews, observations and a large-scale
online survey. First, we conducted interviews

1. to identify follow-up training and
developmental activities and the

3. to investigate the overall impact of CPD
activities (reported in Chapter 4)

with 1) 68 teachers who hold positions as 4. to investigate the work and
supervisors, Thai Master Trainers (TMTs), collaboration of teacher support
managers for the English Resource and personnel (reported in Chapter 5)

Instruction Centre (ERIC) and the Primary
Education English Resource Center (PEER),
Bootcamp participants (trained teachers)
and non-Bootcamp participants (untrained

5. to examine governmental executive
perspectives on CPD activities
(reported in Chapter 6).

teachers) and 2) three executives of the This executive summary contains two main
Thai Ministry of Education (MoE) who were sections: 1) a summary of developmental
involved in planning and implementing activities, overall impact of the activities,
projects for continuing professional the work of teacher support personnel
development (CPD). Second, to see how and governmental executive perspectives
actual CPD activities work, we also on CPD, and 2) potential recommendations
conducted observations of onsite Bootcamp for future CPD.

Turbo training, as well as recordings of
professional learning communities (PLCs)
available online. Third, a large-scale survey
provided information on the CPD of

over 1,300 teachers across Thailand.



08 Summary of findings

Summary of findings

After the Bootcamp training, most teachers

(90.4 per cent) participated in one to five

CPD activities each year, which included
Bootcamp-related activities (e.g. Bootcamp Turbo
in 2019, PLCs required by the MoE) and other
CPD activities which were not directly related

to Bootcamp (e.g. workshop and training
sessions, discussion sessions, class observations
and evaluation, school networks and
collaborative work, etc.).

This study investigated the details of Bootcamp
Turbo and PLCs, since they were major activities
following Bootcamp. Other different activities
reported by teacher respondents were identified
and summarised as other CPD activities. Lessons
learned from these activities can also be useful
for the MoE and other stakeholders when
planning and implementing future projects.

Bootcamp Turbo

Bootcamp Turbo is a large-scale cascade training
which was run throughout 2019. The training

was initiated by the MoE’s Office of the Basic
Education Commission (OBEC). Its main purpose
was to train English teachers who did not receive
the Bootcamp training, especially those who did
not graduate from English-related majors (see
also Language Learning and Teaching Unit, 2019).
From the teachers’ perspectives, this training was
one of the most effective and successful CPD
activities. In terms of project operations, the
budget was allocated by the MoE to Educational
Service Area Offices, which then assigned the
supervisors responsible for the training. The
supervisors then collaborated with TMTs to plan
and deliver the training to teachers in certain
educational areas. Groups of trainers differed

in each training, and could be 1) TMTs only, 2)
TMTs and teachers who received Bootcamp
training (trained teachers), or 3) trained teachers
only.

Strengths: Strengths of the training include its
form as a skill-based training, the practicality
of the content, activities and materials, the
microteaching experience given to teachers,
and ongoing support via social media. Teacher
trainers and trainees from various schools
created several networks.

Keys to success: Key success factors were
trainers’ performance and ongoing support.

Weaknesses: Weaknesses concerned

the management of and budget allocations
for Bootcamp Turbo. In some areas,

the budget for English teacher development
— Bootcamp Turbo in particular — was not
allocated with organising the training as its
primary goal.

Challenges and support needed: The training
schedules set by the programme organisers
did not fit with teachers’ availability or teaching
timetables. Teachers requested more flexible
scheduling options.

Points worth highlighting: Bootcamp Turbo
provided useful opportunities to advance
training skills. For the trained teachers,
they took a new role as trainers, had close
relationships with TMTs and expanded their
network with other teacher trainers and
trainees. For TMTs, they received strong
support and collaboration from the trainers
they worked with. Engaging potential teachers
in training sessions in collaboration with
TMTs can be a role model for professional
development.
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Professional learning communities (PLCs)

Teachers’ participation in PLCs is obligatory for
their career promotion and academic standing.
PLCs were, therefore, carried out regularly. The
occurrence of PLCs varied greatly, for example
once a week, a few times a month, once a month
or once a semester. There were different types
of PLCs managed at different levels, from small
to large scale, for example PLCs for English
teachers, departmental PLCs, school PLCs and
PLCs at Educational Service Area Offices. The
content of PLC activities depended on relevant
situations. For example, when teachers needed
to shift normal classroom teaching to online
teaching due to the Covid-19 pandemic, PLC
topics addressed classroom management and
teacher preparation for online teaching. There
were both face-to-face PLCs and online PLCs
through social media.

Strengths: The key strength of PLCs lies in their
flexibility of application. Because of this flexibility,
PLCs seem to be the most effective way to
sustain the impact of any one-off training and to
support the ongoing development of teachers.

Key to success: Important factors include
continuity of PLCs, the time allocated for PLCs
and support provided. Importantly, they could be
more successful if teachers are aware of the
importance of the activities and eager to
participate in the activity regularly.

Challenges and support needed: Owing to the
limited number of English teachers in each
school, PLCs were normally conducted at school
level for all teachers. English teachers might not
gain full benefits from PLCs at this level alone.
Also, many teachers considered PLCs difficult and
unnecessary. The activities increased their heavy
workload, especially the paperwork they were
required to do for the PLCs.

Points worth highlighting:

As PLC participation is obligatory for career
promotion and the academic standing of
teachers, the expected quality of the PLC
should be monitored and the effectiveness
of the PLC in which the teachers participated
should be evaluated, for example whether
and how the activity develops teaching
practices and students’ learning outcomes.
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The study revealed both formal and

informal PLCs. The formal PLCs are typically
top-down initiatives from the government
(e.g. the MoE, Educational Service Area
Offices or schools) operated according to
structured requirements. On the other hand,
informal PLCs refers to less-structured
learning communities which are usually
initiated by individual teachers or a small
group of teachers. These PLCs could be

a small discussion group of teachers, casual
conversations between teachers about their
teaching practice or online chats through
instant messaging applications.

The informal PLCs are more promising than
the formal ones in terms of relationship of
PLC members, convenience and frequency
of the events.

As a community where teachers exchange
ideas, it is promising that PLCs promoted the
long-term impact of Bootcamp and other
subsequent CPD activities.

School size and type have an effect on the
choice of PLCs. Teachers at small-sized
schools with a limited number of English
teachers often participated in general PLCs
for all subject teachers. They should be
provided with opportunities to join PLCs
specifically for English teaching. To make
this idea practical, an online platform for
PLCs is required.

Different formats of PLCs served different
purposes and had different strengths

and challenges. Line Groups were created
for chatting and sharing information.
Facebook Group/Pages also aimed to share
information. However, the most effective
format was face-to-face PLCs, which tended
to discuss certain topics in detail. When

a face-to-face PLC is not possible, a PLC via
videoconferencing is recommended.
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Other CPD activities

A number of CPD activities were organised for
teachers, with most of them being organised by
the MoE or Educational Service Area Offices.
Budgets are allocated by the MoE to the
Educational Service Area Offices. Following this,
the CPD programmes were run with cooperation
between supervisors, school board committees
and teachers.

Strengths: These activities expanded into
a large number of networks. However, the
teachers did not use the networks effectively.

Many networks were no longer active after the

completion of a certain activity.

Key to success: From the teachers’ views,
CPD initiatives are successful if the lessons
discussed are practical and applicable to
teachers’ classroom teaching.

Weaknesses: Since most activities were too
formal, teachers took time to prepare both

academic and administrative work in setting up

the CPD events.

Challenges and support needed: For most
teachers, busy timetables hinder them from
attending CPD activities. Another issue is

a lack of experts to deliver effective training.

One suggested solution from the teachers was

to build partnerships between schools and
either Rajabhat universities in the same area
or other public and private sectors, in order
to organise CPD programmes. This means

teachers need some guidelines on how to seek

help and build partnerships.
Points worth highlighting:

The teacher-created materials from the Best

Practice contest should be disseminated
effectively to a wider group of teachers
and be made available to the public.

The CPD activity initiated by individual
teachers (e.g. in Chiang Mai) can be a role
model for teacher development. Teachers
should be trained to have more initiative
and to be more self-directed in their own
professional development.

Self-study, for example taking an online
course, is recommended by many teachers
to improve expertise. While most activities

the teachers attended were group-based,
formal and handled by regional and national
institutions, teachers should also be
provided with online resources and training
courses to support individual interests.

Teachers should also be trained in
self-assessment of their development needs
in order to increase the likelihood of success
of self-initiated and self-study activities for
professional development.

Networks play a key role in fostering
collaborations and creating CPD events,
especially between supervisors and TMTs.
Building strong networks would provide
opportunities for them to initiate activities
according to their needs.

Overall impact of CPD activities

The impact of CPD activities was investigated in
terms of knowledge and professional skills,
teaching, learning and learning outcomes,
networking, and organisational awareness and
organisational change.

Knowledge and professional skills: Workshops
and training programmes kept teachers
updated about the changes and
developments in English teaching. Supervisory
sessions provided them with ongoing support
for teaching practices.

Teaching: Teachers gained confidence in their
teaching through CPD activities. Activities,
materials and teaching techniques such as
active learning, communicative language
teaching and technology-integrated teaching
were aspects that teachers applied to their
classrooms.

Learning and learning outcomes: CPD activities
had an indirect impact on learners’ motivation,
behaviours and learning outcomes, for
example through fun activities and effective
teaching methods.

Networking: Participation in CPD activities
created teacher networks, especially through
social media. However, many social networks
created did not last long. The teachers felt
more connected at first, but failed to create
further collaborations.
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Organisational awareness and change: CPD
activities had an impact on small-sized
communities, for example within a group of
teachers in an English/foreign language
department rather than at a school level or
an educational service area level.

Work and collaboration of teacher support
personnel

Key personnel: Teacher support personnel who
played an active role in CPD activities during
the study were supervisors, TMTs and teachers,
with collaborations from teachers who received
Bootcamp training. However, ERIC and PEER
managers felt disregarded. School directors
were also key people who supported teachers
in participating in, or blocked teachers from,
CPD.

Collaborations: Most cases of collaboration
were between supervisors and TMTs in
projects funded by Educational Service Area
Offices, OBEC and the MoE, for example
Bootcamp Turbo, the Lessons Learned
Meetings, the Best Practice Awards and
Academic Showcase.

Challenges for supervisors: A supervisor is
responsible for several subjects, with a heavy
workload of administrative duties. Some
supervisors suggested that the MoE should
promote more active roles for ERIC and PEER
managers and get them more involved.

Challenges for TMTs: The number of current
TMTs did not meet the demands of training
needs. Each TMT conducted several training
courses each month. Time spent on training
had a negative effect on their teaching
schedules and their career growth, since the
criteria for gaining higher academic standing
for teachers rely mainly on teaching hours.

Challenges for ERIC and PEER managers: ERIC
and PEER managers had no engagement in
CPD activities for teachers once the Bootcamp
was implemented. Although this might be

due to the change from ERIC and PEER to
Human Capital Excellence Centres (HCEC),

the ERIC and PEER managers were not well
acknowledged.
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Administrative perspectives on CPD activities

Most projects run in the past were top-down
projects funded and supervised by the MoE.
However, MoE officials are open to and support
the idea of bottom-up initiatives which individual
teachers could propose, including the initiation of
CPD activities based on their interests and topics
that are useful to them.

Successful PLCs could engage teachers in
sharing knowledge and working collaboratively. It
could be effective as a peer-support
development community. This, in turn, leads to
learning. PLCs should be flexible and informal.
Rigid rules or frameworks do not promote
effective PLCs.

Keys to the success of CPD projects are teachers’
willingness to develop themselves and continuity
of educational policies.

MoE officials regarded the balance of top-down
and bottom-up approaches for contributing

to teacher development as an important issue,
and they had attempted to decentralise decision
making on CPD projects to individual sectors

or teachers. For example, the MoE could provide
the overall framework and give more authority
to teachers to manage their own professional
development.
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Recommendations

Given that the majority of CPD events that the
teachers participated in after the Bootcamp
were funded and organised by the MoE and
Educational Service Area Offices, this section
provides recommendations for these
organisations as well as other CPD activity
providers. Based on the key findings, the
recommendations can be categorised into four
main aspects: 1) trainer and leader development,
2) teacher development, 3) CPD management,
and 4) staff issues.

For trainer and leader development, the MoE and
Educational Service Area Offices should provide
training and workshops for school directors,
supervisors, trainers and HCEC staff on their
important roles. These roles include increasing
teachers’ engagement in CPD, supporting
teachers’ self-initiated activities and finding
sponsorships to host CPD activities. These
trainers and leaders should receive training in
facilitation skills, especially group management
and feedback-giving skills, which are considered
to be important priorities (Recommendation 7.6,
Chapter 7). To maintain and develop an effective
CPD system at a national level, responsibility

for CPD and quality of CPD should be one of

the performance and competency evaluation
criteria for directors for Educational Service
Area Offices, school directors and supervisors.
The MoE should also encourage and train
teachers to become leaders. Since there are

a large number of potential teachers, the MoE
should come up with clear criteria for selecting
participants for certain training or workshops
(see also Chapter 7, Recommendations 7.1-7.6,
for details).

For teacher development, the near-future training
and workshops for teachers should be skill- and
expertise-oriented. Since PLCs were found to be
the most promising to support teachers’ ongoing
development, the MoE and major governmental
CPD activity providers (e.g. Educational Service
Area Offices, HCEC and schools) should provide
teachers with facilities, equipment, internet
connections and videoconferencing platforms

to enable face-to-face PLCs, synchronous online
PLCs and blended PLCs (Recommendation 7.9,
Chapter 7). They should also offer online and

on-site hands-on training for PLC skills to PLC
counsellors. Simple online forms should be
created to record these PLCs, replacing the
current paper-based recording forms. These
resources and facilities could be provided at
HCEC and on the MoE’s digital learning platform.
(Detailed recommendations for teacher
development are provided in Chapter 7,
Recommendations 7.7-7.11.)

In terms of CPD management, the MoE should
decide whether certain developmental
programmes should be face-to-face or online.
They can make the choice based on two key
issues, the number of teachers and the specific
CPD issue being delivered. An online format

is more practical for the programmes which
involve a large number of teachers and are
knowledge-based, while face-to-face training

is more appropriate for the programmes for skill
development provided to a small number of
teachers (Recommendation 7.12, Chapter 7).

The second issue is the communication channel
for the MoE to raise public awareness about its
policies. Since there was evidence showing
problems in communication with stakeholders
and the public, the MoE should use and evaluate
multiple media channels for their communications
in order to improve them in the future. Given that
the MoE needs effective quality control applied to
CPDs, but there is a large amount of information
to be monitored, using an artificial intelligence
system to screen the data and a visualisation
system to generate graphical output for
evaluation is one of the potential directions.
(More recommendations for CPD management
are provided in Chapter 7, Recommendations
7.12-7.20.)

For issues associated with staff, the MoE should
be aware of the current challenges faced by its
staff and any support they might require. Given
the excessive workload of supervisors and TMTs,
the MoE should explore and seek partnerships
and collaborations with external organisations,
for example teacher associations, universities
and other public and private educational
institutions, in order to provide extra support
for these staff. Specifically for TMTs, they have
played an important role in the teacher support
system recently, while the training workload has
certain negative effects on their own
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development as a teacher. The MoE should
consider whether they could revise the criteria
for teacher evaluation or assign an official
position of a teacher trainer in the education
system (Recommendation 7.23, Chapter 7).
Last but not least, key personnel in the teacher
support system should be well informed about
any important change or shift in policy. In case
of the transformation from ERIC and PEER to
HCEC, ERIC and PEER managers should be kept
informed about this major change (also see
Chapter 7, Recommendations 7.21-7.23 for
staff issues).

Overall, this study found that the Bootcamp

training had a positive impact on CPD in Thailand.

The Bootcamp training specifically led to the
implementation of several important projects
and activities, including Bootcamp Turbo, the
adaptation and application of the training
framework from the Bootcamp, and the
development of Thai Master Trainers (TMTs). The
teachers who received Bootcamp training have

adopted and adapted teaching techniques and
activities from Bootcamp for their classrooms.

In addition to these trained teachers, the
teachers who did not receive training in the first
stage also gained benefits from post-Bootcamp
and other subsequent CPD activities.
Nevertheless, this does not warrant that teachers
will make use of knowledge and skills gained from
training in the long term. To promote continuing
professional development and sustain the
positive impact of Bootcamp and other training,
there are several aspects to work on, for example
offering continuous training programmes,
encouraging teachers to adopt PLCs as part of
their daily work, having efficient teacher support
personnel, building strong networks of teachers,
implementing effective policies and creating
effective support and tracking systems.

Apart from these factors, the most important
implementation for the near future is to prepare
individual teachers to be more self-directed

with regard to their own professional
development.
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NISWAIUNIBBW lia: 2) AFANNa:valduaiu=ainsunis
Wiuunnu§raitioanuasiwveungiuounnn

asdwalnsinns

naueNIaSeduNIsausuRaANgns Bootcamp Agdoulhny
(90.4%) TeNSouTURINSSUINONISWAIUNIBEWIOAY

1-5 fivnssusioAusiol BusoufivianssuRifeoItiouniu
Bootcamp (15U nangnsausu Bootcamp Turbo Tul 2562
AONSSUYUBUNNSISUUSN NI BWANUANS:NSOVANUSNS
finvum) 1a:i9nssu CPD 3u o AluiRuotedlnensiu
Bootcamp (15U N1sUs:guIBaUUuANIsIazN1stinousy
nisUs=suenUsie NsduinanNIsninisaouniaznNsus:iou
1nSavnelsuiSuunazanunousounu 1IJUsi)

TnsumstilfAnunsteaziBunnisiinsouausunanans
Bootcamp Turbo 1a:3u3uNISISEUSNNIBBW gaidu
fanssuvenswananianvurauiaseaulasinns Bootcamp
1a:8ulid1s09N1SIANINSSUNISWAILNIBIBWAU 9 MIUA
nsulvoyadwiulus:rannisifutioyadngios uniSounls
anfenssuinante:duls:Tostdrsuns:nsodAnuIsNIS
na:giidouladouideiunisoiwu naAndulasinis
Wowmundsdwasiuounan

Bootcamp Turbo
Bootcamp Turbo 10Unangnsn1sausUIIUU cascade training
AUs:u:z0anAITUNMsnaont 2562 la-dnsiiinsoulasins
F1usuuN N1sausUTdAVUIREdTNIUANUNSSUNISNS
Anutuugnu (awg.) nsznsadAnusMsineiannUs:aue
haniWoausuAsgdounudunnuilUTAsou Bootcamp
Tnsiaw=081984 GATUTFouNMsANUIINaVIIBIRIRYIVOY
Aunundunnulnensd FEnuWUIRLTERA Language Learning
and Teaching Unit, 2019) 91NJuUdvvaIAg Bootcamp
Turbo Purtivlufionssu CPD AdUs:answana:Us:au
Ao WANSILINAER TusiuNMsusMsIANSIASINS NS=NSOY
AnunSnsInassauUs:unulFuaUNIUIVARURNSANY
FoilugiuoununeliAnuTINAASURABEUNSEINoUSY
llazpouIANWTINAN:ANIUSOUNU TMT Tun1soIwu
nazousuliUAsiuVAWURNISANYIGU  Tulka:nsousuy
019naudneNsAlaNAAUIU Ggon0idu 1) TMT
2) TMT SOUNUASKLWIUNISOUSU Bootcamp K30 3) AS
yWIUN1SdUSU Bootcamp
ANTI: AITIVOINISOUSUSIUTIISUIUUVOINISOUSY
BaiduniseusuILUBINU: ItorvaINISEUSUAZLASA
UnTUTETS95a Avnssunia:do Us:aunisninsiinaou
lluugan A (microteaching) 1a:N1sIKAOUBLINEDAS
agsaitioviulsidoatifie uanntinisivinsouausy



unasJuyusnns

guduiasuliinanisasindovius:rnowasyidudnens
na:gninsunisiinousuansilsaiSsudnsioy
Jedunoudse: JedununludnotudSodonouaunsn
voudngnsiia:nnsiinougouIndeatisialtion

IATOU: WUIASOUAIUNISIANISIANISTINASSIUUS:UINU
d1SU Bootcamp Turbo TUUNWUR JUUS:UNCURTAESS
|\7"v'amstmJU'm§n'1U'15\1nnu (Inelawn:zd1rSu Bootcamp
Turbo) IUIAUNIUIBTunTsInousumuIdnuIoKanvoy
Juds:unru

AoUMNMBIIa:MsatuayURINIdu: MsNNISeUsy
AUN9:rrunlnednlasiMsiunssiunouwSo
nSom1sNIsaouvasng AsdudValduaIu:TRINIdaN
voulnaniseusuiolkiAWBAKEULINTU
Us=ifuRtinaule: msialonialingfitinuniseusu

la: TMT Tanagnusounulugau=dngansved Bootcamp
Turbo 10uUs:TostinuMnudesthalusinunsWiuuAny:
nsidudnenns n§ﬁt.humsausulﬁs“uunU'mThu'Tug']u:
3ngnsidnisnivnu na:iSgugsounuagwinasanu TMT
na:lsveneindevnenunuasgidudnensiia:Agyinsou
n1sausl dou TMT 1oy AlAsunisatiuauuiiaznausouiio
astﬁmn@i‘iaommﬁ]naousu TMT unnaunasidalona
TiAgRUANanWIIudnenssounu TMT awnsnidusiu
nuuluniswsuundsdwagleisnsuiuuntia

YUBUNISISEUSNNIBITW
nnstidousouiugusunsiSeu§n1edsdw (PLC) iduvieninun
rlgvaINIsWsrUNIAoUIN U= Avlu TunURUR Fadinns
3n PLC agvaliaua ognlsfinuaduivesnisdn PLC
gRownneANAUTU U dUnHa:nSs devaunsusioifou
Ifoua:ASundoniAISuua:ASI uanant PLC Traneus:inn
lazHanes=AUMIG PLC vunmInaudiv PLC vunalkny 1u
PLC dnSunsniydanny PLC s:auanedysn PLC s:aU
[suidouna: PLC s:AudhtnuvawuinisAnu 1dorived
PLC Vuagiiuanunisnifiineavoveu=du fiegwigu Tugo
AnggdusionuasurnnnsaeulusuissuUnmidunsaou
ooulau Iov9INNIss:urnvay COVID-19 Tnsdn PLC Al
iGermiRuonumsdnmsiusuIdsula:msinsauwsouvodng
dmsunnsaeussulal §uiny PLC luuwuriunia:iuusaula
uulgiduadine
anTa: 9anTuRdrAryveu PLC Aonoudiangulums
AnItuInu fosnoudiangul PLC Suiluntidlufionssy
AUANENWaIaAREouIWUAI UG UVeIUs:TusURTASU
9INNSaUSUIILUASIIRYOIIA:AUUAUUNSWAILN
ogroIliosvoungdnsios

15

Jedunoudide: JeduidrAry Tain nonusiaitiosvod
Ms9A PLC 10a1R9ndssdnsunisiinsou PLC 11a:n1s
TKRoUBouIKERINBoAU PLC ognilsfiniu JadendiAry
Aannawali PLC Us=aunoudiSodio agsioans:niniiy
AUEANYVaIRINSSUIIa:TAUAUIRITNSOURINSSY
agwalnIaue
AoWIMNBIla=NsatuauuRdidu: idesonngaeu
mMudunnulunsazlsvisoudgruoudnm n1svn PLC
TnerolU3aidu PLC Tus=AulsaiSoudnsunsnnans:osn
rilRAstdounundunnuaelulsisus:TustiFuRon
PLC s:AutiiWedogIAg Us:mshdod AsHangAuLodsn
PLC 10uidevgvennia:lusulu uenonduduimiuns:
IuRknagiidoansoe Inelawnzaulenansiifeovoy
U PLC
UszifuAtnaule:
AWA PLC iduverinnuantiovedniswansrunidou
3nggau: AXSNISMHUAINTUAIAtUNIWYDY PLC
Amanduna:inisus:iuAtuNwia:Us:answavoy
PLC US:NounMSWaISun§ios 15U PLC GUBo8WsmIUN
nsaoula:waawsnisisSsudvaduisunsolunazogls
nsAnuItwung PLC luuidungnisiiaziiuu
Tidunnis PLC nuuiduntanisindisulng
KUDBNNUSY (18U NS:NSOIANWISNIS drdnuuvaiui
msAnurSelsaiSuu) BuAnitiunismuionruando
dlasvastarouinigaiou Tun1anaunu PLC uu
TuidunumsidugusumsiSeughludsUiluumeso
na=0nsisulnengsieunnansonduns PLC suluul
owidunisaunuwmangs:HIAsNIETunguian o
NSAUNUNILULIoUAANES:hIWASIAEOAUNISEU
nSansaununlpenisauiionduuinunodwainsu
TusUnuueaulau
PLC nuuluidunwnisiusltivds:aunoudiSauinnan
Itovenaundniu PLC AoWALIASAULINNG
a:nonnan na=3nlAuoundn PLC nuuiduninas
TuguzyusuRdalonnaliasldlaniuasunouAnIRUAU
nanol§isn PLC gouduiasiunoudéiuveuUs:losunlfsu
21N Bootcamp SoUNUA9NssU CPD 3u ¢ Tus:u:e10
vurana:Uus:innveulsuiSsudvwaliidnisdn PLC
rwUs:nniu AglulsaiSuuvunaIdnAtAgaou
NMUIdINQUIIUoUFAR UnlEvasoulu PLC nold
dnsungaNnNndsn AsdaunudunnuAasiilonna
T6insou PLC Meafiunisaauniundannulngiown:z6iog
rangoun1sUNIuoARUTUUGURAS sndusioud
wanwosuiion1sdm PLC luusaulau
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IriazgUnuuvey PLC GannUs:auAnInnAAU
na=gganianaznonuitneRimnEeul PLC
Tunaulaugostingldiaunuiazidaduvoyanu Tuveu:A
PLC Tundunia:iwauu Facebook go8lusinunisiusdu
Voyaidunan egnilsfimusUiuuibUs:ansnwuinian
Ao PLC luuwunudawusgosaaiasulifinanisenusne
TuiSountv 9 IuUIBYEN AuduluusunAlUBoroNTSTA

PLC uuwunuls AosIATAD PLC wiunisUs:zzunina
luuosaulau

fionssu CPD 3u 9
ueniktiovnAnaouTvsiu fienssu CPD 3u ¢ douliiry
Inlnuns:nsosAnuISNMsHEodUNIUIVAWUANSANY
Tnons:Nsoud 9:=9nassauUs=uniliudtnuUIVATNURNSANL
MNGUANUTINAR GUSHSISIISOU a=A$9=rUSOUAU
TunissiniiulAasenasiia-nenssy
9ana: AenssuinantigosvenaindovionssLoULIN
ogulsAimunglulaldingovnainaiuegubus:ansnw
IRUA 1ndevnedruouUNIUTATRINSSUReTOANAIN
fenssuliiaSedulunéo
U999n01udniSe: 91nUuUaIvedAg CPD 9:Us:aunoudise
nanavRlfISouSonAonssuidudvRaunsnulUigia:Ugum
Teiesuna:Us:gnlfinunisaeulusuiSouvaing
InJoU: |G'a\1mnms<7ﬂﬁvnssueiou1hrg|fJU§U||uum\1ms
AsdusioulEnaNIUMSINSIILINU NIFUIBINS FUUSNS
INIsiazaUwsnisiun1sInnaNssy CPD
AoWMNMeNa:Msaduayuisidu: &nsungdoulhny nis:
nnunswalTuanunsniinsoufonssu CPD 16 8naninaniivAo
VngBoosnyglEnstinousuRbUs:=ansnw uonantiving
1Iduanu:Aanisasunausouios:rinlsuiSaula:unidnendy
swﬁgiuv"\;uﬁhéan'ms“gua:mmsue‘iu q iwodnlAsin1s CPD
BununenoudIAgFiosMsIuoNIUAUATUNISaEIAUSOUDD
Ihand
Us:ifiuRtinaute:
dnsumsUs:nonudnnssiung AOSDNTSIWEIWSZoNASWaR
Wodurinus:nonlAiluls:TstisonsAuduIa:InaNsSu:
fianssu CPD ﬁ§|§uIﬂUﬂ§|au (U AwuluBenlku) awasn
10unuuegulunswsmunAgIUWURBUTS AsAoSIFSUNTS
ausUIoduiasuTRTnoWARSISUIa:ITUTUNSWIIUN
S BWveIAUIoILINTU

nNsISeuSAounUIDY 1IKU InenisiSuuSunurnangnsoaulad
10unuonIAngnaneAUIAUDILITOWRILNAO UGB Y
vednuloy uanintieannenssuRnginsougadunenssunau
iOunnumsiia=idufienssuidnlneanUulus=AunNTnIA
na:s:auUs:inFidudoulringogindo AgnoSIKAISEUS
la:nangmsnistineusuiuueauladifonouduanouauls
S1UUANARIY

uannd AgAosIFSUMSaUSUAUANY:N1SUS:ITUAUIDY
awnsnUs:idulsismusnusiondauunsula IHoIwy
nuolliunowdSevednssISuNINssy CPD lla:ianssuy
NSISUSHOsAUIDUITONSWAIUNIBEW
IndovngngiunundrAnyliunisauiasunousoubo
la:ssISunianssu CPD [nulawn:og89nousouijo
ssoWANuTINAriIa: TMT nisa&aindovnoRniuni
9:iUAloMATATNSSISUNINSSURNSIMIUADUADINS
vauin§ovgnSonongiov

wans:nulnrgsouvelnanssu CPD
msAnutAnuIWans:nulngsouvednanssy CPD TusuA U
IIa=ANY:=NWIBIBW Funsdou AUNISISeUSIazwaawsns
iBug§ Msaswindevne a:=mssudia:nisivasunladiueddns

AUAIISIAzNNYNIBIBW: NISDUSUIBIURUANIS
la:nnseusuBoslinglfifonunisiUdsunUadia:wauns
FuNIsaeuNIyIdINny dounistiinAinisaeuidunisidinis
souIndoaltiuauusnunisaoulinngsogdsioltiol

Finunnsdeu: Aivnssi CPD 1asuasunouiulelunisaeu
vouAg AUNINSSU Fo lla:iNATIANISEOU 15U NSEOUAT
IuonuMsISBUSIuvuadiiorin Msaouniylionisdeans
la=nnsaeunuuysnnnsinalulagidunuoniiAsialUETu
KouiSuuasila

AuNsiSeudia:waawsn1siSeus: fienssu CPD dwanydou
molsiule woAnssulla:wadwsn1sISBUSVaLISuU 15U 189U
LuARNSsURAUNAUNUIA:dSNSdoURDTUS:AnSNW
fuinSavy: N1SIVISou9NsSsU CPD daiasunisasny
Indovneng Inglawn:o88d In§ovieuulsiBuabiny
oglsfinuibingovnesuouuNAasWTULNIWEIs:u:10ahT
Busosling§ansinaBanuunniulugousn IsingovnemINao
TulsipnisTinAUs:TstTunsasunousouliondiandu
funssugiiaz=msiasundadiuoudins: fionssu CPD
Jwans:nusienduAgvuMIan 15U N1elunduans:31
NIBINNY / NMusaUs:INAUINNIus:AUlsuISou
K8os=AUIVATURNNSANU



unasJyusnns

nasfivuna:Adusouios:ninvunansius:uuwaiunng

- ynaINsHan: ynansAtunuIndAnylumsatuayuna:iy
AUBuIndanglunanssy CPD Tain AnuvabinAn TMT
na=ng InelisunousoudonnAgitinuNsausl Bootcamp
agIsfinu gannas ERIC a: PEER no1w§dnsngnuadin
uanINYAaINSANaoLIED MSANUITGIWUINESoENTS
IsuissusuiduunnadiAryRatuauundeUnnunisidousou
uf9nssu CPD voiAsnoy

- Aowsouie: undWsSauladoulnyAwulunisAnund
10unousoulesnawANuTINAriIa: TMT TulassmsATASU
JuUsUNURINEUNIMUIVARURNSANYT dWg. I1a:Ns:Nsou
ANW1BN1S 15U Bootcamp Turbo N1sUs:sunanuNISaU
IAsun1s Bootcamp N1SUS:NOAUIMNSSUAS IA=UIFAIWAIIU
NWIBINIS

- AWM EVeANWNTINAT: UenvNHtNASUEALEUTINA
nsaaulunangdsnas AnudinAngIdnIs=uuINuIgiusu
N1SUSKHISIANTS naneAuFITRTaIduaIu:3INS:NSIIANUIENIS
AosauasuTRyInNIsAUE ERIC na: PEER unuan
na-jaousoulus:=uuatuauunsuiniu

+ ADWANMEVOY TMT: 91uou TMT TudeqUuulkiWauwe
Fion2WUABINSANYINSEMSUNISEUSURIATU TMT Iifia=Au
fioudnnseusunanshangmsiunsa:idiou Al 10anAld
nsiulugnu:dnensdvdwalidosionisringaulugiu:ag
aouna:nsidoudnegnu=voungitiosenineurinisus:iou
Vuagnugaluanisaouidunan

+  AUANMEVaIIRNISAUE ERIC la: PEER: 91nN1SANWN
wu3IRNISAUY ERIC ia: PEER TulidousounSoiidousou
tosuniufionssu CPD AusidusAntunisiasinis Bootcamp
fundsranndountiourenmsiasunlasengue ERIC
I1a: PEER 10u Human Capital Excellence Centre (HCEC)
IrwansANuETIRIRUSLIANSAUE ERIC 1a: PEER TUTHASUS
msilasunlastiognis

JUUaJIAIUNISUSKASINgonUNanssy CPD

TnsensAtiauundoulrnyidulnssnsAAITGUNISIUU top-down
InglAsuguds:uncuniazagniglAnisaiaved NS:NSoUANYISNS
agWIsinU 9INNISFUNUNIGUSHISVOINSNSOY 9 WUTN
NNs:Nsave IUANSW la:TnsaluauunINAgAeIN1SSISU
Tnsunns CPD 109 AgNNAUENUASOIAUDIA:SISURINSSU CPD
munouaulermnidurovenUs:Tusu

PLC AUs:aunoudSee-sosduiasulingliianiudsunoug
nazlsin1gnusounu ﬁvnssuﬁo:GUs:an§mwTug'1u:quvu
mswunlusUuuRnssosIndeduiuIa:nu SalugnisiSous
TuRan Ml PLC nastnowdianguna:iisnidusiondn
og10ununTs s:i0sundenseuRiugone9liEosli PLC
dUs=ansnw

JedunoudSovedlasims CPD Aonotumulelumswwisuun
AUIBIVOIASIvIIazAdURBItiadVaIUTsUFUNMSHANU
{uSH1svouns:NSovANWSNISIGVIKUAD LAY VORI
dunavaulludNWWAJUIASIUU top-down l1a: bottom-up
NS:NSOVY WeNEUNS:08duINIsAnaUloIReonulnsINs
CPD TUdisa:n1ndoundonins:nungiod Aog WU NSNS
AnusmsiauensaulusAnlnesou InslsunaninAsuIniu
Tun1s9ANISNISWIIUNIBBWYDIAUIDY
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volduoliu:

itiou9NA9Nssy CPD eiou'[myﬁng,lm\"/ﬁsloum“\]mn Bootcamp
10uReNssURTASUILUS=UNUIA:aATUNBTFANISAIIAVOINS:NSOY
AnunsnasiiazdtnanuvawunnisAny Tusneuudoutio:Ituli
VolauoNuzIinouAnsT naonauidnnanssu CPD 3u q Inovelaue
nuzASWBINUWaNIsAnuEsnIueeniOu 4 Us:idunan Tain
1) MSWu3ngnsiia:gun 2) NSWiUIAS 3) NISUSHISIANNS
CPD ia: 4) Uszifuifigonuynanns

dmnSuniswruundngansiiazgun NuNs:NsavAnuyISNIsIia:
ddnunuvawuRnMsAnuAosdnAinsausula:n1sUs:=yL
ByUpURNTsdrsudnens garuounasisaiSou AnunbinAr
maenuUUAaINSVad HCEC iAuafuunuindiAnylumsaduauu
MsWiIUNAg UNUNIKaNTsouRy Nsduiasuna:ns=FAuling
Jaousoulun1sWiruunds BwWvenU NsaluauuionssuRsISy
INADADINISVDIASIDY llazNISHIaduauurdaikainu
Tun1s9AN9NSSU CPD 3nennsiiasGitinnasTisuNsauSUIREoniU
ANWY:NISUANS:UIUNAS (Facilitation Skills) Inglawn:oe98d
ANY:N1sUSH1IsNau (Group Management) la:NnNu:nN1siAvoya
Uounau (feedback giving skills) Butieidunnu=Agndudnsutitn
Tudndiugiu  (Verauaiu: 7.6 uni 7) IWaIdunsSnuIa:WsUA
$:UU CPD AdUs=ansmwlus=AuUs:inA Aosrinrualiktinh
ADWSUEIABOUGNU CPD lla:Acun1wvad CPD iduincuritontiv
voun1sus:DuwanmsURURINUVOISUOSMSIVAWURNSANUYN
wonuosnIsIsuISuu na:ANUTINARADY NS:NSOVANYISNISADS
duiasunazeusunsiinnu:msidugiun nazidesondagdruouuin
Ns:Nso ° flaviinturingairulunisAnIonAgho:insouN1SaUSY
AINED (stazléusﬂuunﬁ 7 Volauoliuz 7.1-7.6)

dMSUNISWIUNAS NNSoUsUIlazNMSUS:3uBIURUANISA9:9ATU
uio3ull posItiuRNMsWuNANW:IAIGUTRIRRAOUIBEBIY
Aad 1te991n PLC GiusltividufenssuRdAneniwlunisauasy
mMsWlunagusaItiodunnian Ns:NsovANUISNNSIAHLoEIU
nanveusgRIduLidnnonss CPD (15U dinuuvaiuRnisAnu
HCEC na:IsviSeu) nosgnuosnua:Aoniunisin PLC
AYGNUAISUDEADWA:AIN aUnsni MsiBousioduinosidnna:
iwanwasunsus=sudalonilnadie=soslinganuisndn PLC
Tenanuusiontin luuseulaufnganunsniddousoulu PLC THAURA
(synchronous online PLCs) llaznuuwauwanu (blended PLCs)
(orauainus 7.9 UNA 7) uon Nt ruogvumINa108guAoSTAng
TiglonnatinAiny:nasria PLC 2annisufU#Aesenluaniui
naznuugeuladluwsou q AuNSTAUSNY PLC RAnsauisnansio

voRmu=UnT& dmsunistufinnistin PLC AasiUagusnnnsuufin
sunuuns=mulUidunuuwesuegvingRaunsnnseniuuoaulauls
nSwennsiia:aueuounoUE:RonIaNtAosIATSTHAS AuA HCEC
la:uUAINAIWARWOSUITONSISHUSVOINS:NSIIANUNSNNS
uan9NtinasnsysauMsulusARia:IuoURUAIRSaAUNS
WiuundsnBwagsioitiediSlundngnsnasAnansdnsion s1oasidun
VolaualuzIion1sWiuunAgasUNaISTuUNR 7 Volauaiu: 7.7-7.11

Tuiveun1s9ANIs CPD NS:NSOJANBISNISASWRISTUN
na:anautaidusnelnsinissnnosidufianssuiluudaluaniui
nSanuuoeulau Invaursnwansturngdosus:ifiunan Tain
FuoungiazitionmndoUs:=iiuAe=Einousy TunURUA Msdn
fanssuiazlasinisiusuiuuesulauv:=inouikuzaunulAsINIS
AdnvudnSungduouLINIa:IDuNMsausLTiAUE Tuvru=Anis
ausUATAlUANIUAY:IKUA:dMSUTASINSAIGUWRIUANY:IA:
InlAnuAgTUDUTLLIN (Toldueu: 7.12 unA 7) Us:ifiusioun
Fiodounnsdeansdnsuns:nsosAnusnasiunisasng
AoWRs:hUNSIInans stusuIReanuulounemsAnu Idoson
wanisAnutwudiymlunisdoanss:Honuns:nsouAnuIdns
nuyidoulidoulduna:Auansistusu Ns:nsav 9 Juposidyoiniy
Hoanshnannangiia:=rnisus:uioUsulsimsoansTiavu
TuaunAn UeNINNNSH0ENSIIE0 NS:NSDV  Fioulis:UUAIUAL
AfUNW CPD AGUs:ansnw iisiitiosenidlieyadruouunn
Aflounsovdou

sudumsts:uudyrys:AudiioAnnsadiiolya lazns
Us:uoauaniianduadwsiuunsiwnansunisus:iou 10undiv
TuRANWARITUTUTS AnuzUnifuiAudrSun1sdnnis CPD o5uneld
Tuunf 7 Veraueiu=A 7.12-7.20

dnsuls:IEURIREaTeIAUYAAINSAUNISWAILNAS NS:NSOY
ANWIBNISAOSAS:KUNTIADIUAINNEFAN 9 SOUAIADIUGDINIS
N1saliuauuINNS:NSd 9 vadupamnsAuNIsWsuAsiudagou
A2ENISUKUNKaNEAUVaIANULINAfIa: TMT NS:NSou
ANuSN1SAasE1S09 KA WSOUToIIAINUSOUNUDIANS
N1gUDN IBU dUIAUAS UKNINEIGuIiazan1uuNISANUIVoISY
naziensudU « IWelKNSAtUAUUINUIALIAILIUINS=IU
vouunaNsnaul Inslawnzog e d1nsu TMT BubunuindrAry
Tus=uuwmuAgius:u=nawnG ms=unsidudnensaiwardy
son1sWmundsBwlugiuzAg NS:NSOIANYISNISAISIWANSIUT
Usungonritvinrurinnsus=idunstidounsodnniuidenntivio
nsiruAsInUIAsINensius:uunsAnuagaiduniunis
(Volguoiiu: 7.23 Uni 7) Js:n1sgarine upansnanius:uuwsun



unasJyusnns

AgnassuiiaTins:niingJuegwAineonunisilasuilads:-uu
ndoulvurendAny KU Tunsn’jva\lmaU?iﬂuuUa\W'mQUﬂ ERIC
10U HCEC (j9mnns ERIC na: PEER AoslisuIdaineanu
msidagundaviiiorinnonuinfeununktiniivesnuguEAIU
(ﬁaganTv'mﬁuTuunﬁ' 7 Violdauaiu:=i 7.21-7.23)

Ingasd MsANuItWUIIN1SOUSL Bootcamp a$uwans:nu
iBauoniusuniswuundsdweioitioaluls:inAlng usnend
guRulsizngINseUsy Bootcamp TeidunsisuGanlUgnssitu
Insunasiiaznenssud1AYdNFIudUNIN SOUTY N1SOUUSY
Bootcamp Turbo n1susulia:nsunlasvaduna:suiuunnsousuy
vou Bootcamp TUTE la:n1swsuundnenssiolne (Thai Master
Trainers 8o TMT) ASEWIUN1SOUSW Bootcamp IAUNINATA
nsdouna:nonssuRTAISUSIN Bootcamp TUUSUTETUKouSaU
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1.1 Introduction

Between 2016 and 2018, the Thai Ministry of
Education (MoE), in partnership with the British
Council, conducted a project called the Regional
English Training Centre Project (RETC). This
project, colloquially known as Bootcamp Training,
consisted of a three-week training course for
school-level English language teachers. By the
end of the project, over 15,000 of 40,000
targeted English teachers in Thailand had
participated in the training course. The evaluation
of the project suggests that it was very
successful. In particular, the project has had

a positive impact on teachers’ beliefs, attitudes
and teaching practices (see also Hayes, 2018;
The Nation, 2018).

However, it is still unclear whether the project
has had any long-term impact on teachers’
professional development. Although the RETC
achieved its goals, it is worthwhile to further
investigate the long-term impact of the project
on the continuing professional development
(CPD) of English teachers in Thailand. Also, there
is still a pending list of over 20,000 school
teachers who did not join the training courses.
Therefore, the development practices of both
the trained and untrained teachers should also
be further investigated to assess the RETC and
to identify potential directions for future teacher
development.

This study, therefore, contains a systematic
follow-up on 1) whether and how trained teachers
continued their professional development after
the RETC, and 2) whether and how the untrained
teachers gained any benefits from the RETC.

1.2 Teacher professional
development

‘An education system is only as good as its
teachers. Teachers are essential to universal
and quality education for all: they are central
to shaping the minds and attitudes of the
coming generations to deal with new global
challenges and opportunities. Innovative,
inclusive and results-focused teaching is
crucial for 2015 and beyond if we are to
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provide the best possible opportunities
for millions of children, youth and adults
worldwide.’

UNESCO, 2014: 9

This statement reflects why teacher quality is
crucial and highly relevant to the improvement
of student learning and the effectiveness of
education. To enhance teaching quality, teachers
need to have knowledge and skills, such as
subject-matter knowledge, pedagogical
knowledge and expertise, knowledge of learners,
understanding of curriculum and materials and
self-awareness (Richards & Farrell, 2005; Zein,
2017). Since professional knowledge and skills
are context-specific and have changed over time,
it is essential for teachers to continually develop
their professionalism and keep up to date with
the latest in teaching practices.

CPD is ‘a systemic career-long process’ (Borg,
2018: 9). It has an impact at both a micro level
(teacher quality and learner quality) and a macro
level (the quality of an educational system as a
whole) (Richards & Farrell, 2005). This confirms
the idea that CPD is crucial to achieve education
development goals. However, this development
is unlikely to succeed without ongoing support
and opportunities provided for teachers.

1.2.1 Defining continuing professional
development (CPD)

As CPD is an essential element in the
improvement of teaching and, in turn, the quality
of learning, it has received increased attention in
language teaching circles recently. Major studies
on teacher development have used several
different definitions of CPD which differ in focus.
These different focuses include processes or
activities designed for development and the way
in which teachers continue to develop their
professionalism (Richards & Farrell, 2005), the
teachers’ effort required for continually updating
knowledge and abilities (Cirocki & Farrell, 2019)
and an understanding of how development works
(Hashimoto & Nguyen, 2018). This study adopts

a broad definition of CPD as the ways in which
teachers continually develop their professional
knowledge, skills and expertise through different
forms of activities throughout their careers.
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1.2.2 Forms of CPD activities

There are several forms of CPD activities which
could be organised for teachers. Some examples
given by Borg (2018) are:

professional learning communities (e.g.
teachers work in groups to examine critical
issues in their lessons)

training courses and workshops.

self-study (e.g. action research, teacher
research on teaching practices in their
classrooms)

reading groups (e.g. teachers meet and discuss
what they have read which is relevant to their
teaching)

peer observation (e.g. pairs of teachers visit
and observe one another’s lessons and reflect
on teaching practices afterwards)

mentoring/coaching schemes (e.g. teachers
who are appropriately skilled and have more
experience give support to those with less
experience and expertise in their development)

personal learning networks (e.g. teachers
create interactions though their social
networks to pursue professional development)

These activities could proceed in different ways.
An activity could be organised as a small-scale
or large-scale activity, which is run by individual
groups of teachers or run as a one-to-one or

a group-based activity at an institutional or

at a national level (Richards & Farrell, 2005).

For example, a professional learning community
(PLC) is a ‘group-based’ activity which can be
‘formally’ organised by the MoE or ‘informally’
organised by a group of teachers. In this case,

a formal PLC supported by the MoE would

apply a ‘top-down’ approach to organising

a ‘large-scale’ project, while the informal one
held by teachers would take a ‘bottom-up’
approach to form a ‘small-scale’ activity, for
example at the ‘department level’. Examples

of forms of CPD activities and how they

could be organised are summarised in Table 1.1.

Forms of CPD activities Methods of organising CPD activities

- Self-study

- Reading groups

« Peer observation

- Mentoring/coaching schemes

« Personal learning networks

« Professional learning communities

- Training courses

Individual, one-to-one or group-based
CPD activity

- Direct teaching (e.g. training course, workshop),
learning within the school where the teacher
works (e.g. through peer mentoring/coaching,
collaborative teaching and professional learning
communities) and out of school learning
(e.g. through teacher networks, visits to other
schools or school-university partnerships)
(Pena-Lopez, 2009)

- Formal or informal activity
- Top-down or bottom-up activity
- Large-scale or small-scale activity

- CPD initiated by individual teachers, CPD at the
department level, school level, institutional level
or national level

Table 1.1 CPD activities and the ways in which they could be organised
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In this study, we investigated all forms of CPD
activities in which teachers engaged after the
Bootcamp project was over, with more emphasis
on the PLCs and a training course called Blended
Bootcamp Turbo. Contents of this report will be
organised based on three groups of CPD
activities as follows:

1. professional learning community

2. Blended Bootcamp Turbo training course,
which was a cascade training course organised
in 2019

3. other CPD activities that emerged during the
data collection process. The activities included
teaching portfolios, action research, team
teaching, peer observation and other training and
workshops, excluding Bootcamp Turbo.

The following sections provide brief information
on the projects related to the focuses of this
study which will be examined in detail in this
report: Bootcamp, the PLCs and Bootcamp Turbo.

1.3 The Regional English
Training Centre Project
(RETC or Bootcamp)

The current study was conducted about a year
after the influential RETC was completed. Given
that over 40 per cent of English teachers in
Thailand participated in the RETC training, it is
important to understand this training to see the
state of English teacher CPD at the start of the
current project.

The RETC, colloquially known as Bootcamp, was
run by the MoE in Thailand in partnership with
the British Council between 2016 and 2018.

There were 15 RETC centres across the country.

The Bootcamp project was a formal, top-down,
large-scale training course run at the national
level. It provided a three-week, 90-hour training
course with the goal of transforming
communicative teaching skills in primary

and secondary education in Thailand

(British Council, 2018).
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1.3.1 Components of the course

Bootcamp training consisted of training sessions
and face-to-face follow-up sessions. Teachers
also received ongoing support, which was
provided in both face-to-face and online formats
(see Figure 1.1).

Training session Follow-up session

o
ﬁ .
Lesson planning Face-to-face meetings
Lesson management
Speaking activities
Teaching vocabulary

Teaching reading
Teaching grammar

Ongoing support

Figure 1.1 Components of Bootcamp

- Training sessions: Course content covered online platforms. At some schools, follow-up
knowledge and skills necessary for teachers meetings were arranged in the form of PLCs,
(e.g. lesson planning, lesson management, where teachers met to discuss and reflect on
speaking activities, teaching vocabulary, their teaching practice.

teaching reading and teaching grammar).
Teachers planned and delivered microteaching 1.3.2 Direct beneficiaries of the
lessons to peers every week and participated Bootcamp project

in follow-up tasks.
Three main groups of direct beneficiaries of

’ ;Oe”eot\";_us (f;rsrs'gzjnzz I?.e ree Weeglfsf;fti'rtct’ﬁfce Bootcamp were teachers, supervisors and
trainilngg ied outtive w Thai Master Trainers (TMTs) (see Figure 1.2).

- Ongoing support: Ongoing support was given
through face-to-face mentoring/coaching in
schools and online forums, social media and
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O O
A4D QN
15,260 200 45

teachers supervisors TMTs

Figure 1.2 Direct beneficiaries of Bootcamp

Teachers: 15,260 teachers in 230 batches
received training. After the training, teachers
were assessed on their confidence, teaching
competence and classroom English. The
evaluation showed a great improvement for
most teachers in all three aspects (see Hayes,
2018). Specifically, teachers improved their
lesson planning, lesson management and
English subject knowledge.

Supervisors: A supervisor is an educational
officer of the MoE. Initially, the duties of the
supervisors were to support, advise and
improve the teaching and learning in
educational institutions. Supervisors are
now responsible for planning, supervising,
monitoring and evaluating the educational
management of the educational institutions
under the MoE. Their responsibilities also
include promoting learning and teaching to
meet standards, promoting academic affairs
in schools, developing evaluations and
standardising tests (Khongsakhon, 2020).
For Bootcamp, two batches of supervisors
were trained. The first batch of 25 supervisors
attended a one-week course run by

the British Council Bootcamp managers

in the later stages of Bootcamp. This course
focused on CPD, mentoring, observation,
coaching and feedback, and an overview

of Bootcamp content. In the second batch,
200 supervisors participated in a three-day
cascade training course which was designed
and delivered by Thai trainers and supervisors
who had received the first training

(Hayes, 2018).

Thai Master Trainers: 45 TMTs benefited greatly
from the project. They were Bootcamp
participants who were selected for their high
potential based on British Council and MoE
criteria. For example, they had a CEFR B2 level
of English proficiency or above. They had
demonstrated good teaching skills and
practices, interpersonal skills and teamworking
and other professional skills. TMTs received

a range of additional training, including
high-quality training called Train the Trainer
(Israngkura & Phomahad, 2018). After they had
completed a series of training, they received
ongoing mentoring and coaching from
professional trainers (see also Hayes, 2018).
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1.4 Professional learning
community (PLC)

To ensure that the Bootcamp training was not

a one-off training with little long-term impact,
the training included how CPD could be achieved
through PLCs. We therefore need to understand
how Bootcamp attempted to promote CPD
through PLCs.

PLC refers to activities that stimulate ongoing,
reflective and collaborative learning among
members (Zonoubi, Rasekh & Tavakoli, 2017; Stoll
& Louis, 2007). In education, PLCs have widely
been accepted for decades as an important tool
for teachers’ CPD. In PLCs, teachers share and
reflect on their teaching practice issues, examine
common challenges and discuss solutions.

1.4.1 Benefits of PLCs

Participating in PLCs helps teachers enhance
their particular skills, such as critical thinking,
problem solving, creative thinking, communication
and collaboration. In turn, applications of the
skills and teaching knowledge gained from PLCs
in classrooms can benefit students (Borg,
Lightfoot & Gholkar, 2020). Well-developed PLCs
are a promising solution for the sustained
development of teachers’ professional knowledge
and are likely to enhance student learning and
achievement (Thompson, Gregg & Niska, 2004;
Vescio, Ross & Adams, 2008).

1.4.2 Thai policy on PLCs

The Thai MoE has promoted CPD for Thai teachers
and integrated it in the Thai education system by
including aspects of teacher development as part
of the criteria for academic standing promotions.

In 2017, the Office of the Permanent Secretary
of the MoE announced an educational reform
policy, where teachers’ work history will be
considered on the basis of two main factors:
years of teaching experience and hours of
teaching per year. Additional requirements were
set for

a professional-level teacher to be promoted to
the senior professional level. Apart from years

of experience and teaching hours, they are also
required to attend a certified training programme
as well as at least 50 hours of participation in

a PLC (The Nation, 2017; Office of the Permanent
Secretary, 2017).

1.4.3 Recommendations for PLCs from
the previous report on Bootcamp

According to an evaluation report of Bootcamp
published by the British Council (Hayes, 2018),
the project achieved its goal whereby teachers
greatly improved their teaching skills and
classroom language. However, there remained
concerns about the long-term impact of the
project regarding changes in classroom teaching.
After Bootcamp, to ensure that changes and

new practices it had brought to teachers became
deep-rooted, the trained teachers were
encouraged to apply what they had learned

to their teaching practices. Since PLCs fit well
with this goal as a vehicle for CPD, the trained
teachers have been encouraged to participate

in an existing PLC in schools, especially one
which relates to Bootcamp.

The evaluation report also provided
recommendations for arranging PLCs. In terms
of management, time for PLCs should be
allocated in teachers’ timetables to promote
continuing development. PLCs should also be
integrated as a part of online and face-to-face
mentoring sessions. To achieve this, teachers
need guidance and support from mentors and
require resources which will equip them to gain
the full benefit of PLCs. This also means that
teachers need to be provided with the
opportunity to engage in PLCs with support
from their schools. Moreover, supervisors and
TMTs who have worked in the RETC are key
teacher support personnel. These aspects

will be investigated in the current study to see
if the actual practices address these
expectations.
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1.5 Blended Bootcamp Turbo
course (2019)

The Blended Bootcamp Turbo course (Bootcamp
Turbo) was held with the aim of reaching the
maximum number of teachers from the pending
list for Bootcamp with the intensive learning of
communicative teaching practice.

Bootcamp Turbo is a 30-hour adapted course
based on the Bootcamp course. Its main
objectives are to improve the ability to teach
English through English and to develop the
skills teachers need to reflect on their teaching
performances.
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Face-to-face Online PLC
training learning
[
°
°
Face-to-face learning Online learning PLC existing
input session of the (12 hours) in Thai schools
original Bootcamp l_.> l_.> (6 hours)

course (12 hours)

Figure 1.3 Components of Bootcamp Turbo

As shown in Figure 1.3, components of the course
include the 12-hour face-to-face learning input
sessions of the original Bootcamp course,

12 hours of online learning and the six-hour PLC
existing in Thai schools as part of the learning
process (British Council, 2019).

Over 10,000 teachers received the training.
Teachers were trained in knowledge of teaching
English through English, delivered microteaching
online to demonstrate teaching activities and
received feedback on their performance, with
support under the supervision of supervisors
and TMTs. They had opportunities to reflect on
their own microteaching and joined in several
follow-up activities. They worked collaboratively
with supervisors and TMTs to share and discuss
challenges. A Facebook Group called ‘PLC
Bootcamp Thailand’ was created to encourage
teachers, trainers and supervisors to share
knowledge and teaching practices.

The data-collection stage of this study overlapped
with the period that Bootcamp Turbo took place.
Bootcamp Turbo, as the cascade training, is
therefore one of the focused contexts and

was mentioned frequently by many teachers

who were key respondents of this study.

1.6 Purposes of this study

This study aims to investigate CPD practices
taking place after Bootcamp to see whether the
teachers trained at Bootcamp training continued
their development and whether untrained
teachers gained any benefits from the initial
projects. The investigation of the types of CPD
practices and their extent throughout Thailand
will provide insights into the key factors which
would be most useful in promoting CPD and
supporting key CPD personnel as well as
identifying gaps in CPD provision for future
projects.

Therefore, this study involved teachers, key
personnel for teacher CPD and MoE officials
responsible for CPD in order to find out about
their experiences of and perspectives on CPD
activities during the two years following
Bootcamp. We hoped that this period of time
would cover a range of activities which would
provide us with an overview of CPD for teachers
after the particular training course as well as
ensure a reasonable period for teachers and the
other research participants to recall their
experience of practices.



Chapter 1: Background to the story

Based on these purposes, this study intends
to address five main objectives:

1. to identify follow-up training and developmental
activities which proceeded from the RETC
and to estimate the extent of these activities
throughout Thailand

2. to investigate the nature of CPD activities,
focusing on how these activities work, what
challenges they faced and what support can
be given to promote CPD

3. to investigate the impact of CPD activities

4. to investigate collaboration among key
personnel such as supervisors and TMTs
who promote CPD

5. to investigate how key personnel for
policymaking and implementing CPD projects
view CPD activities.

1.7 How this report is organised

This introductory chapter has provided
background to the study as well as relevant
concepts to CPD. Chapter 2 will describe

the methodology for conducting this study.

The main findings will be reported in Chapters

3 to 6, which are organised based on the

five objectives of the study. The findings of the
analysis will cover the types, the extent and

the nature of CPD activities (Chapter 3), the
impact of CPD activities (Chapter 4), the work
and collaboration of key personnel (Chapter 5)
and administrative perspectives on CPD for
teachers in the Thai context (Chapter 6).

Chapter 7 will provide a summary of findings
and give recommendations and implications that
will promote successful CPD for English teachers
in Thailand.
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This chapter describes how the study was

conducted. It is organised based on five aspects

which address the objectives of the study:

1. the types and extent of the post-Bootcamp
activities

2. the details of the activities
3. the impact of the activities

4. the work and collaboration of the key
personnel in the CPD operating system

5. the administrative perspectives on CPD
activities.

The data was collected through interviews,
observations and an online survey.

2.1 Data collection

Table 2.1 presents a summary of the
data-collection methods. Details on focuses,
data-collection instruments, participants
and research sites are provided in

Sections 2.1.1-2.1.5.

Table 2.1 Data collection

Key respondents of the study were Thai Ministry
of Education (MoE) executives, teacher
supervisors, Thai Master Trainers (TMTs), English
Resource and Instruction Centre (ERIC) managers
and Primary Education English Resource Center
(PEER) managers, and both English teachers

who participated in the Bootcamp training course
and those who did not. This research followed
standard ethics practices and has received
institutional ethics approval.

The overview of the data collection is presented
in Table 2.1.

Methods of

Objectives

Focuses

Participants

data collection

Research areas

1. To identify the
follow-up training and
developmental activities
and the extent of such
activities (see Chapter 3
for the results)

1.1 Types of CPD
activities, work,
successes,
challenges and
support needed

42 participants:
4 TMTs
5 supervisors
5 ERIC managers
7 PEER managers
13 trained teachers
8 untrained teachers

Interviews

Chiang Mai
Kanchanaburi
Nakhon Phanom
Samut Prakan

1.2 The extent 1,323 teachers Questionnaire Throughout
of the activities Thailand
2. To investigate the 2.1 Details of 3 PLC members Interviews Chiang Mai
details of the CPD PLC: work,
activities (see Chapter 3 successes, 3 Line Groups, Observations Line, Facebook

for the results)

challenges and
support needed

3 Facebook Groups/
Pages
1 face-to-face PLC

of PLCs
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2.2 Details of 19 participants: Interviews Chiang Mai
cascade 9 trainers
training: work, 10 trainees
successes,
challenges and 7 TMTs Observations of 2 Bootcamp
support needed cascade training Turbo:
Suphanburi
Nakhon Pathom
2.3 Details of 4 CPD participants Interviews Chiang Mai
other CPD: work, (Bootcamp trained
successes, teachers)
challenges and
support needed
3. To investigate the Impact of CPD 1,323 responses Questionnaire Throughout
overall impact of CPD from primary and Thailand
activities (see Chapter 4 secondary school
for the results) teachers
4. To investigate work 4.1 Project 14 participants: Interviews Chiang Mai
and collaboration of work and 4 TMTs Kanchanaburi
teacher support collaboration 5 supervisors Nakhon Phanom
personnel (see Chapter 5 5 ERIC managers Samut Prakan
for the results) 4.2
Responsibilities
and support for
teacher trainer
and teacher
support
personnel
5. To examine Administrative 3 MoE officials Interviews MoE (Bangkok)

administrative
perspectives on CPD
activities (see Chapter 6
for the results)

perspectives on
CPD and CPD
projects

/

To achieve this objective, two focuses were

2.1.1 Objective 1: To identify the
follow-up training and developmental
activities and the extent of the
activities

specified. The first focus is to identify types of

CPD activities, work, successes, challenges, and
support needed (Focus 1.1) and the second is

to identify the extent of the activities throughout
Thailand (Focus 1.2).



Chapter 2: Methodology

Focus 1.1: To identify types of CPD activities,
work, successes, challenges and support
needed

Participants

The participants were 42 primary and secondary
school teachers who have different
responsibilities as TMTs (4), supervisors (5),

ERIC managers (5), PEER managers (7), trained
teachers (13) and untrained teachers (8).

Unlike TMTs, supervisors and trained teachers,
who are direct beneficiaries of the Bootcamp
project, ERIC and PEER managers were not
involved in the project but they are key teacher
support personnel in the Thai education system.
They oversee English Resource and Instruction
Centres (ERIC) and Primary Education English
Resource Centers (PEER), which are the centres
originally established to organise training and
provide support for the CPD of English language
teachers in primary and secondary schools
across Thailand.

Research areas

The primary goal with regard to participant
selection was to present the overall picture of
CPD activities throughout Thailand as well as
the collaborations of the key personnel in

a particular activity. Four case studies in

four demographic areas were systematically
chosen to represent Thailand instead of using

37

simple random sampling, which would best
represent the country but would not allow for
gathering in-depth information on internal
collaborations. Classified by land size or regions
of Thailand, the four provinces chosen as the
case studies were:

Chiang Mai (as a large province in
Northern Thailand)

Nakhon Phanom (as a province in a rural
area in Northeastern Thailand)

Kanchanaburi (as a medium-sized province
in Western Thailand)

Samut Prakan (as a province in an urban area
in Central Thailand).

To determine the numbers of participants for
the interviews, we first focused on the numbers
of supervisors and TMTs, because they were far
fewer than the others. Since we found only one
or two of them in each province, the number

in these two groups was used as the basis for
determining the number in the other groups

of participants.

The expected numbers of the participants in
this study are shown in Table 2.2. This possible
sample size could ensure a manageable number
of participants and a practical data-collection
plan that would allow us to obtain detailed
information.
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Table 2.2 Information of 42 teachers involved in interviews based on their roles and areas

m Sup T™MT ERIC PEER Trained Ts Untrained Ts
| Expected number (1-2) M Mm 2) (2-3) (2-3) (9-12)
/province

1. Chiang Mai 1 1 2 2 3 1 10

2. Kanchanaburi 1 1 1 2 4 3 12

3. Nakhon Phanom 2 1 1 2 3 2 11

4. Samut Prakan 1 1 1 1 3 2 9
K Total 5 4 5 7 13 8 42

Data collection

We conducted phone interviews with all

42 teachers to help identify CPD activities and
to gain insights on how the activities were
operated and how key support and training
personnel worked together to support teachers
as well as their collaborations in the activities
(see the categories of interview questions for
supervisors, TMTs, ERIC and PEER managers,
trained teachers and untrained teachers in
Appendices A-E). The duration of the interviews
with teachers ranged from 30 to 45 minutes
each. All interviews were audio-recorded and
transcribed for further analysis.

Focus 1.2: To identify the extent of the
activities throughout Thailand

Participants
Age range

The participants in this stage were teachers

of English in primary and secondary schools in
Thailand which were supervised by the Office

of the Basic Education Commission (OBEC). They
participated in this study on a voluntary basis.

There were 1,323 teachers, who responded to an
online questionnaire with 85.6 per cent identified
as female. Their ages ranged from 22 to 67 years
(M =40.7,S.D. = 10.0). The details of the age
range are shown in Table 2.3.

Age range Percentage
20-29 16.0
30-39 32.0
40-49 27.2
50-59 22.2

Not specified 2.6

Table 2.3 Age range of the participants
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Educational background
Degree

In terms of the participants' educational
background, 58.0% of the teachers hold

a bachelor's degree, 39.9% hold a master's
degree, while the rest did not specify their
educational background.

Fields of study

Over 90 per cent of the participants have
a degree related to English language areas,
for example:

English language teaching (9.3 per cent)
(e.g. English teaching in primary and
secondary education, applied linguistics,
curriculum and instruction for English
subject)

teaching (10.3 per cent) (e.g. Education,
Elementary education, Diploma in
Teaching Profession)

English and linguistics (45.2 per cent)

educational administration and
management (25.8 per cent).

Less than ten per cent of the participants
graduated from other fields of study

(e.g. social sciences, Thai language,
psychology, mathematics, sociology,
anthropology, art education, tourism industry,
information and technology management,
finance and banking, economics, computing,
biology, business administration, political
science, journalism, and library and
information science).

Teaching experience

With regard to their teaching experience, the
participants have taught English from a few
months to 43 years (M = 13.9 years, S.D. = 10.20),
with half of them having a few months to ten
years of experience. Although they are teachers
of English, one-third reported that they also teach
other subjects, for example mathematics,
sciences, Thai language, social science and
others, with some teaching all mentioned
subjects. Among these teachers, 47.1 per cent
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teach primary level, 34.0 per cent teach
secondary level and 17.2 per cent teach primary
and secondary levels.

In terms of their professions and workloads,
18.1 per cent of the teachers reported that

they also have additional responsibilities as,
for example, a supervisor, a TMT, a head

of department or a PEER or ERIC manager.

For training experiences, among those

who trained in Bootcamp and Bootcamp Turbo,
60.2 per cent participated in the RETC,

7.3 per cent in Bootcamp Turbo and 32.5 per cent
had not joined any of these activities.

Research areas

The participants who responded to the
questionnaire were from different regions
of Thailand. The details of the participants’
locations and the number of participants
in each area are presented in Table 2.4.

Table 2.4 Details of the participants’ locations and the
number of participants from different regions in Thailand

No Region Frequency Percentage
1 Central 482 36.4
2 Northern 154 11.7
3 Southern 188 14.2
4 Eastern 21 1.6
5 Western 53 4.0
6 Northeastern 401 30.3
7 Not specified 24 1.8
Total 1,323 100
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Data collection

An online survey created on Google Forms was
used to collect data in this stage of the study.
The survey was designed to estimate the extent
of CPD activities in Thailand as well as to
investigate the overall impact of the conducted
activities in several aspects (Objective 3).

The questionnaire consisted of 28 questions in
four main parts: background to the participants
(11 items), CPD activities built on Bootcamp (four
items), CPD activities not relevant to Bootcamp
(11 items) and comments and suggestions for
promoting CPD activities for teachers in Thailand
(two items). The questionnaire consisted of

both open-ended and closed-ended questions
(see Appendix F). The questionnaire was expected
to take approximately 10-15 minutes to complete.
It was distributed to teachers through email

and social networking applications, such as the
Line application and Facebook Groups, with
cooperative assistance and support from the
English Language Institute, OBEC (MoE).

2.1.2 Objective 2: To investigate
the details of the CPD activities

To investigate the details of the CPD activities,
the work, successes, challenges and support
needed were studied for three focuses: PLCs
(Focus 2.1), cascade training (Focus 2.2) and
other CPD activities (Focus 2.3).

Focus 2.1: To investigate the work, successes,
challenges and support needed in PLCs

Participants and data source

The participants in this stage of the study were
three primary and secondary school teachers
who had experience with PLCs. Based on the
information gained from the first stage, online
communities were found to be the most active
form of CPD and could provide useful and
interesting information on informal CPD activities.
Therefore, we also investigated seven online PLC
sessions which are available on Facebook (three
Pages/Groups), Line (three Line Groups) and
VDO recordings of face-to-face PLCs which are
available online (one PLC).

Research area

To allow us to see an overview as well as the
specific details of CPD activities, for example
work and collaborations among key personnel of
the activities, we focused particularly on one of
the four research areas. Based on the information
gained from the interviews conducted in the first
stage, Chiang Mai was chosen as a case study for
further investigation.

The PLC in Chiang Mai seems to show the best
practices compared with the other regions.

The teachers who were interviewed in the first
stage mentioned many activities conducted in
Chiang Mai. They also gave details which show
effective collaborations among teacher-training
personnel, teacher-supervisory personnel and
teachers. For example, supervisors, TMTs and
teachers (both those who did and those who did
not attend Bootcamp) mentioned the others’ work
in the same CPD projects, although ERIC and
PEER managers tended not to have an active role
or not to work with the other groups in CPD
activities during and after Bootcamp. Moreover,
there are some teachers who are active and
enthusiastic in initiating developmental activities
in their schools, despite not having a budget

or any financial support from the government.
This is the case of a bottom-up initiative.

The Chiang Mai case could, therefore, be a role
model for policymakers, CPD planners and other
teachers.

Data collection

First, PLC members were interviewed by phone,
with each interview lasting approximately 20 to
30 minutes (see the interview questions in
Appendix G). Then observations of PLCs were
conducted via the Line application and via
Facebook Groups. (The PLC observation form is
provided in Appendix H.)
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Focus 2.2: To investigate the details of work,
successes, challenges and support needed in
cascade training

Participants and data source

The participants were nine teachers who had
experience as trainers and ten trainees of the
cascade training. Moreover, based on the
availability at the time of data collection, data was
also collected from onsite observations of the
cascade training sessions, Bootcamp Turbo.

Research areas

The Bootcamp Turbo sessions observed in this
study were in Suphanburi and in Nakhon Pathom.

Data collection
Two methods of data collection were used:

1. phone interviews with the trainers and
the trainees from Chiang Mai (see the interview
questions in Appendices | and J)

2. observations of Bootcamp Turbo (see the
observation form in Appendix K).

Focus 2.3: To investigate the details of other
CPD activities, focusing on work, successes,
challenges and support needed

Participants

The participants of this stage were four teachers
who had experience with CPD activities other
than PLCs and Bootcamp Turbo.

Research area

The teacher participants involved in this stage
were from Chiang Mai.

Data collection

The data was collected from phone interviews.
(The interview questions for teachers who joined
other CPD activities are provided in Appendix L.)
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2.1.3 Objective 3: To investigate
the overall impact of CPD activities

Focuses

We investigated the impact of CPD activities,
focusing on six aspects, which include the impact
in terms of 1) knowledge and professional skills,
2) teaching, 3) learning and learning outcomes,
4) teacher networks, 5) organisational awareness,
and 6) organisational change.

Participants, data collection and research
areas

The input of the impact of CPD activities was the
responses to the open-ended questions of the
online questionnaire. The details of participants,
the questionnaire and research areas can be
found in Section 2.1.1, Focus 1.2.

2.1.4 Objective 4: To investigate
the work and collaboration of teacher
support personnel

Focuses

There are two focuses which address this
objective. The first focus (Focus 4.1) is to
investigate the project work and collaboration,
while the latter (Focus 4.2) is to investigate
responsibilities and support for teacher trainers
and teacher support personnel.

Participants, data collection and research
areas

The data, which is the input used to address
these focuses, is from phone interviews with
four TMTs, five supervisors and five ERIC
managers from four provinces. They are the
same group of respondents as for the interviews

for Focus 1.1.
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2.1.5 Objective 5: To examine
administrative perspectives on
CPD activities

Participants

To address this objective, three MoE officials who
are responsible for educational and Thai teacher
developmental projects were interviewed to gain
insights into their perspectives of CPD activities
for teachers. Details of the participants from the
MoE are given here:

1. Dr. Kawinkiat Nonthapala (Deputy Secretary
General of the Basic Education Commission)
provided an overview of Thai policies which
relate to teacher development.

2. Dr. Atittaya Punya (Director of English
Language Institute, OBEC, MoE) was
responsible for English teachers in Thailand
and handled RETC.

3. Mr. Weerasak Samaksamarn (Head of Language
Teaching and Learning Unit, Bureau of
Academic Affairs and Educational Standards,
OBEC, MoE) was responsible for RETC in the
initial stage.

Data collection and research areas

The interviews with MoE officials were conducted
in person at the Ministry of Education in Bangkok.
(See Appendix M for the interview questions.) Key
information gained from these participants was
their perspectives and views on CPD activities
for teachers, particularly teachers of English in
primary and secondary schools. These
participants are acknowledged and appreciated
since they were key persons in the MoE whose
perspectives are crucial for English teacher
development planning. They have given their
permission and signed the attribution consent
form to allow us to use their real names in the
report. The interviews lasted for 60 to 90 minutes.

2.2 Data analysis

Data collected for this study was both qualitative
and quantitative data. The data collected from
interviews and observation was analysed by
qualitative data analysis methods, mainly
thematic analysis. The analysis of word frequency
and the use of words in contexts (corpus-based
analysis) was also conducted to facilitate the
thematic analysis, since words which frequently
occur in the responses from the participants can
be indicative of interesting and important
responses.

Anonymous responses to the questionnaire were
analysed quantitatively and qualitatively. The
responses of the closed-ended questions were
analysed by simple descriptive analysis
(frequency, percentage), while the responses of
the open-ended questions were thematised and
interpreted accordingly. The analysis of word
frequency counts and the use of frequent words
in contexts was also conducted to help with
thematising the responses according to the
research purpose.

Chapters 3 to 6 will report the results of the study
that address the five objectives. Chapter 7
provides a summary of findings and discusses
emerging issues from the study. Suggestions

and recommendations for promoting future CPD
projects and activities will also be provided.
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This chapter provides an overview of the
continuing professional development (CPD)
activities which took place after the Regional
English Training Centre Project (RETC or
Bootcamp). It includes details of the activity types
and the extent of the activities managed by
different government and private organisations.

First, we identified types of CPD activities after
the Bootcamp by interviewing teachers and other
teacher support personnel (Section 3.1). Second,
more insights into the CPD activities were gained
from the Chiang Mai case study, which focused
on cascade training (Section 3.2), professional
learning communities (PLCs) (Section 3.3) and
other CPD activities (Section 3.4). Lastly, the
extent of the activities throughout Thailand

was investigated through an online survey
(Section 3.5).

3.1 Overview of continuing
professional development

We interviewed 42 teachers and other teacher
support personnel about CPD activities in which
they participated, focusing on cascade training
and PLCs. Other activities which the teachers
referred to in the interviews are identified as
‘other CPD activities’. Examples of these activities
are listed below, and the detail of each activity
will be given in Sections 3.2, 3.3 and 3.4
respectively.

1. Cascade training:

Bootcamp Turbo training, which is the
training following Bootcamp, cascaded by
Thai Master Trainers (TMTs)

Bootcamp-based training, which is training
using content and activities from Bootcamp
and delivered by teachers who received
Bootcamp training.

2. PLCs:

PLCs which relate to Bootcamp training
(Bootcamp PLCs)

PLCs as a requirement for teachers based
on the Ministry of Education’s teacher
development system, which will be referred
to as MoE PLCs.

3. Other CPD activities:

Examples of other activities which emerged
from the interviews are an instructional
media competition, best practices, focus
groups and other training in collaboration
with public and private sectors.

Apart from several CPD activities which teachers
participated in after Bootcamp, we also found
some interesting issues related to teacher
development.

1. Bootcamp developed TMTs, who became
a part of the teacher support system. TMTs
are teachers who joined the first batch of
Bootcamp training (2017) and were identified
as having potential as a trainer. They were
specially trained to be a trainer by the
British Council and helped train later batches
of Bootcamp participants. After Bootcamp,
some of the TMTs have continued to play an
important role in conducting cascade training
for the MoE, schools, etc. TMTs are also
involved in national, regional and educational
area level training, although some of them
decided not to be involved with these
activities.

2. Bootcamp developed the trained teachers
who played an important role in training at
the school level. Bootcamp-trained teachers
are those who joined the Bootcamp training
and later helped schools conduct training
for teachers who did not join Bootcamp.
These trainers are more involved with
school-level training, which means they
conducted training for their peers at school.

3. Bootcamp created strong relationships
between TMTs and supervisors, and TMTs
and teachers. After the training, teachers
taking different roles as TMTs, supervisors
and trained teachers became more connected.
These connections are the key to successful
collaborations afterwards.



4. Bootcamp had a range of direct and indirect
impacts on the professional development of
Thai teachers. The training led to the
implementation of several successful projects
and activities, including Bootcamp Turbo
training and the development of TMTs, who
currently play an active role in the teacher
development system. As an indirect result,
the training created networking and
collaboration opportunities for teachers. Many
trained teachers became effective trainers
at the school level. We could say that the
legacy of Bootcamp has been the creation of
changes to the broader education context.

5. We found a case study of an individual teacher
who led self-initiated CPD activities for
teachers (and students) in his community
successfully. We termed this activity as a
bottom-up activity, and the details are given
in Section 3.4.2.

Sections 3.2, 3.3 and 3.4 will discuss details
of each of the three types of CPD activities
(cascade, PLCs and other).

3.2 Cascade training

This section reports the details of cascade
training, including Bootcamp Turbo training and
Bootcamp-based training, as perceived and
understood by teacher interviewees, and the
actual practices and contexts of the training.

3.2.1 Types of cascade training

Two types of cascade training were identified:
1) Bootcamp Turbo and 2) Bootcamp-based
training. These two types of training will be
referred to as Bootcamp Turbo by TMTs and
Bootcamp-based training delivered by trained
teachers.

Bootcamp Turbo by TMTs

Bootcamp Turbo is the formal cascade training
implemented by the MoE in 2019, a year after
the end of the British Council Bootcamp project.
However, the training was designed to be shorter
and more concise. The content is adjustable to
meet the agreements and requirements of the
training team under the supervision of each
Educational Service Area Office. Typically,
Bootcamp training takes three weeks, while
Bootcamp Turbo takes only one to three days.


http://ltu.obec.go.th/english/2013/index.php/en/2012-08-08-10-26-5/222-boot-camp-turbo.%20However,%20the%20training%20was%20designed%20to%20be%20shorter%20and%20more%20concise
http://ltu.obec.go.th/english/2013/index.php/en/2012-08-08-10-26-5/222-boot-camp-turbo.%20However,%20the%20training%20was%20designed%20to%20be%20shorter%20and%20more%20concise
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In my experience, the effectiveness of training
depends on the performance of the trainers,

the ability of the trainers to stimulate trainees’
interests. Other factors are covering interesting
content and the practicality of the training for
different contexts. There should be various kinds
of activities, encouraging teachers’ engagement.

The trainers are like the teacher in a classroom
and the trainees are like students. The training

should be run as a workshop.

Key personnel who are responsible for the
Bootcamp Turbo projects are
Educational Service Area Offices, supervisors and
TMTs. In some provinces, such as

Nakhon Phanom, this activity was organised

by an Educational Service Area Office and

English Resource and Instruction Centre (ERIC),
with around 40 teacher trainees.

Bootcamp-based training by trained teachers

The other type of cascade training delivered
similar content and activities to Bootcamp Turbo.
However, some sessions were run by teachers
who had received Bootcamp training (trained
teachers), while some others were co-trainings
run by TMTs and the trained teachers.

For example, in Chiang Mai, some secondary
school teachers who attended Bootcamp were
invited by a supervisor to be the trainers for a
two-day workshop for primary school teachers.

The first day of training focuses on teaching
techniques and teaching grammar based on
the Bootcamp model. Trainers were trained

at Bootcamp. There were three to four Master
Trainers. Next, there was a demonstration

of teaching and classroom management.

The second day, teachers were in groups to
demonstrate their teaching to the groups. Each
of the four trainers were stationed in each room
to monitor and supervise the teaching.

3.2.2 Details of cascade training
Responsibilities of trainers

The responsibilities of the TMTs ranged from
planning the operational procedures with the
supervisors, designing the short-term training
course and content, preparing materials and
running the course. In some areas, TMTs were
also invited by supervisors to join their
instructional supervision at schools after
Bootcamp training. In the co-trained sessions,
TMTs and trained teachers collaborated at every
stage of the training.

Planning training because Bootcamp is in three
weeks. What should we do to make the teacher
understand the key concepts? Which part will
we take? We have to work with the supervisor,
but we are the ones who best understand the
course because we started it. Before training
Bootcamp Turbo, the TMT had to make training
manuals, then they were sent to the Educational
Service Area Offices who will oversee the course
design. Therefore, the course will be designed
and operated differently in different areas.

Engaging the trained teachers as trainers has
several benefits. For the trained teachers
themselves, they have an opportunity to take on
a new role as trainers, to have a close relationship
with TMTs and to expand their network with other
Bootcamp-trained teachers in the training. For
TMTs, training other trainers helps them advance
their training skills.
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They also receive good support and collaboration
from the trainers they work with.

Recommendation 3.1: TMTs should keep the
trained teachers involved in future training
sessions as co-trainers. This collaboration
will 1) enhance the training skills of TMTs
and the trained teachers, 2) increase the
number of potential trainers, and 3) create
a strong community of teachers.

Operating system

Teachers acknowledged that Bootcamp Turbo
was initiated by the Office of the Basic Education
Commission (OBEC). The budget was allocated
to Educational Service Area Offices, which

€
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assigned the supervisors to take responsibility
for the training. The supervisor started the
programme by inviting and working with TMTs

to plan and promote the programme to schools in
the various areas. The main purpose of Bootcamp
Turbo was to train English teachers who did not
receive Bootcamp training, especially those who
did not graduate with an English-related major.
The supervisor made a survey and distributed

it to the school to ask if there are any teachers
interested in attending the training. The target
trainees are those who have not yet joined
Bootcamp training and English teachers who did
not graduate from an English major.

In my opinion, the continuity

is important. One-session
training does not have an
impact. After the training,
the trainees should have an
opportunity to apply what they
learned in their real classes.
Then, they should have several
chances to get together,
discuss and reflect on what
they did, and then improve it.
Continuity is the key.
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3.2.3 Teachers’ perspectives on the
training

Teachers believe that the goal of Bootcamp Turbo
is to help English teachers brush up on teaching
methods and to demonstrate teaching practices.
Teachers participated in the training voluntarily,
in most cases.

Reasons for attending Bootcamp Turbo

Teachers learned about the programme from
an official survey distributed by the supervisor
and found it interesting.

They were encouraged to join in the
programme by the school director.

They were aware of the importance of
self-development.

Expectations of the training

It was expected that they would learn and
recall teaching techniques and activities that
attract students’ interest and can be used in
their classrooms.

Many teachers agree that Bootcamp Turbo was
one of the most successful trainings they have
ever experienced. It allowed them to engage in
intensive activities and microteaching practices.
They gained new knowledge and enjoyed the
session at the same time.

3.2.4 Key to success

Four key factors to the success of the cascade
training were content, practicality, trainers’
performance and continuity of training.

The focus and content of the training must be
clear. The topics covered must be practical for
classroom teaching. Many teachers also showed
their preference for the training to be run in

a workshop format rather than a lecture. The
trainers should be energetic, motivating and be
able to stimulate the learning environment. To
ensure continuity and sustainability of training,
there should be follow-up sessions and ongoing
support for teachers after each training. The
example below expresses one teacher’s opinion
of trainers.

Another factor for success is continuity of
training, which concerns the consistency and

relevance of the topics of a training series as well
as the regularity of tracking systems and support.

3.2.5 Challenges
Challenges for trainers

For trainers, training senior teachers and highly
experienced teachers is challenging. Trainers
adopted various strategies to keep trainer—
trainee interactions active and positive during the
training. Furthermore, each trainer had to deliver
several trainings each month because currently
there are not many TMTs. Being a trainer also

has a negative impact on their development

as a teacher.

TMTs had less time for teaching their own
students.

Spending time on non-teaching jobs, i.e.
training, has a negative effect on their
own career growth since the criteria for
gaining higher academic standing for
teachers rely mainly on teaching hours.

Challenges for trainees

For trainees, participation in training courses was
not entirely voluntary. For some of those who did
not have a degree in an English-related major,
joining the training programme in English made
them feel less confident. The other major
challenge is that the training period was mostly
scheduled by the programme organisers and

did not necessarily fit with teachers’ availability
or their working and teaching timetables.
Consequently, teachers requested more flexible
scheduling options for future training.

Operating system

At some Educational Service Area Offices, there
iS no supervisor to give support and advice for
setting up the training programme, and at some
offices, the supervisor does not work closely with
the schools and teachers.

Suggestions for setting up cascade training can
be generally concluded as follows.

Planning: There is the need for a clear plan
at first.

Needs analysis: The needs for training must
be surveyed.
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Training programmes -~ (o e e
ShOUId be I"Lln aS a Topic: Teaching online should be a topic of

workshop focusing

training focus.
Platform: Training programmes should be run

on teaChing pl"aCtice through online platforms to widely show, share

and exchange teaching knowledge and

rather than theory experiences. Examples of activities are the
o show-and-share activity, the academic
Iearnlng- showcase and teacher best practices.

€

3.2.6 Two case studies of cascade
training in Suphanburi and

Nakhon Pathom

In these studies, there were two cases of cascade

training observation: 1) Bootcamp Turbo in
Secondary Educational Service Area 9, and

Monltorlng and 2) Bootcamp Turbo in Secondary Educational

tracking systems

Service Area 1, with details as in Table 3.1.

and evaluation must
be prepared.

Cascade training

Bootcamp
Turbo:

Secondary Educational
Service Area 9

Bootcamp

Turbo:
Secondary Educational
Service Area 1

Number of members Location Date

QO ATwrs,
1 supervisor SaN :
-Nguan Ying School
and around /Suphanburi August 2019
100 English
° teachers
@ 3 TMTS, Nawaminthrachinuthit
and around Satriwitthaya
T 80 English Phutthamonthon School ~ >cPtember 2019
ﬂ teachers /Nakhon Pathom

Table 3.1 Two cases of cascade training observation
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Bootcamp Turbo training in both areas aimed to
enable English teachers to gain knowledge and
teaching techniques in the communicative
language teaching approach and encourage
English teachers to develop positive attitudes
towards English language learning management.

Topics

For these two cases of cascade training, the
topics covered:

three modules for Bootcamp Turbo -
Secondary Educational Service Area 1:
1) teaching speaking, 2) lesson planning,
3) feedback and motivation

four modules for Bootcamp Turbo -
Secondary Educational Service Area 9:

1) teaching speaking, 2) lesson planning,

3) feedback and motivation, and 4) teaching
vocabulary.

Style of training and visual aids

Both of these cascade trainings featured TMTs as
trainers and English teachers as trainees. The
materials used included paper, word cards,
chairs, handouts, worksheets, boards and
pictures for a variety of active activities and
demonstrations. As for the typical visual aids,
PowerPoint was mainly used.

Training methods
There were a variety of training methods used.

Module 1: ‘Teaching speaking’ used
activity-based demonstration as well as class,
group and pair activities. The steps were
eliciting (discussing speaking activities that
teachers used in their classrooms), running
activities (describing pictures, interviewing
friends and oral presentation/conversation),
providing input (names of speaking activities
such as mingle and class survey) and
discussing how to use the activities in
classroom.

Module 2: ‘Lesson planning’ is mainly
lecture-based with demonstrations. A TMT
gives an overview of the session, uses

‘a vocabulary lesson’ as a case study for
teaching this lesson (explaining about learning
outcomes, forms and patterns of a lesson plan),
talks about sequences in the

classroom (lead-in, presentation, practice
and production), teaches language/language
points used in writing a lesson plan
(worksheet), writes learning outcomes and
then summarises the lesson.

Module 3: ‘Feedback and motivation’is a
teaching demonstration in which trainees
act as students in the classroom, with such
activities as identifying types of feedback,
class, group and pair work, and Q&A
discussion. The steps of the training are
running various activities, reviewing and
wrapping up with classmates and then giving
input.

Module 4: “Teaching vocabulary’ is
demonstration-based, in which TMTs use
game-based learning and teaching as well as
wrap-up and discussion. A TMT provides the
input (vocabulary used in the classroom),
runs activities (e.g. vocabulary guessing),
wraps up and discusses how the content
can be used in an actual classroom with
students.

Overall comment and reflection on the
strengths and challenges of the two cases
of cascade training

There were three main strengths of this type
of cascade training: 1) forms/choices of
activities, 2) teacher satisfaction, and 3)
networking. For forms/choices of activities,
activities in the forms of demonstration,
discussion and reflection enable teachers
(trainees) to see the actual instructional
practices. Teachers can bring these activities
to use in their own classrooms. As they act as
students during the training, they understand
how students really feel and how to encourage
them to contribute or participate more in
classroom activities. For teacher satisfaction,
teachers participate well in all activities and
enjoy the training. For networking, teachers
are from various schools in the same area.
They can get to know new people and develop
networks for future collaborations.
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There were four main challenges observed

in these two cases of training. First, the training
lasts only two days. There should be additional
time for observing teachers’ actual classroom
practice through a monitoring system. Second,
based on conversations with TMTs, they have

a heavy workload and travel a lot for trainings.
A higher number of TMTs could help facilitate
the training process. Third, regarding the
Bootcamp Turbo content, the number of
modules and length of training are different for
each area, depending on each area’s budget
management. There should be an agreed
standard rather than arbitrary variation.
Fourth, there is a lack of an effective system
for budget-use monitoring. Some areas
allocate and use the budget that should have
been reserved for training English teachers
for other purposes.

Recommendation 3.2: There should be a
teaching monitoring system by supervisors.
Supervisors should attend these trainings or
observe TMTs as well in order to monitor
teachers’/trainees’ future instructional
practices more effectively.

Recommendation 3.3: The MoE should
monitor how the budget is spent in each
Educational Service Area Office and whether
the budget is well spent for its particular
purpose.

For support needed, a central network
system for teacher connections and
communication should be provided. It can
be in the form of applications or websites.

3.3 Professional learning
communities (PLCs)

Two main types of PLC identified from the
interviews are 1) PLCs which relate to Bootcamp
training (Bootcamp PLCs) and 2) PLCs as a
requirement for teachers based on the MoE’s
teacher development system (see Section 1.4),
which will be referred to as MoE PLCs.

3.3.1 Types of PLCs
Bootcamp PLCs

Bootcamp PLCs were conducted in many
educational service areas to gather trained
teachers in order for them to share knowledge,
skills and experiences derived from Bootcamp
training for actual teaching practices. (PLCs can
also be less formal, such as the PLC Bootcamp
Facebook Group. We have observed this
Facebook Group and will give more details

in Section 3.3.5.)

MoE PLCs

Teachers are required to complete a minimum
number of hours of PLC for different goals
(e.g. 50 hours per year for a career promotion,

40 hours per semester for a teacher evaluation).

Based on interviews with teachers, both
Bootcamp PLCs and MoE PLCs could be formal
or informal. Formal PLCs are those typically
organised by governmental organisations,

for example Educational Service Area Offices,
supervisory units or large-sized schools.

These PLCs usually follow structured guidelines
with clear expected outcomes. The informal
PLCs refer to a more flexible PLC initiated

by individual teachers. These PLCs could be
casual conversations on teaching problems
and solutions, or online chats about the
effectiveness of techniques which the teachers
learned from Bootcamp.
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3.3.2 Details of PLCs
PLC topics

PLC activities facilitated teaching skills and career
development for PLC members. The content and
topics of PLC activities depended on relevant
situations. For example, when teachers needed
to turn to online classes during the Covid-19
pandemic which interrupted face-to-face
teaching in the classroom, PLC topics were about
classroom management and preparing teachers
to teach online. Or, when seeking higher
academic standing, school directors would invite
experts to give lectures about writing research
reports. After Bootcamp, PLC sessions were also
about what the teachers learned from Bootcamp,
especially teaching techniques and activities
which were used to motivate students and
encourage learning.

Occurrence of PLCs

The frequency of PLC activities varied between
once a week, twice a week, once a month, a few
times a month or once a semester. Some PLC
members mentioned that at some schools PLC
activities could not be held regularly owing to the
limited number of English teachers in each
school. For example, for a school with only one or
two English teachers, the English teachers do not
have their own PLC activities. Instead, they have
to join school PLC activities with teachers from
other departments.

Recommendation 3.4: School size and type
affect the kinds of PLCs which teachers
experience. Teachers at small-sized schools
should be provided with opportunities to join
PLCs for English teachers. Online platforms
are required to help English teachers from
different schools form their own PLCs. Using
online tools for the PLC could also save travel
time and costs.

PLCs at different levels

We found different levels of PLCs, such as school
level (PLCs for all subject teachers together)

and department level (e.g. PLCs for only English
teachers, PLCs for foreign language teachers).
As mentioned, only large schools can conduct
PLCs for English teachers, because they have
more English teachers than small-sized schools,
which normally run school-level PLCs. It is

noticeable that PLCs at school level with a larger
number of teachers from various subjects are
more formal and less frequent compared with
PLCs at the department level or PLCs of a group
of English teachers.

Operating system

For PLCs at some schools, school directors were
responsible for organising the PLC and assigned
roles for teachers for each PLC activity. The
teachers had responsibilities to take turns at
being the organisers, participants and lecturers
who shared ideas and problems relating to their
experiences from their classrooms. If the PLC
was held at the school, the directors usually
joined the activity. Some schools had meetings
for discussing and choosing topics for the PLC.
If the PLC was held at the educational service
areas, the supervisors would be responsible

for organising PLC activities.

The excerpts below show that teachers take turns
at being presenters in the PLC. Some teachers
form a pair called 'buddy teachers' to take turns
observing and giving feedback to each other in
the PLC (e.g. in Samut Prakan and Chiang Mai).

‘We will take turns - first being a model
teacher and then being a buddy teacher
who observes [the other person’s teaching
practices]. We will take turns. Everyone
will be a model teacher and everyone will
be an observer.’

Trained teacher, Samut Prakan

‘Each semester, we form pairs and conduct
PLC activities around three times per
semester ... Making a pair or a group of

three people ... We do it like this at our school.
One teacher will conduct a PLC activity
(teaching in class) and the other one is a
buddy teacher (observing). For each PLC,

we will make a pair and plan the topics,
contents and teaching plans for the PLC.
After that, each of us will visit the other
person’s class. It is like teaching supervision.’
Trained teacher 4, Chiang Mai
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Benefits of PLC from teachers’ perspectives

PLC activities helped PLC members learn from
each other as well as enabling them to exchange
feedback with their peers. The members reported
that feedback given during PLC activities was
helpful for revising their future lesson plans

and for improving their teaching skills.

3.3.3 Key to success

The key factors contributing to the success

of PLC activities included the continuity of
organising PLC activities, planning, and
collaborations with individual teachers. It was
necessary for school directors to encourage
teachers to participate in PLC activities,
schedule classes that allow teachers to join in
PLC activities, and provide facilities necessary
for organising PLCs.

For teachers, they needed to be aware of the
importance of PLC activities and to participate
in school PLCs regularly. Teachers mentioned
that the success of PLC activities can be related
to students’ learning. Successful implementation
of techniques and lessons learned from PLC
activities in their classrooms can indicate the
success of a PLC.

€

3.3.4 Challenges and support needed
Challenges

The challenges of organising successful PLCs
included 1) the discontinuity of PLCs and 2)
collaboration from teachers. Teachers’ absence
from participating in PLC activities made it more
difficult to catch up with earlier PLC topics.

Many teachers could not join school-level PLCs
because of their heavy workload. Apart from
teaching in the actual classrooms, teachers had
responsibilities for other kinds of work. Therefore,
another challenge of PLCs is 3) teachers viewed
PLC activities as a burden that increased their
workload. They also mentioned that they had

to complete a detailed document for PLC
participation. This extra paperwork increased
their tasks and thus led to the unwillingness

to organise and participate in PLCs.

‘Organising and being the speaker for PLC
has different procedures. But in Chiang Mai,
we as the PLC members are required to
complete detailed paperwork in order to
hold intensive lessons. It would be nice if
we can do that on the computer or submit
the form via electronic files. That would
save more time.’

PLC member 2, Chiang Mai

What | mean by successful

is that if we use techniques
learned from PLC to create
lesson plans and teaching
materials, our students could
learn better. This, for me, is the
success of PLC activities.

PLC member 1, Chiang Mai
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Support needed

A PLC member mentioned they needed several
types of support such as 1) tools and materials
that could facilitate PLC activities, 2) funding, as it
was rather difficult for teachers to receive
funding or reimbursement for participating in

or organising PLCs, and 3) having native speaker
teachers join the PLCs, so that

‘If we have foreign teachers joining our PLC
activity, we may be able to get brilliant ideas
from them as the owner of the language.
They can come to share with us, or help
organise the PLC, that would be great.’

PLC member 3, Chiang Mai

It is noticeable that the challenges of PLCs and
the support required, including, for example,
discontinuity of the activity, heavy workload, lack
of funding and lack of native speaker PLC leaders,
are relevant to formal PLCs rather than informal
ones. On the other hand, there is evidence
showing that teachers were satisfied with small-
group PLCs where they discussed teaching-
practice issues informally at their convenience.
This might imply that in the current Thai context,
teachers perceive informal PLCs as more
productive and effective. Some additional
suggestions for formal PLCs are shown below.

PLC at Education
Service Area Office

school PLC

department PLC

private PLC

Suggestions from the PLC members:

School directors need to set up class schedules
to facilitate PLC activity participation.

Documents required for organising PLCs need
to be simplified and less complicated to reduce
the organiser’s workload, and may be better
completed electronically.

PLC organisers should invite guest speakers
to share teaching techniques that can
immediately be applied in the English classroom.

Apart from the suggestions for formal PLC
activities, there was a suggestion which addressed
a way to bridge the gap between formal and
informal PLCs. The teacher suggested that PLC
activities should be set up in small groups, and
these small groups could then share their ideas
with bigger groups of PLC members in a more
formal setting. This is a move from an informal
PLC, which gets a small group of teachers
engaged in the activity, to a more structured

and formal one. For example, teachers share
experiences they gained from a small PLC with
other teachers in a larger or a more formal PLC,
such as a department-level PLC, school-level PLC
or a PLC at an Educational Service Area Office.
We would term this model ‘pyramid PLCS),

as presented in Figure 3.1.

PLC scale

Figure 3.1 The inverted pyramid of PLCs
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3.3.5 Case studies of face-to-face

and online PLCs

Online PLCs to be discussed in this section are:
three Line Group PLCs, three Facebook Group/
Page PLCs and three VDO clips of face-to-face

PLCs at school.
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Type Group Name Members Objective
. Six English teachers To communicate among
WKSC Foreign i English teachers in the
Languages in one secondary school 9
in Chiang Mai SIS EE e
TEPE coordinators [ e
Group TEPE and, around around 20 English teachers
20 .Engll.Sh teac[lers who are associated with
in Chiang Mai the TEPE group
61 TMTs To communicate
T™MT A . among TMTs and
and British Council staff British Council staff
: To share English learning
PLC Bootcamp 2’450 prlmary and teaching knowledge
Thailand and seconqary English teac.hers in classrooms after the
across Thailand and supervisors Bootcamp project training
5,288 primary
Bootcamp and secondary Eng]lsh teachers To Zf;are E_ngllih Ieelirr:jmg
Thailand across Thailand Bl ey e Se(g)s
Facebook . heyenedand d the Boot et it after the Bootcamp
Group/ for English who joined and passed the Bootcamp project training, S p—
P supervisors, TMTs and private organisations relating proj 9
ages to education (e.g. the British Council)
khru phasa
‘Angkrit chumchon .
haeng kanrianru 6a035 primary 3 :
English h Thailand To share English learning
-PLC nglish teachers across Thailan and teaching knowledge
[English Teacher and their supervisors
Professional Learning
Community — PLC]
. . . To discuss details
Project Six English teachers of Enalish proiect
discussion : QI [PreIEess
in the same school for students
;;22_:22;:: PLC One principal To discuss the problems
PLCs on reading ski"s and four EngliSh teaCherS ar(]jdtSOIl:;t_lonS Ofcll'earnlllz'ﬁ
at school in the same school and teaching reading skilis
PLC . To discuss feedback
on academic 21 ,Eng"Sh teachers on the teacher training
reading in the same area of academic reading

Table 3.2 PLC observations in this project



56 Chapter 3: Continuing professional development following
the Regional English Training Centre Project in Thailand

One case of each type will be explained and
discussed in detail below.

Case 1: Line Group: WKSC Foreign Languages

Line Group PLCs tend to have a small or
moderate number of group members in
comparison to Facebook PLCs. Most of the
members know one another quite well. The Line
Group which is discussed here in detail is ‘WKSC
Foreign Languages’. It has six English teachers in
the same secondary school in Chiang Mai.

This Line Group was created for the English
teachers in the school to communicate among
themselves. There is no coordinator for the
group. All the members can send messages to
inform others of important announcements, ask
questions or share content. Members can send
messages, read the information or respond to the
content at their convenience. Members also post
pictures, videos, links or digital files.

There are six main categories of topics and
content in this Line Group.

1. Meeting-related topics: These involve meeting
information and arrangements. For example,
members inform one another of or discuss the
date and time, place, topics, materials and
documents for the PLC meeting.

2. Learning and teaching materials: Members
share learning and teaching materials in the
Line Group. The materials can be in the form
of digital files or videos. Most of the
materials are games, such as Magic Jigsaws.

3. Teaching techniques: Members share them
in the form of pictures and digital files. For
example, they share pictures of actual
lessons/activities for PLC documentation
required by their supervisor.

4. Training content: When members attend
training workshops, they share what they
learned with other members. For example,
a teacher who attended the Coupon Kru
training shared the training video.

5. Announcements: Members inform or keep
one another updated in terms of important
announcements in this Line Group. Examples
are announcements of applications for

professional development workshops and
new school policies.

6. Assigning work: Members assign, allocate or
discuss work in the Department of English.
They can negotiate or ask for volunteers for
each type of work. Examples are assigning
work on teaching media development and
asking for a volunteer to manage or supervise
student activities.

Case 2: Facebook Page: PLC Bootcamp
Thailand

Facebook PLCs tend to have a large number

of members across the country and have been
quite active. The Facebook Page ‘PLC Bootcamp
Thailand’ is the example discussed here. Its
members include 2,450 primary and secondary
English teachers and supervisors across Thailand.

This Facebook Page is a Facebook Public Group.
Its objective is to share English learning and
teaching knowledge in classrooms after the
Bootcamp and Bootcamp Turbo trainings. It has
been managed by a page administrator. All
members can post messages, videos or pictures.
They can also read, ‘like’ or ‘share’ the post and
give comments in the comment box, based on
their own interests. There are a variety of visual
aids and materials shared on this page, typically
pictures, videos and digital files. It is noticeable
that the activities on this page tend to be sharing
information rather than seeking collaboration

or networking.

The participation in this type of Facebook Page
is voluntary. Members join the group because of
their own interests. Although content is posted
frequently, the communication is mostly one-way,
as the members tend to view rather than provide
responses. Only some people acknowledge

the content by clicking ‘Like’. There is no active
discussion.

The content posted can be categorised into
five main groups as follows.

1. The use of technology in English language
learning and teaching: Members share how
to use Google Forms to create reading tests
or share how to use programs/applications
to make videos for learning and teaching
English, for example.
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2. Sharing learning and teaching materials:
There are four main types of materials,
including vocabulary, idioms, grammar
points and language use. Most are materials
the members have created themselves.

3. Teaching techniques: The content tends to
be video recordings of actual classroom
lessons with the presence of students, or
video recordings of a teacher who is teaching
with the purpose of sharing exemplary
instructional practices. Examples of the
techniques shared are pronunciation, how to
use the video clips to teach students in
classrooms, and the techniques and strategies
for taking tests (e.g. the Ordinary National
Educational Test (O-NET) or writing tests).

4. Advertising workshops and English learning
sources for teachers and students: Examples
are Young Entrepreneur Camp for students,
free workshops or online courses by the UN,
and Facebook pages for English learning
and teaching.

5. News or announcements regarding English
learning and teaching: Examples are success
stories regarding English learning and teaching
which appear in the media (e.g. newspapers
and TV channels) and news on English learning
and teaching policies (e.g. support of
a student-centred approach, a launch of
certain training projects approved by the
government, and Common European
Framework of References for Languages
(CEFR) reinforcement).

57

Case 3: Face-to-face PLC at school

Face-to-face PLCs tend to have a small number
of members (e.g. teachers in the same school or
PLCs after the training of teachers in the same
area). One example to be discussed here is a
‘Project discussion’ PLC conducted by a group
of six English teachers in the same secondary
school. They discussed the nature and details
of English projects that would work well with the
students in their school. There is a whiteboard in
the room, but they do not use it. No other visual
aids were used.

During the PLC meeting, there is no coordinator.
Anyone can start the conversation or respond to
other people’s opinions. The interactions are rich
in comparison to other types of PLCs. All the
members express their opinions and contribute
to the discussion. The members may agree or
disagree with others and provide reasons in
order to reach a conclusion or final decision.
Based on the nature of face-to-face PLCs, there
tends to be only one or two main topics, with rich
discussion and details. In this observation, there
was only one topic, ‘the details of English projects
for students’, which is concerned with the need to
have support for students (e.g. guided questions
and worksheets to fill in), assessment and
evaluation (e.g. no test), products of the project
(e.g. poster, portfolio) and forms of feedback.

Each type of PLC has a different purpose; they
also have different usefulness and usability.

Line Groups are created for the purpose of
communicating, Facebook Groups/Pages aim to
share information, and face-to-face PLCs tend to
discuss certain topics in detail. Even among the
same type of PLC, there are also some nuanced
differences. A summary of three types of PLCs
in terms of their usefulness and usability is
presented in Table 3.3.
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PLC type Number Time Formality/ Continuity Sharing Rich Main
of constraint familiarity among multimedia discussion/ purpose
members the members or materials interaction
Two-way
communication,
Sharing but the
Line Small to No time i el UL multimedia discussions To
. them know on each )
Group moderate constraint or are not communicate
one another context . .
materials as rich/deep as
face-to-face
PLCs
One-way
communication
g Sharing (those
Facebook . Most members Active . .
Group/ Large o tlm_e do not know and multimedia e P To share
constraint ) or the content
Pages each other continuous .
materials vs those
who view
the content)
Only one or No sharing
two hours, of Rich discussion
Face-to-face Small to once Al nlzembers Dependhs multimedia and interaction To di
PLCs moderate a week now on eac or materials among O diseuss
each other context ) ;
or once (discussion- the members
in a while based)

Table 3.3 Summary of three types of PLCs in terms of their usefulness and usability

Line Groups

The Line Groups have a small to moderate
number of members, and most of them know one
another well. This makes the PLC conversation
quite informal and relaxed when compared to
Facebook Groups/Pages. Another strength of this
type of PLC is the ease with which all kinds of
multimedia and materials are shared and saved.
The members do not have time constraints; they
can send messages or view them at their own
convenience. There is no need to set an agreed
time and place for meetings. The main purpose
of the Line Groups is communication among

members. In contrast to Facebook Groups/Pages,
recipients of messages tend to respond to them
rather than just being silent.

Line Groups may not be suitable for deep or
detailed discussion. They can be used for
scheduling face-to-face meetings, sharing
materials and techniques in multimedia or

digital form, informing people of important
announcements and assigning/negotiating work.
In terms of continuity, this type of PLC tends

to be continuous as it is not demanding for

its members.
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Facebook Groups/Pages

The number of members of Facebook Group/
Page PLCs is quite high, including English
teachers across the country. The membership
of Facebook Group/Page PLCs observed in this
project ranged from 2,000-6,000. With the
higher number of members, posts are quite
frequent and continuous for quite a long time.
Without time constraints, members feel it is less
demanding. They can view or post the content
at their convenience. Similar to Line Groups,

it is easy for Facebook Group/Page members
to share and save all kinds of multimedia and
materials.

However, most of the members play a passive
role in this type of PLC. Most of the members

do not know each other. They are very careful in
terms of expressing their opinions. As a result,
there tends to be one-way communication; some
members post content, while others only view

it with no response. As the main purpose of
Facebook Groups/Pages is sharing content with
a large number of members who do not know
one another, these PLCs may not be as suitable
for deep discussions as face-to-face PLCs.

Face-to-face PLCs

Typically, members know one another, and the
number of members in face-to-face PLCs tends
to be small or moderate. As the main purpose of
face-to-face PLCs is to discuss topics regarding
English learning and teaching in detail, members
are likely to have rich discussions and
interactions. Most members express their
opinions and contribute to the talks. The results
of this type of PLC tend to be substantial and
detailed for future development. We can also see
that a successful PLC could be mainly talk-based.
Multimedia or materials are not really necessary.

As it is can be difficult for all members to have
the same availability for face-to-face meetings,
this type of PLC is held once in a while, and
continuity depends on context (e.g. some schools
have an assigned time for PLCs but some do not).

3.4 Other CPD activities

In addition to the above, there were other
activities that teachers participated in to develop
themselves. To understand the activities and to
provide curriculum and course designers with

a good model for future teacher development
programmes, teachers at Chiang Mai were
interviewed in depth. We found both top-down
and bottom-up CPD activities. Most of the
top-down training and activities received budgets
from the district office. The programmes were
run with cooperation between the supervisor,
school board committees and teachers.

3.4.1 Top-down programmes for
teacher development

A top-down programme in this study refers to
formal training or activities which are initiated
and organised by the MoE or the MoE in
collaboration with other private sector
organisations. Some examples of top-down
programmes are presented below.

Instructional media competition and
academic showcase

Teachers can submit their teaching media and
materials for competition or for sharing sessions
in a teacher conference. The winner of the
competition is awarded a certificate. Winning

a competition is considered an achievement
and helps teachers develop themselves. If the
winner’s teaching materials are disseminated
effectively and made available to the public,
they are useful for a wider group of teachers.

Bootcamp Lesson Distilled

This is an expanded programme from Bootcamp.
There were several types of activities guided by
the supervisor, such as seminars about teaching
management, sharing opinions and discussing
the results of applying activities learned at
Bootcamp, and designing lessons applied

from Bootcamp. The important factor affecting
success is the opportunity of sharing, discussing
and brainstorming solutions and development.
Moreover, this programme was successful
because the lessons discussed were practical
and applicable in teachers’ classrooms as

they had already been used in a real context.
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However, teachers pointed out that sharing ideas
among practitioners is not sufficient; there is

a need for experts to join the discussion as well.
Teachers also felt that a one-day programme

is too short, and a follow-up is needed to make

a difference.

Best Practice

This project is a combination of a teaching
contest and conference set up by an Educational
Service Area Office. First, teachers who joined
the contest had to design a lesson plan with
activities that were applied from Bootcamp,

and then record a video and submit it for the
competition. The best recordings were selected
to be presented to the public at an academic
conference. After their presentations, the
participants led a group discussion of the
strengths and weaknesses for application to the
classroom. Finally, a representative of each group
presented the ideas discussed to other groups.

Teachers participating in the project agreed
that it seemed to be good for helping to develop
teaching, but it took a lot of preparation, which
might not be convenient for teachers with heavy
workloads.

Focus group

The goal of the programme was to help develop
English teachers who did not directly graduate
from an English-related major. It was initiated by
a supervisor aiming to provide some support to
teachers after an initial survey identified problems
(e.g. a lack of teachers with an English-related
degree). The purpose of the programme was to
raise issues, identify possible solutions and share
teaching techniques for how to produce
interesting teaching materials.

However, because of a lack of English teachers,
this programme did not receive much cooperation
from schools when it came to allowing teachers
to join the programme. The teachers, however,
suggested a solution to this challenge. Instead
of the training course being set up far away from
the school, it should be run near school areas.
To enhance a successful training course,

a workshop format run by a teaching expert
(e.g. lecturers from the faculty of education at
Rajabhat University) is needed. Importantly, the
course should serve the contexts of the schools

and teachers in the local areas, and there should
be a practical system of follow-up.

Other training in collaboration with public
and private sectors

Examples are a workshop with speakers from a
university in an educational service area, training
for networking between primary and secondary
school teachers, and workshops organised by
publishers.

3.4.2 Bottom-up programmes for
teacher development

A bottom-up programme/activity in this study

is an activity which is initiated by an individual
teacher who then finds more people to join them.
Although most CPD activities found in this study
were top-down activities, we also found a few
bottom-up activities held by individual teachers
with collaboration from other teachers in

a community.

Training Teachers in the Community

In the Chiang Mai case study, we interviewed

a teacher who has often initiated CPD activities
for teachers, as well as activities for students,

in his community. He looked for the opportunity
to work with private parties, such as local and
international non-governmental organisations
and universities. Once he had a connection with
these organisations, he used the connection

to initiate collaborative projects. For example,
he invited a specialist to give a talk for teachers
and a visiting foreigner to hold an English camp
for students. He reported that he enjoyed working
with other teachers on these collaborative
activities and found them successful. The
interview conversations reflected his strong
leadership skills and interpersonal skills. He is
also highly motivated and self-directed in the
professional development of himself and his
colleagues.

Recommendation 3.5: This bottom-up
programme in Chiang Mai is a role model for
teacher development in other areas. To
increase sustainability of professional
development, teachers should receive training
in self-directedness, which would help them
take more initiative in their teaching and

for their own professional development.
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3.5 The extent of continuing
professional development

This section presents an estimate of the
frequency of CPD activities based on the number
of activities which teachers joined each year. The
occurrence and locations of activities in which
teachers participated will also indicate the
dispersion of the events.

Post-Bootcamp activities frequently
mentioned in the survey

The most frequently mentioned activity, which
is acknowledged as a post-Bootcamp activity,
is a Lessons Learned Meeting, followed by
Bootcamp Turbo. Based on the questionnaire
responses, most post-Bootcamp activities were
organised by Educational Service Area Offices
and OBEC. Other activities, apart from the most
mentioned ones, can be categorised into

five main types:

1. workshop and training sessions (e.g. train
teachers to be new trainers, teacher camp,
retrain the trained teachers, training for
untrained teachers)

2. discussion sessions (e.g. conferences,
seminar about implementation of lesson
learned from Bootcamp)

3. class observations and evaluation as part
of a supervisory programme under
supervisors’ responsibility

4. school networks and collaborative work

5. professional learning communities (e.g. PLC
Bootcamp Thailand, and other individual PLC
sessions).

Extent of CPD activities

Since CPD activities could be organised formally
and informally, it is difficult to specify exactly
the extent of activities throughout Thailand.

This study, therefore, estimates the extent

of activities based on the number of activities
the teacher participants have reported that

they joined each year. These numbers could also
imply the frequency of activities as a whole.

Teachers’ participation in CPD activities

The questionnaire results show that most
teachers (90.4 per cent) participated in one to
five activities each year, 6.4 per cent of teachers
joined six to ten activities, with the most frequent
participation being over 20 times a year.
However, some other teachers reported that the
opportunity for participation depends on the
authorities, especially school directors. In the

six regions, teachers participate in CPD activities
approximately three or four times a year

(see Table 3.4).

Teachers’ Participation

AEIUE location each year (mean) S.D.
1 Central 3.3 4.0
2 North 3.5 33
3 South 3.1 23
4 East 3.8 2.6
5 West 3.0 1.7
6 Northeastern 3.4 34

Table 3.4 Participation in CPD activities each year

CPD activity providers

Most activities which teachers attended have
been organised by Educational Service Area
Offices (36 per cent) and the English Language
Institute, OBEC (15 per cent). Other institutions
which organised CPD activities for teachers are
shown in Figure 3.2.
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@ Educational Service Area Office
English Language Institute

@ Publisher

@ S5chool (workplace)
Nearby universities

@ Private organisation

@ Closed group/community of teachers

Other

Figure 3.2 The institutions which organised CPD activities for English teachers

Teachers’ participation in CPD activities Figure 3.3 shows the CPD activities teachers

it ; ; P voted to be most useful. After Bootcamp,
%t?}(eeralgsg'rcg'cifgz(\;glch provide CPD activities teachers participated in various forms of

activities. Most teachers (46.8 per cent) voted

- schools and school networks (e.g. a group for training and workshops, followed by those
of schools in the same area, supervisors, who voted for PLCs (21 per cent). Some examples
educational/academic development centres of training and workshop sessions teachers had
at schools) participated in were on course and curriculum,

- governmental organisations (e.g. local school quality assurance, assegsment, and
universities, Thai TV station) preparation of students for natlongl tests.

However, such results need to be interpreted

- business sectors (e.g. publishers, public carefully, since it is possible that the teachers

companies’ corporate social responsibility rated more frequent activities as most useful.

(CSR) projects and activities)

- private organisations (e.g. associations
dedicated to English teachers and teaching).
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@ Teacher network
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Research work
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A Lessons Learned Meeting

Presentation at an academic conference

|

o Mentoring system
21%

(751) Other

Figure 3.3 The most useful CPD activities rated by questionnaire respondents

Teachers also recommended that self-study,
for example taking an online course, is one
of the most useful ways of improving expertise.

Recommendation 3.6: While most activities
teachers attended are group-based, formal
and handled by regional and national
institutions, teachers should be provided
with online resources and training courses
to support individual interests.

While this chapter provides details of CPD
activities, the next chapter will look further into
teachers’ experiences and perspectives on the
overall impact of CPD.



Chapter 4:

The overall impact of
continuing professional
development projects




Chapter 4: The overall impact of continuing professional development projects

This chapter focuses on the impact of CPD
activities, organised based on three main groups
of beneficiaries: 1) organisations (Section 4.1), 2)
teachers (Section 4.2), and 3) learners (Section
4.3). Suggestions and recommendations from
teachers for promoting the sustainability of
professional development are also presented
(Section 4.4). The findings of this chapter are
mainly based on the analysis of responses to

the open-ended items of the online survey.

4.1 The impact on organisations

Based on the analysis of word frequency, some
of the most frequently used words in the survey
responses which indicate the impact of CPD
activities on organisations are necessary, help,
develop, increase, support, change, more, school,
English department, organisation and district area.
By detailed analysis of these words, we found
that CPD activities have an impact on small-sized
communities, such as within a group of teachers
in an English department rather than at a school
level or an educational service area level.

For example, the activities help English teachers
be aware of the importance of continuing
development that leads to some change in the
department.

€

65

At a school level, some school authorities do not
realise the importance of teacher training or
teacher developmental activities. For example,
the ideas of PLCs are not substantiated into
actions. Rather, many reports are just made up
to satisfy the requirements.

‘The school directors do not usually give
support to the teachers who received
trainings to share their knowledge in their
schools. They typically invited guest speakers.
Also, they do not really promote the
importance of internal PLCs. Rather, teachers
just get the PLC report done to fulfill the
requirements without the actual PLC.
Secondary school teacher, Bangkok

Some teachers argued that the authorities would
not support training unless the teachers

who have been trained bring some changes

to their teaching.

‘If experience from an effective training helps
teachers teach more proficiently, then the
institution (school) will realise the importance
of the training and encourage teachers to
attend the training and CPD activities.’
Primary school teacher, Chiang Mai

The department has changed.

Teachers have adapted
teaching methods and

activities for students. These
changes develop students’
positive attitudes and they

enjoy learning English.

Primary school teacher, Lampang
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4.2 The impact on teachers
Knowledge and professional skills

To find out about the impact of CPD activities

in terms of knowledge and professional skills,
an analysis of the most frequently used words
in teachers’ responses was conducted. Some
frequent words are design, teach, develop,
lesson, skills, integrated, technology, knowledge,
teaching, curriculum, activities, techniques,
century, professional, development, content and
evaluation.

Overall, the teachers expressed their views that
different activities are effective in different ways.
For example, the class observation and the
supervisory session urged them to be well
prepared for teaching, the workshop provided
them with knowledge and skills, and trainings
helped them keep up with the changes in
education.

‘An internal supervision raises teachers’
awareness of their teaching preparation.

A workshop provides knowledge as well as an
opportunity to practice what has been taught.
It promotes self-development which one can
contribute to his/her community. A training
course helps teachers keep up with the
changes in curriculum, policies, and
regulations.’

Secondary school teacher, Loei

For the knowledge aspect, some of the most
mentioned areas, or the content that the teachers
learned from the developmental activities, were:

knowledge about the language
communicative language teaching approach
technology for language classroom
21st-century skills
assessment and testing
educational policies.

For skills, CPD activities helped teachers to:

plan and design what to teach, for example
focusing on content, activity and materials
used in their classrooms

be able to exchange ideas and share
experience with others.

‘ICPD activities] can be applied to classroom
teaching and activities. We share and
exchange knowledge in a wider community.
We are part of an information-sharing
community where we receive interesting
and usable information.’

Primary school teacher, Nakhon Pathom

However, some teachers shared their opinion
that CPD activities do not make an impact on
professional skills. Some key factors affecting
the effectiveness of the projects or activities are
the discontinuity of projects, a frequent change
of policies and a heavy workload for teachers
that blocks them from attending developmental
activities continuously.

Teaching

For teaching, some of the most frequently used
words in the teachers’ responses are teach,
develop, manage, techniques, various, activities,
new, design, learning, skills, adapted, lesson,
knowledge. Teachers indicated that they gained
new knowledge and experience necessary for
their profession as well as confidence in teaching
from training and workshops. The training
provided them with ideas for adapting:

activities and materials

teaching techniques, especially active learning,
communicative language teaching and
technology-integrated teaching.

These techniques could help increase learners’
engagement and decrease teachers’ talk in the
classrooms.

‘[CPD activities] improve teaching. Rather
than preparing too much content, teachers
focus on preparing activities for students.
In class, teacher talk less, but focus more
on the activities.’

Primary/secondary school teacher, Narathiwat

[The training] enables us to use technology
in classroom activities. Such activities
increase students’ engagement in learning.
Secondary school teacher, Bangkok
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Some teachers voiced their concerns that the
previous CPD projects were not effective for their
teaching practices. The ineffectiveness might be
related to the project design, the topics or the
implementation of projects. For example, the
topics and focuses of some training did not serve
teachers’ needs.

PLCs are considered really useful for teachers if
the activity is established as a culture. Currently,
teachers do not reach the potential of PLCs fully
because they do not realise their importance. For
some teachers, PLCs are regarded as extra
workload.

‘[Activities organised for teachers are] really
useful, especially PLCs. However, the past
PLCs were still not very effective because
the activities were not part of their common
practices. So, the activities were perceived
as difficult. Critiques and comments given
in PLCs sometime create conflicts between
teachers. They are not really open for
comments because of their ego. Well, they
did learn something from others. It was not
a complete failure.’

Primary school teacher, Buriram

Teacher networks

The analysis of frequently used words in the
teachers’ responses, for example network, group,
PLC, camp, exchange, colleagues, community and
Line, shows that CPD activities have a significant
impact on networks of teachers. A gathering of
teachers for the activities has resulted in creating
new networks as well as expanding existing ones.

There are several levels of networks joined by
different groups of members, with sizes ranging
from small to large, for example:

Line groups of teachers in English departments
at the same schools

social network groups of teachers who
participated in the same Bootcamp cohorts

PLC groups of trained teachers in the same
educational service areas

groups of TMTs and trained teachers.

We examined how the networks work through

an analysis of teach, exchange, help, PLC,
knowledge, techniques, collaborate, experience,
new and problem. These networks have been
used as a platform for sharing teaching resources
and information, for instance resources on
teaching techniques, materials, assessment
methods, news and updates, and other related
information.

However, some teachers argue that many social
networks created do not last long. The networks
help teachers feel more connected but fail to
create useful activities or true collaborations
after that.

‘It does not (create a network) because we do
not usually keep in touch with each other
after the training is over.’

Secondary school teacher, Kanchanaburi

Recommendation 4.1: Training should be
conducted on how teachers can make use of
their existing networks to contribute to the
development of teachers in their communities.
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4.3 The impact on learners

From a corpus-based analysis of the survey
responses, some frequent words which indicate
the impact of CPD activities on learners are help,
learners, students, develop, more, learning, better,
English, skills, activities, learning procedures,
interest, outcome, new, development, various, fun,
understand and attitudes. Further analysis of
these frequent words revealed the potential
impact on learners in two main ways: 1) attitudes
and behaviours, and 2) learning outcomes.

Attitudes and behaviours

Learning from the training which teachers
adapted and implemented in their classes made
students happier, more interested in the lesson,
more assertive and more enthusiastic to study.
For example, classroom lessons and activities
which the teachers brought to class helped
increase students’ engagement and participation.
The teachers encouraged students to use more
English in class during the activity time. Overall,
teachers thought that the students had better
attitudes towards their English class, and this
has a positive effect on learning performance
and outcomes.

‘Teacher professional development improves
the learning process and outcomes through
fun and enjoyable learning. They have positive
attitudes to learning English.’

Secondary school teacher, Songkla

‘Teachers have applied knowledge, techniques,
approaches as well as the lesson plans which
fit well with the students. [What have been
applied to classl] have the positive impacts

€
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on learning skills and attitudes that help
develop the learning outcomes.’
Primary school teacher, Sakon Nakhon

However, some teachers commented that
CPD activities did not show a clear impact on
learners’ outcomes.

4.4 Suggestions from teachers
for promoting sustainability of
CPD activities

Teacher voice is an important input for planning
future CPD activities as well as for developing the
teaching profession continuously. Some of the
most common comments are summarised as
follows.

1. Developmental projects should be held and
followed up continuously.

The continuity of a project or activities not only
refers to the regularity of events (e.g. every six
months) but also to the relevance of training
topics (e.g. a series of trainings in material
design) and levels of training (e.g. topics varying
from basic to advanced). The continuity also
means that the trained teachers are required to
complete some follow-up tasks to the training or
workshop they attended. For example, a training
programme could be broken into different
phases: attending a training session, creating

a teaching plan, designing materials, joining an
advisory session, doing research and showcasing
their work in an exhibition or at a conference. It is
also possible for teachers to be evaluated on
their progress relative to the training they attended.

Teaching techniques were
changed, but | cannot tell
whether it improves learning.

Secondary school teacher, Saraburi
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‘After the training, teachers should be
required to do follow-up activities, such as
research, and be monitored on their progress.
They will not receive a certificate unless they
complete all tasks. Later on, they should be
provided with an opportunity to present their
work. An incentive could also motivate
teachers to make positive changes.’

Primary school teacher, Khon Kaen

Recommendation 4.2: Experience from past
training sessions suggests that one-off
trainings are not very effective. Therefore,
teacher training should be organised in the
form of a series of training courses.

2. Authorities should involve teachers (or consider
teachers’ voices) in planning or implementing
new projects.

The teachers suggest that they should get
involved in the project planning process. They
should be able to express their needs, initiate

a project or activities and make choices on the
activities to attend. Teacher developmental plans
and projects should no longer be top-down.

‘Teachers should be free to choose the training
aspects they desire to improve for themselves,
for example Coupon Kru - | like its model
which provides choices for teachers. However,
the trainings they can join should not be
restricted to those organised in the same area
where they teach. The training they are
interested in might not be organised in their
area. The programme does not really meet
their needs. Any training designed must be
relevant to teachers’ needs. Teachers must be
free to choose the track for developing
themselves. In the past, we rarely have

CPD designed by and for teachers. Other
stakeholders such as supervisors and school
directors also play important roles in teacher
development. The changes should no longer
be top-down.’

Secondary school teacher, Chumphon

Recommendation 4.3: Governmental sectors
should ensure that they are open to teachers’
comments and feedback and provide
teachers with communication channels.

3. An ultimate goal of teacher development is
developing teacher expertise.

On the one hand, the main objective of training
and workshop sessions is to develop the teaching
profession. On the other hand, attending too
many of them to fulfil requirements could have

a negative effect on teachers’ own development,
as stated by one of the teachers.

‘Teachers should be able to choose one track
for developing themselves. Currently, we are
required to develop ourselves in so many
aspects. We are responsible for teaching,
taking care of students, and doing other
administrative work, such as the school’s
finance. The development courses assigned
by MoE take up so much time. We almost have
no time left for developing the lessons.’
Secondary school teacher, Nakhon Pathom

Recommendation 4.4: Teachers should be
able to choose the training courses which
are relevant to them and meet their desired
professional development path.

Recommendation 4.5: Beyond a certain level
of teaching proficiency, training and
development activities should aim to help
teachers become experts in a certain facet
of teaching.

More importantly, the authorities should
encourage teachers to gain and share their
expertise with other teachers in the community.

‘School executives must track progress and
achievement of teachers individually. They
should encourage teachers to form a group of
those who share the same interests and share
their specialised knowledge and expertise
with other teachers in a school. They should
appraise teachers’ performance and
achievement, but not intentionally favour
some of those who have close personal
relationship with them. The training that opens
one’s mind to global and educational changes
is needed. They should also provide financial
support for teachers’ participation in high
quality academic events.’

Secondary school teacher, Bangkok

While this chapter reflects teachers’ voices

on the impact of CPD activities, the next chapter
discusses how teacher support personnel work
and collaborate to promote the positive impact of
continuing development projects and activities.
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The key personnel who play an important role

in CPD activities are supervisors, TMTs, and ERIC
and PEER managers. The details of their
contributions and collaborations in teacher
developmental projects provide important input
for policymakers and stakeholders in the decision
making and planning of developmental projects,
enabling successful CPD project implementation.

This chapter presents CPD projects run by
supervisors, TMTs, ERIC managers and PEER
managers. The chapter also focuses on the
perspectives of these key personnel on effective
CPD activities, experience from past activities,
challenges and support they require, as well as
the collaboration needed to support teachers.

5.1 Supervisors

5.1.1 Responsibilities

A supervisor holds an official full-time position in
Thai education, with the role of training and
evaluating teaching in a given area (ideally about
five to ten schools per person) (Thai Post, 2019).
This differs from TMTs and ERIC managers, who
are teachers with additional responsibilities.

The main responsibility of the supervisor is
supervising teaching. The number of schools
under each supervisor differs in certain areas
and years. For example, a supervisor in a Primary
Educational Service Area Office in Kalasin is
responsible for 10 to 18 schools, while one in
Sisaket is responsible for 17 to 20 schools. The
supervisors create teaching supervision plans,
observe teaching practices and monitor teaching
and learning. After the Bootcamp project,
supervisors monitor teaching practices based on
the Bootcamp course through watching video
clips of teachers teaching. In certain educational
service areas, they supervise and monitor the
teaching practices with TMTs.

Apart from supervision, supervisors are also
responsible for CPD activities which cover

1) post-Bootcamp activities and 2) other teacher
development activities.
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For post-Bootcamp activities, supervisors 1)
design training courses and 2) facilitate
Bootcamp-PLCs. First, the supervisors organise
seminars or talks for teachers who attended
Bootcamp training. Second, although PLCs are
not supervisors’ main responsibility, they give
advice and organise school-level training
workshops on PLCs and facilitate PLCs which
relate to Bootcamp content.

Other development activities include teacher
training workshops for O-NET and the Programme
for International Student Assessment (PISA) (e.g.
in Nakhon Phanom), the teachers’ practice
competition for English departments (e.g. in
Kanchanaburi, Samut Prakan) and disseminating
useful information for teachers (e.g. about
training workshops).

5.1.2 Beliefs about the success of CPD

From supervisors’ views, two key factors for

the success of CPD are budget and active human
resources, especially the relevant authorities
(e.g. school directors). It is crucial that the
authorities realise the importance of professional
development projects and give support to
teachers and motivate them to develop
themselves continually.

‘School executives are key persons. They
must realise the importance of CPD and
encourage teachers to keep developing
themselves. After the teachers are trained,
we rarely see the real change afterwards.

As a supervisor, we cannot visit schools very
often ... and we are outsiders. Those who can
help and support teachers are school
executives. As a supervisor, we supervise
teachers, but we are not as important as

the executives. That is the point | would like
to make. We see that the executives who take
CPD seriously base their action on teacher
performance, and support and encourage
teachers in many ways. We will, then, see
teacher progress, and the changes quite
clearly. We also see a clear difference
between the schools with supportive
executives and the ones without.’

Supervisor 1, Kanchanaburi
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The supervisors named Bootcamp Turbo as an
example of a successful project, mainly because
this project provides practical teaching
techniques, materials and activities for teachers.
They added that there needs to be a system for
monitoring, tracking and evaluating how well
teachers applied what they learned to
classrooms, or how effective the programme is.

5.1.3 Challenges and support needed

The main challenge is a lack of supervisors
available to supervise a specific subject, that is,
English. One supervisor currently takes
responsibility for more than one subject, with a
heavy administrative workload.

Suggestions from the supervisors:

- Itis necessary to recruit and train
new supervisors.

- More importantly, it is most appropriate
to have supervisors be responsible for
a specific subject.

- The MoE should promote more active roles
for ERIC and PEER and make them more
connected to other teacher-support sectors.

Recommendation 5.1: Clear principled
decisions are needed concerning the
recruitment of supervisors. The choices are:
1) supervisors for all subjects in a small area
or 2) subject-specific supervisors in a large
area. Bases for selecting between these

two choices in a specific context are needed.

5.1.4 Collaboration

Participating and working in Bootcamp creates
connections among the teacher participants.
These connections, especially between
supervisors and TMTs, contribute to further
collaborations. One example is where a
supervisor has invited TMTs to visit a school
under supervision to observe teaching and give
feedback (e.g. in Kanchanaburi, Nakhon Phanom
and Samut Prakan). Some supervisors also called
for collaborations from teachers who received
Bootcamp training, for example to provide
cascade training for untrained teachers.

Supervisors work closely with schools, the
Educational Service Area Office and the MoE

as a key person in communicating with people in
these sectors. However, Table 5.1 clearly shows
no collaboration between supervisors and
ERIC/PEER managers. Examples of the work

and collaboration of supervisors with other key
personnel, mostly TMTs, in CPD projects are
summarised in Table 5.1.
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Types ; ERIC/
T Provinces Work T™T PEER Teachers
Discussion Project, Lessons Learned Meetings
Kanchanaburi \/ - \/
For example, Bootcamp-trained teachers are (trained
invited to share their experience after adopting -

techniques and activities they learned
from Bootcamp.

Post- | |
Bootcamp Nakhon Phanom — \/ - -

activities Lessons Learned Meetings

o
[0

Creating a supervisory plan

Samut Prakan For example, the supervisor created \/
a supervisory plan for assessing whether teachers
adopted techniques from Bootcamp Turbo in their
teaching. The plan was created with supporting
information from TMTs.

School ) _g \/
visits Kanchanaburi
School visits and class observations

Table 5.1 Work and collaboration of supervisors and other key personnel in CPD projects

5.2 Thai Master Trainers

5.2.1 Responsibilities

Unlike a supervisor, a TMT does not hold a
separate official position in the Thai education
system but is a teacher who also takes a role as
a teacher trainer. TMTs are teachers who received
Bootcamp training and were selected to be
trainers because of their potential by

British Council experts and the MoE. Since TMTs
are selected from Bootcamp training, their main
responsibilities are associated with Bootcamp:
1) Bootcamp Turbo, 2) Bootcamp PLCs and 3)
other training which relates to the Bootcamp
content or activities.

For Bootcamp Turbo, which is based on the
Bootcamp curriculum, TMTs design the
curriculum and training processes before, during
and after the training. They give advice on how
teachers can bring Bootcamp Turbo content

and activities into actual classrooms.

For Bootcamp PLCs, there are both face-to-face
and online activities. In some educational service
areas, TMTs are invited to be lecturers/trainers

in Bootcamp PLC activities. For example, in
Nakhon Phanom, the Secondary Educational
Service Area Office organised Bootcamp PLCs for
teachers of Bootcamp Batches 1-10, with TMTs as
trainers/lecturers. In addition, there are informal
PLCs conducted via Facebook and Line.
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For other training related to Bootcamp content or
activities, examples are training for teachers in a
certain educational service area (Chiang Mai), the
presentation of teaching techniques and teaching
processes in each school (Samut Prakan) and
being a member of a committee in the ‘Show and
share’ activity and the teacher exhibition
(Kanchanaburi).

5.2.2 Belief about the success of CPD

From TMTs’ views, there are three key factors
contributing to the success of CPD.

The continuation of CPD is most important.
It will help teachers maintain and improve their
knowledge and expertise.

Rewards for achievements could be a strategy
for motivating teachers to participate more
fully in CPD programmes. One possibility is to
organise events for teachers to present their
work to other teachers regularly. These events
should be organised at the local level. It was
noted that many teachers who lack confidence
are less likely to participate in national events.

CPD activities are likely to be successful and
effective if they are informal, supportive and
encourage connections.

‘... must be held continuously. Giving rewards
might also be important, for example, in a
form of an opportunity for presenting and
sharing their work. Typically, there is the Best
Practice contest at the national level.
However, some teachers may feel like they
are not good enough for the event. Attending
several academic events at a local level might
help increase their confidence.’

Thai Master Trainer, Chiang Mai

When asked about examples of successful
projects in the past, one TMT referred to
feedback given by teacher trainees, saying that
Bootcamp is one of the most effective trainings
that they have experienced. Some TMTs stated
that Bootcamp project operations could be a
good model for organising future CPD projects.

‘This project is good. We trained many
cohorts and received positive feedback.
Some teachers said that Bootcamp was the
best training in which they had participated.
They appreciated the British Council,
teachers, and everyone involved. For teaching
techniques, they experienced teaching
practices in the training through
demonstration and microteaching, received
feedback, and shared reflections. It was

a full coverage of training activities for an
individual. | think, actually, there must be

a follow-up project.’

Thai Master Trainer, Samut Prakan

5.2.3 Challenges and support needed

Currently, most TMTs conduct several trainings
each month because there are not many TMTs
at present. However, being one of a few TMTs
causes some negative impacts on their own
development as a teacher.

They have less time for teaching their
own students.

They spend time on non-teaching jobs. That is,
training had a negative effect on their career
growth since the criteria for gaining higher
academic standing for teachers rely mainly on
teaching hours.

Recommendation 5.2: The authorities should
find effective ways to facilitate TMTs and help
them overcome their challenges at work.
Some practical recommendations could be to:
1) make the job of TMTs into an official
position in Thai education with a clear job
description and career path, then recruit
more TMTs, or 2) allow teachers to choose
either a teaching-track or a training-track
position when they apply for a higher
academic rank.

In the past, TMTs were supported by the MoE to
participate in the TMT foundation training
workshop. They wished to attend the international
training courses for trainers to develop
themselves continuously.
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From their points of view on teacher training,
announcements of and updates on teacher
training courses should be circulated widely. It is
important that all teachers receive information
quickly so that they can keep up with the
updates.

5.2.4 Collaboration

TMTs work closely among themselves and

with supervisors and teachers who received
Bootcamp training and joined other
post-Bootcamp activities. They work in the
activities organised at a department level,

a school level and an educational service area
level. However, we found no formal collaboration
between TMTs and ERIC and PEER managers.

As part of their collaborative work with
supervisors, TMTs were involved in planning and
organising Bootcamp Turbo, Bootcamp PLC and
joining other Bootcamp-related activities under
supervisors. For TMTs with a close connection
with supervisors, they were also invited by
supervisors to be a part of other activities
which are not particularly related to Bootcamp.
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With the trained teachers, TMTs planned and
organised cascade training for teachers who
had not been trained. TMTs also worked with
teachers as facilitators, giving feedback and
suggestions for teachers who had problems and
difficulties with using techniques and activities
from Bootcamp in their classrooms. In most
cases, communication between TMTs and
teachers took place through social networks,
especially Line and Facebook Groups. After the
Bootcamp, TMTs still provided help for teachers
though Line groups. We created Line groups
where we gave advice for teachers informally.
We collaborated with the Educational Service
Area Oflce and supervisors. For supervisors,
they have contacts of TMTs in the area and
invited the TMTs to conduct trainings. For the
teachers who did not receive the Bootcamp
training, they can participate in the Bootcamp
Turbo which is an intensive course. The duration
of the course is different for each area, ranging
from 1 to 3 days.

Some examples of work and collaborations
between TMTs and other key personnel are
summarised in Table 5.2.
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ERIC/

Types ;
Provinces Work T™MT PEER Teachers

of work

Kanchanaburi @_J \/

Bootcamp Turbo

Post- .
Bootcamp @
activities
Nakhon Phanom Bootcamp Turbo, Bootcamp PLC \/

For example, TMT worked with supervisor,
organising Bootcamp PLC for the teachers who
have been trained in cohorts 1-10.

Kanchanaburi (&’ \/ \/

PLC Bootcamp Facebook Group

Informal PLC
PLC Nakhon Phanom \/

For example, teachers meet up for lunch or dinner
and share their experiences and problems in
teaching English to their students.

Samut Prakan I-_VJ

Informal PLC

Show and share,

b LT exhibition and workshop

Exhibition

Chiang Mai Best Practice

=

Chiang Mai ﬁ
Training for teachers
in the educational service area

S KIS S
<

Training

=
Samut Prakan i \/

Training for teachers
in the educational service area

Table 5.2 Work and collaborations of TMTs and other key personnel in CPD activities
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5.3 ERIC managers and PEER
managers

5.3.1 Responsibilities

ERIC and PEER managers are the teachers who
oversee CPD activities and projects at English
Resource and Instruction Centres (ERIC) and
Primary Education English Resource Centers
(PEER) which were originally set up in primary
and secondary schools throughout Thailand

to promote the CPD of English teachers.

Many ERIC and PEER managers said that after
Bootcamp training was organised, ERIC and PEER
rarely had a role in organising activities for
teachers. In some centres, its space was
downsized or used for other purposes. Managers
as well as their centres did not have an active
role. Projects and activities conducted by these
centres are those which were organised before
the Bootcamp project.

Projects under the supervision of ERIC and PEER
managers, mostly before Bootcamp, were as
follows:

Teacher training projects: ERIC and PEER
managers plan and design training content and
topics to suit the context and the teachers’
needs (ERIC manager, Samut Prakan; PEER
manager, Nakornpanom). They also invite
lecturers from a university in their educational
service area to train teachers from schools

in their centre network (PEER manager,

Chiang Mai).

Teacher development activities: They
organised the Best Practice competition
(PEER manager, Chiang Mai).

Teaching supervision and teaching observation:
There is the supervision/observation of
teachers’ instructional practices for schools

in the centre network. This can be counted as
PLC hours (e.g. ERIC manager, Kanchanaburi;
ERIC manager, Samut Prakan; ERIC manager,
Chiang Mai).

MoE projects: An example is Coupon Kru for
which ERIC and PEER centres are coordinators
(ERIC, Kanchanaburi).

Teacher Service Centres for teachers in an
educational service area: They provide advice
on organising teacher and student
development projects (PEER manager,

Samut Prakan), help create teaching materials
with teachers in their educational service area
(PEER manager, Chiang Mai) and disseminate
information.

Post-Bootcamp activities: ERIC and PEER
managers are project coordinators, as in an
educational service area in Kanchanaburi and
Nakhon Phanom, as well as training content
designers/planners (with others), as in

Samut Prakan.

5.3.2 Belief about the success of CPD

According to ERIC and PEER managers,
successful and effective activities or events held
in the past were those focused on teaching
techniques and methods. Apart from this, they
also raised issues about 1) support from school
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authorities, 2) collaboration of key personnel, and

3) project plans and implementation as importan
keys to the success of CPD.

A summary of their comments is given below.

The authorities should recognise the
importance of teacher development and give
teachers opportunities to attend professional
development programmes which would help

t

them improve their expertise. In the past, many

projects failed simply because teachers were
unable to attend the events.

Another key factor of success is the
collaboration between teachers and key

personnel in the educational system. These key

personnel are policymakers, teacher trainers,
supervisors, educational experts and other
professional development providers.

Project planning and implementation are
associated with time and budget. ERIC and
PEER managers recommended that an annual
development plan and timeline should be

developed beforehand, and the administrators

should be kept informed of progress. For
budgeting regulations, the centres should be

able to manage budgetary resources in a more
flexible way, depending on their specific needs.
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‘I think it is a good plan. In the past, | felt that
the tasks assigned for ERIC were quite urgent.
For example, we received budgets and were
assigned tasks on a short notice. We had no
time to plan or coordinate with other sectors.
The second point is about the budget which
was usually assigned for particular activities.
Because the budget was restricted to what it
was assigned to, it did not serve real needs.
For example, we could not use the operating
budget for buying computers. A key to success,
in my opinion, is teacher collaboration. The
activities they wish to initiate was PLCs.’

ERIC manager, Chiang Mai

5.3.3 Challenges and support needed

There are two major challenges faced by ERIC
and PEER managers.

The existence of the centres as well as the
managers has not been recognised by OBEC
since the Bootcamp project started in 2016.
In some areas, the space for the centres was
downsized or even replaced with offices for
other purposes.

Many teachers were not granted leave for
training or other professional development
projects held by ERIC/PEER centres. School
principals, teachers and ERIC and PEER should
discuss teachers’ leave for participation in CPD
activities, to come up with the best solution.

ERIC and PEER managers also pointed out other
issues related to a large number of teachers

in the areas with differing needs and a lack

of educational experts and teacher trainers.

They wish to receive support from university
lecturers for training and workshops.

5.3.4 Collaboration

As mentioned earlier, ERIC and PEER have
become less active since late 2016 when
Bootcamp started. Most collaborations reported
in this section occurred before the Bootcamp
project. In the past, ERIC and PEER had a close
connection with supervisors in the educational
service areas. They worked together in school
PLCs and on teaching observations, as well as
planned and organised training and workshops
for teachers. For recent work, ERIC and PEER
managers have collaborated with TMTs and
supervisors in post-Bootcamp activities only

in certain areas where they have personal
connections, for example Bootcamp Turbo and
observations of video clips recorded by trained
teachers who used techniques and activities
from Bootcamp in their classrooms.

Recommendation 5.3: The findings show little
collaboration between ERIC/PEER managers
and supervisors and between ERIC/PEER
managers and TMTs. To achieve more effective
CPD activities, authorities should identify the
roles of ERIC and PEER managers more clearly
and get them involved with supervisors, TMTs
and school directors.

Recommendation 5.4: The MoE needs to
create systems to promote more collaboration
of teacher support personnel.

Examples of collaborations of ERIC and PEER
with other groups of key personnel are presented
in Table 5.3.
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Table 5.3 Work and collaborations of ERIC/PEER managers and other key personnel in CPD activities

Types . ERIC/
ST Provinces Work Sup T™MT PEER Teachers
Nakhon Phanom @_) \/ ERIC \/
Bootcamp Turbo
Nakhon Phanom @ \/ \/ PEER
Bootcamp Turbo
Post-
Bootcamp
activities 9
. i
NG Training for teachers \/ PEER
who have not been trained
in Bootcamp
Samut Prakan @_) \/ ERIC
Bootcamp Turbo
. Samut Prakan Observation, PLC
Teaching \/ ERIC
observation
Chiang Mai PLC, Consultation session \/ ERIC
Nakhon Phanom PLC v ERIC
PLC PLC
Nakhon Phanom (Sharing information, teaching techniques \/ PEER
and problems in their classroom)
Training on O-NET
Natienlgbanon content and operations for teachers PEER
. Training on O-NET
e S content and operations for teachers PEER
Training
Samut Prakan 03/ \/ PEER
Teacher training
for schools in the network
In the next chapter, we will discuss whether above, as well as from teachers on their own
perspectives from MoE authorities align with professional development.

feedback from the key personnel discussed
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To gain insights into the current CPD activities
from a top-down perspective, we interviewed
three MoE officials who play key roles in
policymaking and planning of developmental
projects for teachers in Thailand. They also
expressed their personal views on professional
development and CPD projects, which crucially
reflect administrative perspectives for the future
development of teachers in Thailand.

1. Dr Kawinkiat Nonthapala, Ph.D. (Deputy
Secretary General of the Basic Education
Commission) provided an overview of Thai
policies which relate to teacher development.

2. Dr Atittaya Punya, Ph.D. (Director of English
Language Institute) was one of the key people
who handled the Bootcamp project.

3. Mr Weerasak Samaksamarn, Ph.D. (Head of
Language Learning and Teaching Unit,
Bureau of Academic Affairs and Educational
Standards) was responsible for the Bootcamp
project in the initial stages.

This chapter begins with a background to OBEC
work (Section 6.1), in particular the teacher
development aspect, which is the direct
responsibility of the English Language Institute
(Section 6.2). To achieve the main goal of OBEC
and the MoE, it is important to understand how
the MoE authorities view teacher professional
development (Section 6.3), to learn about their
experience of project management, collaboration
and challenges (Sections 6.4 and 6.5) and their
suggestions for promoting CPD (Section 6.6).

6.1 OBEC work on teacher
development

In general, the three MoE officials listed are
responsible for policymaking and outlining

Thai teacher development plans. However, they
handle teacher CPD that differs in scope and
areas, such as an overall picture of Thailand’s
educational development, the development

of teachers in all subjects and the development
of English teachers in Thailand.

OBEC is responsible for human resources in

five areas: 1) teacher recruitment, 2) work
allocation/assignment, 3) teacher development,
4) teacher welfare, and 5) retirement/resignation.
For teacher development in particular, the system
is structured in two main ways. The first is
development based on legal specifications.

This includes academic title appointments,
teacher-level promotions and renewing
professional teacher licences. The second
structure involves creating learning and teaching
development projects based on imperative issues
and teacher needs. This chapter focuses on the
second structure, the projects for professional
development initiated by the MoE. More
specifically, the English Language Institute takes
responsibility for the projects for English teachers
reported in this study.

6.2 English Language Institute,
OBEC

The main responsibilities of the English Language
Institute include: 1) English language teaching
(teacher development), 2) English language
testing (teacher quality assessment), and

3) support for teachers (e.g. in the forms of
Resource Centers and online platforms for

online training and testing). This study focuses
mainly on teacher development and support

for teachers.
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6.2.1 English language teaching
(teacher development)

To promote teacher development, the English
Language Institute oversees several projects

and activities for English teachers. Three projects
and activities which the three MoE officials
shared their views on are Bootcamp, PLCs

and the Coupon Kru Project.

The Bootcamp project

For Bootcamp (2016-18), the executives voiced
the opinion that two main elements which
promote its long-term effects are 1) teachers
and 2) policy. First, teachers are required to bring
what they learned from the training into continual
use. Second, the policy must be aligned with and
encourage the actual use of what was learned in
the training. This applies to activities at all levels,
including school, educational area and national
levels. To promote the long-term impact of
Bootcamp, the government can issue both direct
and indirect policies.

Some recommendations from the MoE executives
on policies are given below.

Supervising and monitoring system:

The supervisory session should follow up
on the actual use of Bootcamp activities
in classrooms.

Assessment of students’ performance which
is affected by the application of Bootcamp
activities: For example, assessing students’
performance in the speech contest might
reflect whether teachers use the Bootcamp
activities continually.

Observation and analysis of students’ reactions:
This involves observing whether students
enjoy learning English for communication.

Professional learning community (PLC)

The three executives believe that the key to PLC
success is to make teachers understand the
characteristics of PLCs and have PLC knowledge.
School principals also play an important role.
Alternatively, in a large-sized school, it could be
the head of the English department who has the
leadership and management skills to encourage
a PLC culture in the organisation.
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In the MoE officials’ views, the main
characteristics of PLCs are as follows.

Information and knowledge are exchanged
among teachers with different expertise.

There are no experts in a PLC, as it would lead
to controlling and taking over the floor (e.g. an
expert speaks while the other members listen
passively).

Effective PLCs engage teachers in sharing
knowledge and working collaboratively to
address problems of practice as well as to
discuss solutions. This, in turn, leads to learning.

PLCs should be informal.

Informal PLCs involve the participation of
every member.

All PLC members can contribute to the
community.

Appropriate technology and centralised
platforms are used to exchange knowledge
and skills (instead of using an individual/private
platform). This will encourage more
communication and decrease the number

of PLC paper documents.

Coupon Kru (Coupon for Teacher
Development Project)

Coupon Kru is another project which the three
executives discussed as an example of projects
which attempt to shift from a top-down to a more
bottom-up approach. Rather than assigning
teachers to a training programme organised by
the MoE, teachers are provided with a directory
of workshops and training courses available for
them to choose from, along with ‘coupons’ to
register for the training that is related to their
interests. Although there was both positive and
negative feedback, which suggests the need for
future development, Coupon Kru is considered

a successful project as it provided flexibility

for teachers in their development. The lesson
learned from Coupon Kru is that the MoE needs
to be careful when choosing topics/curricula for
teachers to choose from and running the projects
to meet the aims and standards.
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6.2.2 Support for teachers

This section discusses two forms of support for
promoting CPD: supporting facilities and
supporting authorities. Much of this support has
already been implemented, while some is
currently being developed for near-future
practices.

The supporting facilities

There are two types of facilities built into the
development plan in 2020: the Human Capital
Excellence Centre (HCEC) and the MoE’s digital
learning platform.

First, the HCEC was set up to promote the CPD of
all teachers and educators in Thailand. The MoE
opened the model HCEC in September 2020 at
Nawamintharachinuthit Satriwittaya 2 School and
plans to open a total of 185 HCECs, which will be
located in state primary and secondary schools
across Thailand by the end of 2021 (82 centres in
Phase | and the other 103 centres in Phase Il).
These 185 centres will replace the English
Resource and Instruction Centres (ERIC) which
were originally established for the development
of English teachers (Rohitsathian, 2020). Each
HCEC will provide training and testing for
education personnel, for example in English,
Chinese, digital skills and 21st-century skills
(Office of the Basic Education Commission, 2020).
The centres also provide CEFR-based tests, with
the aim of enabling teachers to know their English
proficiency level before joining training and
development programmes. The HCEC planning
and working systems are based on experiences
gained from the RETC. The management system
features TMTs, HCEC managers and supervisors,
who work together.

Second, the MoE’s digital learning platform will be
a centralised platform for training and testing
teachers and students under OBEC. The concept
of training is similar to that of the Coupon for
Teacher Development Project (Coupon Kru),
which offers a directory of training topics for
teachers to choose from. The training modules
are selected by a committee (which consists of
experts and executives) to respond to policy.
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The test results of teachers’ CEFR level will be
considered before they can choose training
programmes or modules which match their
interests and proficiency. In addition, this system
will enable teachers to join PLCs on an e-platform.

Based on the executive interviews, there are also
other forms of supporting facilities for promoting
CPD, such as:

communication channels via social networks
and websites

research grants

online PLCs or other forms of online
communities for teachers

both onsite and online training, pre-training,
placement tests and preparation for training.

The existing support for teacher development
comprises many channels of communication
between OBEC (MoE) authorities and teachers,
such as the Facebook page and website of
Nataphol Teepsuwan, the current Education
Minister (http://www.facebook.com/NatapholBKK,
http://www.nataphol.com), and the OBEC TV
channel. There is also a research grant
distributed by the Educational Innovation Office
and OBEC to support teachers’ classroom
research.

Supporting authorities

Supporting authorities refer to OBEC (MoE)
authorities, supervisors, directors of the
Educational Service Area Offices and school
directors. Supervisors are responsible for
supervising teachers and monitoring the support
systems for teacher development. They work
closely with directors of the Educational Service
Area Offices and school directors, who should
have administrative and academic knowledge
and expertise in various areas, for example
curricular, active learning, and digital literacy.
Once the HCEC is established, the head of the
centre will play an important role in providing
support for the development of individual
teachers. However, even with a good system,
teacher development cannot be achieved without
efficient authorities and administrators.
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6.3 Views on teacher
development

The executives’ views on CPD can be divided into
two areas: 1) teacher-related aspects and 2)
project-related aspects.

6.3.1 Teacher-related aspects

The executives believe that teachers should
develop themselves in terms of teaching and
other professional skills. They should also be able
to train other teachers. Some comments from
these key persons on teacher CPD are that:

teachers should have basic knowledge of their
profession in terms of, for example, curriculum,
evaluation and assessment

teachers should be lifelong learners who
always seek new knowledge for personal
development

teachers should develop their expertise

teachers should be able to give advice to or
coach other teachers based on their expertise.

Possible ways of encouraging teacher
development would be to:

consider teacher expertise as part of the
criteria for academic promotion

encourage teachers to do research on learning
(e.g. in the group of supervisors), raising
awareness among educational curriculum
designers for the tertiary level.

Recommendation 6.1: To meet the desired
quality of teachers, the MoE needs to evaluate
and improve the current teacher preparation
programmes. Given that PLC membership is
obligatory, this activity is most practical to
promote teacher improvement. PLCs should
aim to promote 1) basic knowledge and
sharing experience and teaching practices,
2) the practices of lifelong learning, 3)
teachers’ special interest groups which
support individual teachers’ expertise, and
4) teachers’ mentoring and coaching skills.
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6.3.2 Project-related aspects

The executives shared their views on project
characteristics and project management which
encourages teacher development.

CPD projects for different groups of
teachers should be different in scope and
focus. For example, there should be training
for new teachers and monitoring/coaching
activities for teachers who have already
received training.

Executives, especially school principals, are
required to have academic knowledge in terms
of management, curriculum, and evaluation
and assessment.

There should be a continuous supervision
and monitoring system.

Apart from using O-NET scores as an indicator
of the success and achievement of schools,
teachers and learners, research studies into
particular training should be conducted, and
research-based reports should be used for
training evaluation.

The management of previous projects involves
both top-down orientation (or implementing
the policy given by the MoE) and bottom-up
orientation (for which teachers propose a
teacher development plan based on their
interests and needs). For practical reasons,
the use of one approach would not work.

The constraint of the bottom-up approach is
that the large number of teachers might come
up with numerous training types. It would be
difficult to control the quantity and quality of
training. Some training topics may also overlap.
An example of a compromise between

the top-down and bottom-up approaches to
organising large-scale training is the Coupon
Kru project. The MoE set the overall structure
of the course and provided choices for the
teachers to choose from, based on their
interests. This reduces the number of topics
but still allows teachers to choose topics which
match their interests.
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Recommendation 6.2: CPD projects would
not be successful without effective teacher
support personnel who are closer to teachers
and know teachers’ needs better than the
MoE. Therefore, there should be PLCs for
key support personnel, for example HCEC
managers, supervisors and TMTs, to allow
them to collaborate and promote CPD
activities according to teachers’ needs
(especially those of particular groups of
teachers, e.g. new teachers, experienced
teachers, department heads, school
administrators).

6.4 Collaboration in organising
CPD projects

In the past, the MoE, OBEC and government
agencies received cooperation from many
parties when putting teacher professional
development policy into practice.

Forms of collaboration based on the executive
interviews included:

the collaborative work of several departments
under the supervision of the MoE

teachers and the MoE (e.g. via social networks,
websites)

English Language Institute and public sectors
(e.g. universities and language centres)

English Language Institute and private sectors
(e.g. national and international public
companies in education).

On the one hand, the cooperation was a top-down
process, proceeding from the MoE, OBEC, the
offices in OBEC, the English Language Institute,
Supervisory Unit, Educational Service Area,
supervisors, school directors to teachers.

However, the coordination is not entirely one-way.

Many offices of OBEC (e.g. Teachers and Basic
Education Personnel Development Bureau,
Bureau of Educational Testing and Bureau of
Basic Education Monitoring and Evaluation)
worked together to organise a teacher
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professional development project. On the other
hand, the cooperation can also be a bottom-up
process. OBEC has received teachers’
suggestions and feedback via various social
networks, such as MoE 360 Degree and the
website of the English Language Institute.

The English Language Institute, which is directly
responsible for the development of English
teachers, has cooperated with both public and
private sectors. In terms of the public sector,

it implements teacher development projects

in cooperation with universities and language
centres. In terms of the private sector, it
cooperates with private agencies, especially

in education, technology and communication.
Examples of national and international public
companies and organisations providing training
and testing are the British Council, Cambridge,
Pearson, Oxford and LanguageR.

6.5 Challenges of CPD project
implementation

The executive interviews revealed some
problems and challenges of teacher development
projects in terms of management and academic
aspects, which can be categorised into five main
points.

1. Policy changing

The ongoing changes of cabinet ministers
resulted in changes of policy and, in turn, caused
discontinuity of the policy. The policy should
correspond to both the development needs

and interests of teachers.

2. Transforming the policy into practice

When new policy is issued in relation to the
previous one, there can be a misunderstanding
that the previous one has been cancelled and
therefore only the new one is implemented.
This results in the discontinuity of the working
process. Therefore, those who issue the policy
are required to communicate with those who
implement it to ensure mutual understanding.
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3. Teacher preparation

Teacher education and training are far behind
the rapid changes of global contexts.

Neither in-service nor pre-service teachers are
well prepared. Educational institutions which are
responsible for pre-service teacher education
should consider revising curricula and subjects
which are related to teaching methods in order
to match the current teaching objectives and
English learning outcomes required by the policy.

4. Teachers’ workload

Teachers’ workload is a challenge which has been
discussed frequently, especially by primary
school teachers. In small-sized schools where the
number of English teachers is limited according
to its size, all of the teachers have been assigned
other work on top of their teaching workload. For
this reason, the teachers are required to take on
multiple roles and cannot focus on or make use
of what they have obtained from training. As a
result, they end up merely teaching the content
provided in textbooks because they do not have
time to prepare other extra activities. As school
directors are well aware of this problem, they try
to solve it by hiring assistant clerical officers to
handle administrative work. However, with the
financial law, they cannot hire enough people
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to do the job for small-sized schools. Therefore,
primary school teachers are still required to take
part in administrative work for their schools.

5. A large number of minor projects

There have been a large number of minor teacher
development projects, but they are scattered

and not connected. These projects may be
considered successful at a local level, but there

is no connection or cooperation between them.

A strong network of teachers would know what
projects are being or have been implemented,
and the repetitive development programmes
could be removed.

Recommendation 6.3: In light of the
challenges of the MoE, we would give
recommendations regarding project planning
and implementation. Prior to implementing
new projects for teachers, factors that the
MoE needs to consider are 1) the success
and failure of former policies, 2) transition
between former and new policies and

ways of communicating the policies to the
Thai education community, 3) the need to
investigate major projects run by state and
private institutions as well as minor projects
organised by individual institutions.
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6.6 Suggestions for promoting
CPD

Recommendations from the three MoE executives

can be divided into four key aspects: 1) the
objectives of teacher development, 2) teacher
development planning, 3) project administration,
and 4) roles of the MoE, regulated organisations
and teachers.

The objectives of teacher development

Training courses should cater to teachers’
different levels of proficiency (basic,
intermediate and advanced).

For academic title promotion, teachers are
required to have expertise or specialisation
and should be evaluated in terms of their work
and experiences.

Teacher development planning

There is a need for an overview of the
connections between various projects. This
can help to avoid repetitive projects and
create ones that have a greater impact in the
field of English teaching.

Policy and practices need to be connected.
Training should meet teachers’ needs and use
suitable methods. If the policy does not
support teachers’ needs, it is not possible to
continue the training projects.

Policymakers need to consider and create
a policy that includes development continuity,
monitoring processes and research to support
and evaluate the success of CPD projects.

Project administration

There is a need to make communication
platforms constantly active and able to run

by themselves. For example, if an e-community
platform has constant postings, sharing

and leaving comments, the platform can

run automatically.

Roles of the Ministry of Education, regulated
organisations and teachers

The MoE should take the role of a facilitator
and intervene less in CPD administration.

Project implementation should be an
integrated top-down and bottom-up approach.
The Ministry should support teacher
communities and networks and encourage
them to work cooperatively and to lead their
own projects.

The next chapter provides a summary of
key findings of the study. Suggestions and
recommendations for promoting CPD drawn
from the findings will also be provided.
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The previous chapters presented the detailed
findings of CPD activities after Bootcamp
(Chapter 3), the overall impact of CPD (Chapter 4),
the work of teacher support personnel (Chapter
5) and administrative perspectives on CPD
practices in Thailand (Chapter 6). This chapter
highlights particular concerns about the current
teacher CPD and provides recommendations for
future development. The six sections in this
chapter include a summary of CPD practices after
Bootcamp (Section 7.1) and potential directions
for CPD in relation to trainer development
(Section 7.2), teacher development (Section 7.3),
MoE CPD management (Section 7.4), MoE teacher
support personnel (Section 7.5) and action
(Section 7.6).

7.1 A summary of CPD activities
for English teachers

We collected the data for this project 18 months
after the completion of the Bootcamp project.
This period also overlapped with the Bootcamp
Turbo programme, which finished around the
end of 2019. The study shows that concepts
from Bootcamp were still active in teacher
developmental programmes for at least a year
after the project. However, we have no strong
evidence that Bootcamp’s impact on teacher
CPD will be sustainable. The Bootcamp concepts
were incorporated into CPD activities organised
in 2019, such as teaching supervisions,
professional learning communities (PLCs)

and a Best Practices contest for Bootcamp
participants.

There were many CPD activities carried out
across Thailand in 2019. The nhumber was far
fewer in 2020, which is partly due to Covid-19
pandemic restrictions which have been in place
since late March 2020. Over 90 per cent of the
teacher respondents reported that they attended
one to five CPD activities per year (Chapter 3).
These activities included:

Bootcamp Turbo, PLCs (Bootcamp PLCs
and MoE-PLCs)

training and workshops
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discussion sessions

the instructional media competition
the academic showcase

the Best Practice competition

collaborative training programmes delivered
by public and private partners.

The majority of these activities were organised
at national, regional or educational service area
levels, with little evidence of any activities being
initiated by individual teachers. Among these
activities, PLCs seem to be the most promising as
they promote long-term impact from Bootcamp
or any one-off training because of their flexibility
(e.g. in terms of occurrence, topic, types of PLCs,
size, formality and location). Therefore, PLCs are
one of the potentially effective activities for
teachers’ career-long development process.

The CPD activities revealed by this study can be
classified as three main types: top-down activity
(Section 7.1.1), mid-level activity (Section 7.1.2)
and bottom-up activity (Section 7.1.3). We will
also discuss the CPD activities in this chapter
based around these terms.

7.1.1 Top-down activity

Top-down activity refers to formal activities which
are initiated and organised by the MoE or by the
MoE in collaboration with other governmental

or private sectors. Examples of these activities
include the Bootcamp and Coupon Kru projects.

Overall, teachers evaluated the large-scale
top-down CPD activities based primarily on
format, content and, most importantly, the
practicality of the activities. Skill-based training
and similar programmes are likely to attract
teachers’ interests and meet their needs.

The activities teachers found most useful are
associated with:

teaching practices and techniques
English language knowledge and skills
teaching materials and resources
classroom management.
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7.1.2 Mid-level activity

Mid-level activity refers to activities which are
initiated or organised by Educational Service
Area Offices (ESAOs), supervisors or TMTs. Some
mid-level activities are Bootcamp Turbo (in 2019),
MoE-PLCs, the Lessons Learned Meetings at
ESAOs, the Best Practice competition, the
instructional media competition, and other
training and workshops organised by or held in
individual areas.

Although Bootcamp Turbo and the MoE-PLCs
were initiated and supported by the MoE, each
ESAOQ was authorised to decide how to allocate
the budget for English teacher development. The
lessons we have learned from these mid-level
activities are:

1) strong school networks in the educational
service areas are an important factor of
a successful CPD

2) the main concern related to budget
management is that there was no effective
tracking system to monitor whether the budget
was spent on the agreed purposes

3) the activities which the teachers felt forced

to do (e.g. MOE-PLCs) are unlikely to be successful
or effective since we found that some official
records of PLCs were fabricated just to fulfil

the requirements without actually conducting

the PLC events.

7.1.3 Bottom-up activity

Bottom-up activity refers to an activity where
individual teachers in an English department or

a school initiate an idea for CPD and implement it.
Although the majority of CPD activities found

in this study were mid-level activities, we found

a few cases where teachers conducted
collaborative CPD activities in their community.

For example, one teacher we interviewed for the
Chiang Mai case study has often worked with his
colleagues to initiate and organise activities for
other teachers. Because of his strong leadership
skills, interpersonal skills and high self-motivation,
he has created networks with local and
international non-governmental organisations
and universities, initiated collaborative projects,

invited specialists to give talks for teachers and
discussed teaching practice issues with other
teachers, activities which he considered informal
PLCs. He enjoyed working on these and found
them successful. In other areas, we also found
PLCs conducted by small groups of teachers in
English departments. Unlike the MoE-PLCs, the
individual PLCs were not formally set up. In these
PLCs, a few teachers met up and shared their
class experience as well as communicated
through Line Groups. The teachers considered
this activity an informal PLC and found it more
practical and productive than the formal one
since they were comfortable with having casual
conversations with colleagues who knew each
other well. The information from these cases
suggests that bottom-up activities are
satisfactory to teachers and should therefore be
promoted. Individual teachers need role models,
appropriate training and support from the
authorities to develop self-awareness of
professional development.

7.2 Potential directions for CPD
in relation to trainer development

Most CPD activities, especially mid-level and
bottom-up activities, would not be successful
without teacher leaders, trainers and other
key support personnel as important actors.
According to the findings, their key challenges
are:

their official position as a teacher, which
makes training-related workload an extra
responsibility

their different training needs

the lack of self-awareness and
self-directedness of professional development

the lack of leadership skills.

For long-term development, individual teachers
should learn to become educational leaders.
The MoE, ESAOs and schools should support
existing trainers and leaders and develop

new ones. Therefore, we have recommendations
for training and professional development
programmes for teacher trainers and leaders
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which can be conducted as top-down and
mid-level programmes. In light of teacher
interviewees, recommendations for school
director and teacher trainer development
are given in Sections 7.2.1 and 7.2.2.

7.2.1 School director workshop

Many teachers stated that a school director is

a key person who can support or obstruct CPD.
Many teachers felt that school directors should
be more supportive and should value the
importance of teacher development. Therefore,
school directors’ understanding of CPD is crucial
to promote teacher CPD.

Recommendation 7.1: MoE and ESAOs should
provide workshops or discussion sessions
for school directors and leaders on their
important roles in teacher CPD, for example
their roles in increasing teachers’
engagement in CPD and supporting
teachers’ self-initiated activities, especially
post-training activities. To maintain

and develop the national CPD system,
contributions to teacher CPD should be

set as one of the significant requirements for
a performance evaluation of ESAO directors
and school directors.

7.2.2 Trainer training workshop

The findings suggest that TMTs are influential
agents who were involved in all phases of
Bootcamp Turbo as well as other subsequent CPD
activities. TMTs and supervisors created teacher
networks which stimulated collaborations and
promoted teachers’ self-initiated CPD activities
afterwards. For ERIC and PEER managers,
although they have had a less active role
recently, we believe that their experience as
teacher trainers and facilitators should be
continually developed. Developing the current
trainers’ performance and training teachers to be
effective leaders will promote mid-level and
bottom-up initiatives.

Recommendation 7.2: Leadership training
programmes (e.g. finding sponsorships,
teamwork, effective communication skills)
should be organised annually at national
or regional levels for supervisors, trainers,
and ERIC and PEER managers.

¢

In addition to current trainers and leaders, Thai
teachers should also be able to initiate or choose
to attend CPD activities according to their needs.

Recommendation 7.3: Since we found that
many teachers are more likely to attend CPD
activities only because the school requires
them to, Educational Service Area Offices or
schools should encourage teachers to be
more self-directed with their development.
Aligned with the issues raised by Pedder and
Opfer (2010), steps which could be followed
are to 1) provide training to raise teachers’
awareness of self-development planning which
meets professional standards, 2) offer a
variety of resources online and onsite at the
Human Capital Excellence Centre (HCEC),
which would help teachers attain their
development goals, 3) provide a channel for
teachers to request their desired training
course and the opportunity to organise
projects/activities for other teachers to join.
By taking these steps, some teachers would
also develop self-direction and leadership
skills to become leaders of bottom-up CPD
projects afterwards.

Recommendation 7.4: Related to the previous
recommendation, Educational Service Area
Offices should set clear criteria for selecting
teachers to enter the training programmes,
such as those who have experience in
initiating CPD activities.

The other developmental training programme for
trainers worth conducting is on PLC skills. Based
on the findings, PLCs occurred most frequently
with flexibility in their time, topics, members,
formality, locations or platforms. Therefore, it is
the most practical activity used for leaders’
development processes.

Recommendation 7.5: Since there is evidence
that many teachers do not have a clear
understanding of what PLCs are and how

they work, the MoE needs to provide clear
guidance on this issue. An online platform is
preferable over training courses in this case
since a large number of teachers should be
involved. Therefore, websites and guidance
for effective PLCs should be provided through
the MoFE’s digital learning platform.
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We found that teachers often do not engage in
PLCs because they are worried about criticism.
Trainers who facilitate PLCs need skills training
to overcome this issue.

Recommendation 7.6: PLC leaders should
learn and use group management skills
along with feedback-giving skills, such as
appreciative advising, which focuses on
strengths instead of weaknesses (see Tian
& Louw, 2020).

Many teachers feel threatened in PLCs. They do
not share because they can be criticised. On the
other hand, they do not criticise others because
they are worried that they make others lose face.
Therefore, appreciative advising based on a
strengths-based approach for PLCs may be a
useful way of encouraging teachers to participate
in effective PLCs.

7.3 Potential directions for CPD
in relation to teacher development

Based on the interviews with teachers and MoE
officials, teachers’ self-awareness of CPD and
initiatives of professional development were
found essential to the success of CPD. The
interviews show that most CPD activities which
teachers had experienced were top-down
initiatives from the MoE, Educational Service
Area Offices or schools, with participation in the
activities being required (Chapter 3). Therefore,
many teachers perceived the activities as
time-wasting.

According to MoE officials’ perspectives
(Chapter 6), they have tried to find a balance
between top-down and bottom-up activities
and, therefore, they support and facilitate
schools’ or teachers’ self-initiated projects and
activities. The MoE has allocated money and
transferred decision making to their regional
and local offices (e.g. Educational Service Area
Offices) for teacher development management
to enhance decentralisation, although it is still
not very effective. These practices show that the
MoE encourages and supports individual offices,
schools and teachers to be more independent.
Clear evidence of this plan is the Coupon Kru
project, which allowed individual schools and
teachers to make training choices based

on needs and interests. The project concepts
and practices were satisfactory, although the
management and quality control needed to be
improved. Another piece of evidence showing
that teachers tend to be satisfied with their own
initiatives was from the Chiang Mai case study
where a teacher and his colleagues successfully
organised CPD activities in collaboration with
local and international private organisations.
Based on this evidence, we could say that
teachers should be encouraged to be more
independent and more self-directed in their
professional development, while teachers’
self-initiated activities should also be promoted.
Therefore, at two levels, we provide
recommendations below for CPD activities
which will promote teachers’ self-directedness
on their development.

7.3.1 Mid-level programmes for teacher
development

Based on the findings, the majority of post-CPD
activities have been organised and supervised
by Educational Service Area Offices and school
clusters. Teachers reported that the recent
activities they had attended equipped them
with knowledge on language rules and use, the
communicative teaching approach, technology
for language classrooms, 21st-century skills,
assessment and testing, changes and
development in education, and educational
policies.

Recommendation 7.7: Since we found that
most training courses teachers receive are
knowledge-based, Educational Service Area
Offices should also pay more attention to
skill-improvement aspects.

One of the suggestions from teachers for
promoting the sustainability of CPD is to develop
teachers’ expertise, which is also considered
the ultimate goal of effective CPD.

Recommendation 7.8: To develop teachers’
expertise, Educational Service Area Offices
should organise a regional event/conference
to provide teachers with an opportunity to
display their work and to share their
experience and expertise gained from
participating in training.
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7.3.2 Bottom-up activities for teacher
development

PLCs would work best as a bottom-up activity

to improve knowledge and skills through a
collaborative environment. They can also be used
as a follow-up session for training courses and
workshops. However, the findings show that
teachers viewed PLCs as the most problematic
activity. Support should be given to bottom-up
PLC activities as follows.

Recommendation 7.9: Since face-to-face PLCs
were found to be more interactive and the
discussions more thoughtful, face-to-face
PLCs or synchronous online PLCs through
videoconferencing platforms are preferable
over PLCs through asynchronous messaging
in Line or Facebook Groups. Asynchronous
online PLCs could be used as a platform for
further discussions. To facilitate teachers,
effective equipment and internet connections
should be provided for them at schools or

at the HCEC to allow them to use
videoconferencing effectively.

Recommendation 7.10: The findings show that
teachers preferred PLCs with experts or PLC
leaders than PLCs by teachers alone. At an
initial stage of creating and developing a PLC
culture, there should be hands-on training
for teachers in PLC sKkills, in which they
participate in actual PLCs with guidance and
support from facilitators such as supervisors
and TMTs. Later on, teachers should be
encouraged to initiate informal PLCs.

Teachers will also need ongoing support after
the PLC training and other training courses

and workshops. This ongoing support should be
available on the MoE’s digital platform and

at HCEC.

Recommendation 7.11: Through the digital
learning platform and HCEC systems, there
should be PLC and CPD counsellors who give
ongoing support to teachers. The counsellors
should be available for teachers to contact
and discuss PLC practices and other post-
training practices through an online platform
or in person. Counselling hours should be

set up and posted on the digital platform

and HCEC websites.

7.4 Potential directions for CPD
in relation to CPD management

The previous sections provided
recommendations for trainer and teacher
development programmes. In this section, the
focus is shifted from CPD activities to CPD
management, for which the MoE is responsible.

The interviews with MOE executives revealed
their concerns for CPD management, their
possible solutions to problems in education and
their future development plans. Some of the
problems indicated by teachers also topped the
list of the executives’ concerns (Chapter 6). Some
new projects launched by the MoE aim to solve
these problems to some extent. For example,
while teachers noted an unmanageable workload,
an Mok official explained that the employment of
school administrators should help reduce some
administrative work for teachers. However, this
problem is still unsolved in many small-sized
schools because, by law, the school size limits
the number of academic and administrative staff
at the school. Another example of action by the
MoE is the recent launch of a digital platform
which consists of training courses and testing
modules (Chapter 6). This should address
teachers’ suggestions of online training courses
as alternatives to face-to-face training. It is likely
that these projects will meet teachers’ needs and
will lead to positive changes if the implementation
is successful.

Recommendation 7.12: Given that the MoE will
provide teachers with face-to-face as well as
online training courses, they should consider
whether each CPD issue needs training or
whether it can be done online through the
digital platform. To make the choice between
face-to-face and online training courses, the
number of teachers and a specific CPD issue
to deliver are key issues. If there are a large
number of teachers involved and the focus is
on the basic topics, such as how PLCs work,
using the online platform may be preferable
because there are many people to be trained
and the focus is more on knowledge transfer.
If the training is more about skill development
for a small number of teachers, face-to-face
training is more practical and effective.
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Although the findings imply that MoE executives
and teachers share some common concerns, it
seems in reality that the two parties do not have
a full understanding of each other’s perspectives.
This may be because communication has gone
through several major phases for a particular
project implementation and has involved many
people. Incomplete messages transferred
through several pathways might cause
misunderstandings which will have an effect on
the satisfaction and motivation of teachers and
other practitioners. Effective communication in
the education system is, therefore, very
important.

7.4.1 Communication

Some important factors which negatively affect
teachers’ professional development are the
discontinuity of projects, frequent changes of
policies and a heavy workload. On the policy
changes, communication between the authorities
and practitioners through several phases was
unclear or incomplete, and this might have
caused misunderstandings. Policymakers should
find effective ways to communicate with
practitioners (e.g. head of educational service
areas, supervisors, school directors and
especially teachers) and get them involved

in implementing CPD projects and activities.

Recommendation 7.13: Given the shifting
nature of media in current society, the MoE
needs to be aware of the situation and try
multiple media methods as their channels

of communication. Therefore, they should
continue to search for social media channels
to engage teachers and the public in their
policy.

The MoE should investigate whether modes and
channels of communication they currently use
are effective. Then, the most appropriate and
effective methods of communication between
the MoE and stakeholders should be promoted
and used to facilitate a more successful
implementation of policies.

Recommendation 7.14: The MoE should set up
a system which evaluates the effectiveness
of their communications. They should
experiment with using different channels and
methods and evaluate the effectiveness of
each of them to be able to identify directions
for effective communications in the future.

74.2 PLCs

MoE officials believe that PLCs should become
part of the culture of in-service and pre-service
teachers. The activity can be an effective support
system for teachers’ long-term development.

Recommendation 7.15: Given that teachers
perceive paperwork for formal PLCs as an
unnecessary burden that stops them from
engaging in PLCs, any related administrative
requirements for PLCs should be streamlined
into easy-to-complete online forms. Moreover,
an observation and evaluation of PLCs, when
necessary, could be conducted through an
online platform to save time and travel costs
required for conducting an onsite observation
and evaluation.

Recommendation 7.16: To facilitate teachers’
PLCs, the MoE’s online platform should have
PLC-support features which aim to reduce
paperwork. These features could be
videoconferencing tools to enable
synchronous online PLCs, tools that keep
participation records, and fillable and
printable PLC reflection forms, which can
radically reduce the required paperwork.

Since PLC participation is one of the
requirements for career promotion, records
from the system should be eligible for use

in teachers’ applications for job promotion.
This recommendation also applies to other CPD
programmes and activities.

Recommendation 7.17: PLC skills training
should be integrated into an orientation
session of new teachers as well as a
pre-service teacher training programme.
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71.4.3 Key personnel

Currently, supervisors and TMTs are the most
active teacher-support personnel (Chapter 5).
These personnel have stronger relationships with
teachers than ERIC and PEER managers, who
have not played active roles in the past two
years.

TMTs, as new members of the teacher support
system, played an important role in stimulating
activities following the Bootcamp project, as well
as other informal activities. It is noticeable that
connections between 1) TMTs and supervisors
and 2) TMTs and teachers after Bootcamp are the
key factors which created collaboration in the
follow-up activities.

Collaborations of these key stakeholders are
essential for implementing CPD projects
successfully. Stakeholders should be provided
with directions of how a whole CPD system works
and should fully understand the roles and
responsibilities of their partners in the system.

Recommendation 7.18: The MoE should deliver
an overview of the whole teacher support
system, including existing and new support
systems launched recently (HCEC and the
digital learning platform), as well as the roles
and responsibilities of stakeholders such as
supervisors, TMTs, ERIC and PEER managers
and HCEC support staff. This overview needs
to be prerequisite knowledge for new
supervisors, trainers and key teacher support
personnel.

7.4.4 Monitoring systems

The number of CPD activities organised for
teachers each year is satisfactory. For some
teachers, however, there were too many
activities, and they tended to lose focus of their
development. Moreover, the findings suggest that
the MoE should improve monitoring and
evaluation systems.

Recommendation 7.19: Given that the MoE
has problems with quality control, it could
explore whether a machine learning or
artificial intelligence system could be used to
monitor administrative forms submitted, to
check and screen for which documents
should be focused on.

The MoE should keep accurate records of
top-down projects and investigate other mid-level
and bottom-up CPD projects and activities in
terms of types, topics and number of CPD
activities organised in Thailand in recent years.
The records are important input for future plans
and implementations. For example, similar
training and activities can be combined and
organised as collaborative programmes.

Recommendation 7.20: Because a large
amount of data has been produced from
training, PLCs and other CPD activities, the
MoE should use effective data visualisation
systems to collate data into graphical output.
For example, teachers fill in the online form
and submit it to a system which automatically
identifies and analyses the data and then
produces automated summaries for
monitoring purposes.

7.5 Potential directions for CPD
in relation to staff issues

Supervisors, TMTs, and ERIC and PEER managers
are key actors in a successful CPD system. It is
crucial to pay attention to their work, challenges
and problems they have experienced and to
provide support if necessary. The following
recommendations were made based on the main
concerns of these key personnel.

Recommendation 7.21: Currently, nearly all
training relies on MoE staff members, such as
supervisors and TMTs, to run the training
courses. Given the excessive training
workload of most supervisors and TMTs

at present (see Chapter 5), the MoE could
explore whether external organisations,

such as teacher associations, publishers

and local and international universities,

could provide support for teacher CPD. These
organisations could be asked to provide extra
support for training and development, rather
than simply relying on MoE staff.
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7.5.1 Supervisors

Supervisors monitor and give feedback that
contributes to the development of teachers.
Problems faced by some supervisors are
concerned with the time and distance between
supervisors’ offices and supervision sites.

Each supervisor provides supervisory services at
many schools, some of which are very far away.
To keep their workload manageable, supervisors
rarely supervise teachers at remote schools
because of the long distance between districts.
This hinders the supervisor from having close
relationships with teachers and spending
adequate time to supervise thoroughly in order
to have a real impact on teaching and learning.

Recommendation 7.22: Since distances
between supervisory units and schools
needing supervisions is an obstacle to having
regular supervisions, supervisory sessions
can be conducted online and integrated with
the onsite visits. In some areas where onsite
sessions are not practicable, equipment and
internet connections should be provided for
supervisors and teachers, to enable effective
videoconferencing supervisions.

7.5.2 TMTs

As suggested earlier, concepts and lessons
learned from Bootcamp (and any training course)
should be integrated into subsequent projects to
promote long-term impact. TMTs take the most
active role in running Bootcamp-related activities
and cascading Bootcamp-based trainings to
achieve this purpose. TMTs also take part in
collaborative projects and mid-level and bottom-
up sharing activities through several teacher
social networks.

However, there are challenges faced by TMTs,
mainly with their career development.

First, there is no official trainer position in the
Thai education system nor any long-term career
path open to them. Second, current criteria for
career promotion mostly rely on teaching, but
do not take training workload into account.
Since TMTs spend several hours on non-teaching
jobs and therefore have less time for teaching,
these responsibilities become obstacles in their
career path.

Recommendation 7.23: Excessive training
workload has affected TMTs’ teaching at
school and promotions on their career path.
The MoE should develop a clear career path
for TMTs and then recruit more TMTs to
reduce the workload of the current team.
Regarding a TMT’s career development, the
MoE should consider 1) revising criteria for
teacher academic promotion which include
training workload, or 2) setting up an official
position and clear directions for development
as a teacher trainer in the education system.

7.5.3 ERIC/PEER

ERIC and PEER managers reported that there was
no budget allocated for ERIC and PEER recently.
They felt that they have been neglected since

the Bootcamp programme was implemented.
They have fewer opportunities to play active
roles as teacher training personnel.

Although this is partly due to the current change
from ERIC/PEER to HCEC, the findings clearly
show that ERIC and PEER managers were not
informed about the change. The MoE should keep
ERIC and PEER managers informed about this
change of ERIC/PEER to HCEC and provide clear
directions for their professional development

in the teacher support system.

7.6 Potential directions for action

The recommendations in this report have been
organised according to the specific issues that
addressed the five objectives. In this section,

to provide these recommendations aiming

at specific stakeholders more explicitly, we
consolidated and rearranged them according
to the main stakeholders and target systems,
including the MoE, the Educational Service Area
Office (ESAO), Human Capital Excellence Centre
(HCEC), the MoE’s digital learning platform and
training providers. Furthermore, this section has
summarised findings and evidence in the report
leading to each of the recommendations and
potential directions for action that could lead

to long-term benefits.
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The Ministry of Education

Findings

97

Recommendations

The budget allocated for Bootcamp Turbo
training was spent for other purposes not
relevant to English teacher development.

The MoE should monitor ESAO budgets and expenditures for
English teacher development projects (Recommendation 3.3).

Supervisors are overworked and many of
them supervise multiple subjects.

Clear principled decisions are needed concerning the
recruitment of supervisors. The choices are 1) supervisors for
all subjects in a small area or 2) subject-specific supervisors in
a large area. Bases for selecting between these two choices in
a specific context are needed (Recommendation 5.1).

Excessive training workload had negative
effects on TMTs’ teaching at school, their
promotions and their professional
development as a teacher.

The MoE should facilitate and help TMTs overcome their
challenges at work. Some practical recommendations could
be to: 1) make the job of TMTs into an official position in

Thai education, with a clear job description and career path,
then recruit more TMTs, or 2) allow teachers to choose either
a teaching-track or a training-track position when they apply
for a higher academic rank (Recommendation 5.2).

There is little collaboration between ERIC/
PEER managers and supervisors and between
ERIC/PEER managers and TMTs.

The MoE should clarify the roles of ERIC and PEER managers
and get them involved with supervisors, TMTs and school
directors (Recommendation 5.3).

The MoE needs to create systems to promote more collaboration
of teacher support personnel (Recommendation 5.4).

Given that PLCs are obligatory, this activity is
most practical to promote teacher
improvement.

PLCs should aim to promote 1) basic knowledge and sharing
of experience and teaching practices, 2) practices of lifelong
learning, 3) teachers’ special interest groups which support
individual teachers’ expertise, and 4) teachers’ mentoring
and coaching skills (Recommendation 6.1).

There have been a large number of CPD
projects, but they are scattered and not
connected.

Prior to implementing new projects for teachers, factors that

the MoE needs to consider are 1) success and failure of former
policies, 2) transition between former and new policies and ways
of communicating the policies to the Thai education community,
3) the need to investigate major projects run by state and private
institutions as well as minor projects organised by individual
institutions (Recommendation 6.3).

Most previous CPD activities came from
top-down initiatives, while the MoE intended
to balance top-down, mid-level and bottom-up
activities.

The MoE should provide a channel for teachers to request their
desired training course and the opportunity to organise projects/
activities for other teachers to join. By taking these steps, some
teachers would also develop self-direction and leadership skills
to become leaders of bottom-up CPD projects afterwards
(Recommendation 7.3).

The MoE and practitioners communicated
through several phases. Their communication
was sometimes unclear or incomplete, and
this might have caused misunderstandings.

The MoE needs to be aware of the shifting nature of media
in current society and try multiple media methods as their
channels of communication with teachers and the public
(Recommendation 7.13).

The MoE should experiment with using different channels and
methods and set up a system which evaluates the effectiveness
of each of them to be able to identify directions for effective
communications in the future (Recommendation 7.14).
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Teachers perceive PLC paperwork as an Related administrative requirements for PLCs should be
unnecessary burden that stops them from streamlined into easy-to-complete online forms. If necessary,
engaging in PLCs. observations and assessments of PLCs should be conducted

online to save time spent onsite and travel expenses
(Recommendation 7.15).

Connections between 1) TMTs and supervisors The MoE should deliver an overview of the entire teacher support
and 2) TMTs and teachers after Bootcamp led system, including existing and new support systems launched

to collaborative activities. Their collaborations recently (HCEC and the digital platform), as well as the roles and
are essential for implementing CPD projects responsibilities of stakeholders such as supervisors, TMTs, ERIC
successfully. and PEER managers and HCEC support staff. This overview needs

to be prerequisite knowledge for new supervisors, trainers and
key teacher support personnel (Recommendation 7.18).

The MoE has problems with quality control. The MoE should explore whether a machine learning or artificial
intelligence system could be used to monitor administrative
forms submitted, to check and screen for which documents
should be focused on (Recommendation 7.19).

Because a large amount of data has been produced from training,
PLCs and other CPD activities, the MoE should use effective data
visualisation systems to collate data into graphical output. Then,
the automated summaries can be used for monitoring purposes
(Recommendation 7.20).

The training workload of most supervisors The MoE should explore whether external organisations, such as

and TMTs is excessive at present because teacher associations, publishers and local and international

nearly all training courses rely on these universities, could provide support for teacher CPD rather

people (Chapter 5). than simply relying on MoE staff (Recommendation 7.21).
Based on these findings and recommendations, A database of CPD activities which allows MoE
there are some digital resources and support administrators, local offices of the MoE (e.g.
systems which the MoE could develop or improve ESAQ, supervisory units), individual teachers,
to enhance the quality of their administrative and public and private organisations to add
work. and update activities for teacher development

as a means of keeping records and promoting

Budget-tracking system used to monitor

and keep track of the budget allocated to each activities.

regional and local office to ensure effective Online communication platforms which engage
use of the budget and resources for teacher teachers (e.g. to request training, to propose
development. bottom-up activities, to promote and join PLCs),

public and private organisations (e.g. to call
for collaborations) and the general public
(e.g. to increase policy awareness) in CPD.

Al applications for quality control used to keep
records of training, PLC and CPD activities and
to generate data visualisation, graphical data
and summary reports for the MoE to evaluate
success and failure of the projects.
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The Educational Service Area Office (ESAO)

Findings

29

Recommendations

The training lasts only two days. There should
be additional time for observing teachers’
actual classroom practice.

There should be a teaching monitoring system by supervisors.
Supervisors should attend this training or observe TMTs in order
to monitor teachers’/trainees’ future instructional practices more
effectively (Recommendation 3.2).

At some schools with only one or two English
teachers, the English teachers do not have
their own PLC activities.

School size and type affect the kinds of PLCs which the teachers
experience. Teachers at small-sized schools should be provided
with opportunities to join PLCs for English teachers
(Recommendation 3.4).

Many social networks created after any
training do not last long. The teachers feel
more connected but fail to create useful
activities or true collaborations after that.

Training should be conducted in how teachers can make use of
their existing networks to contribute to the development of
teachers in their communities (Recommendation 4.1).

A school director is a key person who can
support or obstruct CPD. Many teachers felt
that school directors should be more
supportive and should understand and value
the importance of teacher development.

The MoE or ESAO should provide workshops or discussion
sessions for school directors and leaders on their important roles
in teacher CPD, for example their roles in increasing teachers’
engagement in CPD and supporting teachers’ self-initiated
activities, especially post-training activities (Recommendation
7.1). CPD work of ESAO and school directors should be part of
their performance evaluation.

Most training courses were knowledge-based.
Teachers showed preference for skill-based
courses.

ESAO should pay more attention to skill-improvement aspects
(Recommendation 7.7).

Teachers suggested that developing teachers’
expertise is one goal of effective CPD.

ESAO should organise a regional event/conference to provide
teachers with an opportunity to display their work and to share
their experience and expertise gained from participating in
training (Recommendation 7.8).

Teachers preferred PLCs with experts or PLC
leaders than PLCs by teachers alone.

At an initial stage, there should be hands-on training for teachers
in PLC skills, in which they participate in actual PLCs with
guidance and support from facilitators such as supervisors and
TMTs. Later on, teachers should be encouraged to initiate
informal PLCs (Recommendation 7.10).

The MoE provides teachers with face-to-face
as well as online training courses.

The MoE should consider whether each CPD issue needs training
or whether it can be done online through the digital learning
platform. To make the choice between face-to-face training and
online platform, the number of teachers and a specific CPD issue
to deliver are key issues. If there are a large number of teachers
involved and the focus is on the basic topics, such as how PLCs
work, using the online platform may be preferable because there
are many people to be trained and the focus is more on
knowledge transfer. If the training is more about skill
development for a small number of teachers, face-to-face training
is more practical and effective (Recommendation 7.12).
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Although the ESAO follows MoE policies, it is
a centre for academic and administrative
services which could decide on and manage
CPD independently. Suggestions for future
actions are as follows.

- Encourage a school PLC for all subject
teachers and organise an ESAO PLC for
teachers of specific subjects, such as a PLC
at ESAO for English teachers.

- Provide PLC skills training for new teachers.

- Encourage and support existing teacher
networks to initiate CPD projects led by
experienced teachers.

- Provide training courses for school directors
and leaders, for example on leadership skill
improvement.

- Encourage supervisors to observe training

courses for teachers. Through this, supervisors
will be able to evaluate whether teachers apply
what they have been trained in and facilitate
teachers on those aspects in supervisory
sessions.

Organise training at the ESAO level, focusing
on expertise development.

Make the choice between face-to-face

and online training based on the number

of teachers and a specific CPD issue to deliver.
For example, face-to-face training is effective
for skill development training for a small group
of teachers, while online training is practical
for knowledge transfer training for a large
number of teachers.
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Human Capital Excellence Centre (HCEC)

Findings

Recommendations
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Some TMT and trained teachers co-trained a
new batch of teacher trainees in the
Bootcamp Turbo training and they were
satisfied with the collaborations.

TMTs should keep the trained teachers involved in future
training sessions as co-trainers. These sessions might be held
at HCEC. This collaboration will 1) enhance the training skills of
TMTs and trained teachers, 2) increase the number of potential
trainers, and 3) create a strong community of teachers
(Recommendation 3.1).

ERIC and PEER had fewer opportunities to play
active roles as teacher training personnel
since the Bootcamp programme was
implemented and they felt that they have been
neglected.

HCEC should involve the former ERIC and PEER managers
with supervisors, TMTs and school directors in CPD
(Recommendation 5.3).

Most training courses found in this study were
knowledge-based. However, teachers showed
preference for skill-based courses.

HCEC should pay more attention to skill-based training
(Recommendation 7.7).

Teachers viewed PLCs as the most
problematic activity. Many of them were not
interested in participating in PLCs and were
not able to get together due to busy
schedules at work.

To facilitate teachers, effective equipment and internet
connections should be provided for them at schools or at the
HCEC to allow them to use videoconferencing tools for PLCs
(Recommendation 7.9).

Teachers preferred PLCs with experts or PLC
leaders than PLCs by teachers alone. Rather
than having experts join many individual PLCs,
offering counselling service through the
digital platform and at HCEC seems more
practical.

Through the digital learning platform and HCEC, there should be
PLC and CPD counsellors who give ongoing support to teachers.
The counsellors should be available for teachers to contact and
discuss PLC practices and other post-training practices through
an online platform or in person. Counselling hours should be set
up and posted on the digital platform and HCEC websites
(Recommendation 7.11).

As a centre for teacher excellence, HCEC should
provide facilities and offer activities and services
which support teacher development, including:

resources concerning teacher development
goals

a computer room offering online resources,
videoconferencing platforms for online PLCs
and online supervisions

a common room for key teacher support
personnel (e.g. supervisors, TMTs, school
directors) and for teachers ,where they meet

. a counselling desk for teachers on initiating
and form a small community

PLCs and other CPD activities.
a training room offering skills improvement
activities
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MoE’s digital learning platform

Findings

Recommendations

Teachers have requested online resources
and training courses for self-study.

Online resources and training courses should be provided on the
digital learning platform to support individual teachers’ interests
(Recommendation 3.6).

The digital platform should provide training courses which
address teachers’ concerns and meet their desired professional
development path (Recommendation 4.4).

A variety of resources should be offered online (e.g. the digital
platform) and onsite (at HCEC) which would help teachers attain
their development goals (Recommendation 7.3).

Face-to-face PLCs were found to be
interactive and discussions were thoughtful.
Where face-to-face PLCs are not practical,
teachers should do online PLCs through
videoconferencing platforms.

The digital learning platform should support videoconferencing
platforms for PLCs (Recommendation 7.9).

Teachers preferred PLCs with experts or PLC
leaders more than PLCs by teachers alone.
Rather than having experts join many
individual PLCs, offering online resources and
counselling services through the digital
platform and at HCEC seems practical.

Websites with guidance for effective PLCs should be provided on
the digital platform (Recommendation 7.5).

There should be PLC and CPD counsellors who give ongoing
support to teachers (Recommendation 7.11).

Given that the MoE will provide teachers with
face-to-face as well as online training courses,
they should consider whether each CPD issue
needs training or whether it can be done
online through the MoE’s digital learning
platform.

To make the choice between face-to-face training and online
learning resources, the key issues are the number of teachers
and a specific CPD issue to deliver. If there are a large number of
teachers involved and the focus is on the basic topics, such as
how PLCs work, using the online platform may be preferable
because there are many people to be trained and the focus is
more on knowledge transfer. (Recommendation 7.12)

Many teachers were not able to get together
due to busy schedules at work. They also
perceive the PLC paperwork as an
unnecessary burden that stops them from
engaging in PLCs.

The MokE'’s digital learning platform should provide
videoconferencing tools to enable synchronous online PLCs,
tools that keep participation records and online reflection forms
(Recommendation 7.16).

Each supervisor provides supervisory
services at many schools, some of which are
very far away. Because of the long distance
between districts, teachers in some remote
schools do not receive supervisory sessions.

Supervisory sessions can be conducted online
(Recommendation 7.22).

Most previous CPD activities came from
top-down initiatives. The MoE should ensure
that they provide a channel for teachers to
communicate with them.

The digital learning platform should contain a communication
channel for teachers where they can communicate with the MoE
and give comments and feedback on CPD projects and activities
(Recommendation 4.3).
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With the growth in importance of online learning
and support, the MoE's digital learning platform
can provide services that facilitate effective
teacher development, including:

videoconferencing support (for large-scale
training, PLCs and supervisory sessions)

access to counsellors to give support to PLCs.

websites and online guides for effective PLCs

online resources concerning teacher
development goals

Findings

online administration tools, such as PLC
participation records and PLC reflection forms.

Training providers (the British Council, universities, other public and private organisations)

Recommendations

We interviewed some teachers who are active
and enthusiastic in initiating developmental
activities in their schools, despite not having
a budget or any financial support from the
government. In running these bottom-up
activities, these teachers also created

a strong collaborative community of
teachers. This could be a role model for
teacher-initiated activities that might lead

to sustainable development.

To increase the sustainability of professional development,
teachers should receive training on self-directedness, which
would help them take more initiative for their teaching and
their own professional development (Recommendation 3.5).
Self-assessment skills are also essential for teachers to
understand their development needs and stay on track

to fulfil their potential.

Many social networks created after

certain training courses do not last long.
The networks help teachers feel more
connected but fail to create useful activities
or true collaborations after that.

Training should be conducted on how teachers can make use
of their existing networks to contribute to the development
of teachers in their communities (Recommendation 4.1).

Experience from past training sessions
suggests that many one-off trainings were not
very effective, especially when the training
aimed to develop teachers’ expertise.

Teacher training should also be organised in the form of a series
of training courses (Recommendation 4.2).

Beyond a certain level of teaching proficiency, training and
development activities should aim to help teachers become
experts in a certain facet of teaching (Recommendation 4.5).

Many teachers stated that a school director
is a key person who can support or obstruct
CPD. Many teachers felt that school directors
should be more supportive and should value
the importance of teacher development.
Therefore, school directors as well as leaders
should have a clear understanding and
awareness of CPD.

School directors and leaders should receive workshops and
training that discuss their important roles in teacher CPD, for
example their roles in increasing teachers’ engagement in CPD
and supporting teachers’ self-initiated activities, especially
post-training activities (Recommendation 7.1).

Leadership training programmes (e.g. finding sponsorships,
teamwork, effective communication skills) should be organised
annually at national or regional levels for supervisors, trainers
and ERIC and PEER managers (Recommendation 7.2).
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Teachers preferred PLCs with experts or PLC
leaders more than PLCs by teachers alone.
One possible reason for not taking the lead
themselves is that many teachers are not
comfortable with giving and receiving
feedback and criticism.

PLC leaders should learn and use group management skills
along with feedback-giving skills, such as appreciative advising,
which focuses on strengths instead of weaknesses (see Tian &
Louw, 2020) (Recommendation 7.6).

At an initial stage of creating and developing a PLC culture,

there should be hands-on training for teachers in PLC skills,

in which they participate in actual PLCs with guidance and
support from facilitators such as supervisors and TMTs. Later on,
teachers should be encouraged to initiate informal PLCs
(Recommendation 7.10).

Most training courses found in this study were
knowledge-based. The trained teachers found
the Bootcamp and Bootcamp Turbo training
impressive. Consequently, many of them
requested to receive more skill-based training
courses.

CPD activity providers should also pay more attention to
skill-improvement workshops and training (Recommendation 7.7).

In future, educators might aim to design CPD
programmes that help teachers develop their
expertise and take more responsibility for their
development. These could include:

With the rich evidence of the follow-up activities
after Bootcamp and other CPD activities
organised throughout Thailand, the collaboration
among teacher-support personnel, as well as

the perspectives of policy respondents with
recommendations relative to CPD given in this
report, the project team believes that the
recommendations given above would contribute
to long-term teacher development which

will make a positive change in Thai education.

- aseries of workshops or training which aims to
develop teachers’ expertise

- a series of workshops or training to develop
teachers’ self-directedness

- one-off trainings followed by regular follow-up
activities, for example PLCs with ongoing
support

- hands-on training in PLC skills, such as giving
feedback and dealing with criticism

- leadership training programmes for teachers,
especially for key personnel in the teacher
support system, including school directors,
supervisors, TMTs, HCEC and school
administrators. The training programmes
should include a series of training to develop
essential skills for leaders, such as coaching,
facilitation, feedback-giving, and being able
to motivate others.
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Appendices

Appendix A: Interview questions
for supervisors

Categories of questions:
1. General responsibilities
Main responsibilities/duties as a supervisor

Training, PLC, projects and CPD for which
you are responsible

2. Bootcamp training

Have you visited any of the Bootcamps
for English teachers?

Have you worked with or supported teachers
in follow-up activities after the Bootcamp
training? If so, how? If not, why?

3. Details of PLC/CPD
How do these projects operate?
Frequency of events
Location and size

4. Roles in PLCs/CPD
Main roles in the PLC/CPD activities
How do you support teachers?

5. Successes

What do you think is the most important
factor of successful CPD?

Personal experience of successful CPD
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6. Collaboration

Who do you work with to promote CPD?
(TMTs, ERIC/PEER managers or trainers,
trained and untrained teachers) How?

After Bootcamp, who do you work with the
most to promote CDP? Why do you think so?

7. Plans for future CPD

Do you have plans for future CPD?

In what ways can PLCs/CPD be successful?
8. Challenges and support needed

Support received to develop yourself
as a supervisor

What kind of support have you received
to promote CPD?

In what ways do you need help to develop
yourself as a trainer/leader in CPD?

What challenges and constraints do you
face in training and CPD activities?

9. Suggestions to promote CPD

How do you think the government could
help you with supporting and promoting
PLCs and CPD?

Recommendations or comments for
promoting CPD
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Appendix B: Interview questions
for Thai Master Trainers (TMTs)

Categories of questions:
1. General responsibilities
Main responsibilities/duties as a TMT

Training, PLC, projects and CPD for
which you are responsible

2. Details of training, PLC, CPD
How do these projects operate?
Frequency of events
Location and size

3. Roles in PLCs/CPD
Main roles in the PLC/CPD activities
How do you support teachers?

4. Successes

What do you think is the most important
factor of successful CPD?

Personal experience of successful CPD
5. Collaboration

Who do you work with to promote CPD?
How? (How do you work with ERIC/PEER
trainers/supervisors/trained or untrained
teachers to promote CPD?)

After Bootcamp, who do you work with the

most to promote CPD? Why do you think so?

Who do you contact or work with
if you want to create any activities
after Bootcamp training?

6. Plans for future CPD

Do you have plans for future CPD?
In what ways can PLCs/CPD be successful?

7. Challenges and support needed

Support received to develop yourself
asaTMT

What kind of support have you received
to promote CPD?

In what ways do you need help to develop
yourself as a trainer/leader in CPD?

What challenges and constraints do you face
in training and CPD activities?

8. Suggestions to promote CPD

How do you think the government could help
you with supporting and promoting PLCs
and CPD?

Recommendations or comments
for promoting CPD
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Appendix C: Interview questions
for ERIC and PEER managers

Categories of questions:
1. General responsibilities

Main responsibilities/duties as an ERIC/PEER
manager

Training, PLC, projects and CPD for which
you are responsible

2. Details of training, PLC, CPD
How do these projects operate?
Frequency of events
Location and size

3. Roles in PLCs/CPD
Main roles in the PLC/CPD activities
How do you support teachers?

4. Successes

What do you think is the most important
factor of successful CPD?

Personal experience of successful CPD
5. Collaboration

Who do you work with to promote CPD?
How? (How do you work with supervisors/
trainers/TMTs/trained and untrained
teachers to promote CPD?)

After Bootcamp, who do you work with the
most to promote CPD? Why do you think so?

109

6. Plans for future CPD

Do you have plans for future CPD?
In what ways can PLCs/CPD be successful?

7. Challenges and support needed

Support received to develop yourself
as a manager

What kind of support have you received
to promote CPD?

In what ways do you need help to develop
yourself?

What challenges and constraints do you
face in training and CPD activities?

8. Suggestions to promote CPD

How do you think the government could
help you with supporting and promoting
PLCs and CPD?

Recommendations or comments for
promoting CPD
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Appendix D: Interview questions
for teachers who received
Bootcamp training (trained
teachers)

Categories of questions:

1. Experience of Bootcamp training and its impact
Experience of Bootcamp training
What do you implement in your context?

Do you share your experience with
colleagues? How?

2. PLCs/CPD and personal development

Do you keep developing your teaching
and professional skills? How?

Follow-up training after the Bootcamp
you participated in. What and where was it?

Are there PLCs in your schools? Are these
PLCs built on the Bootcamp training?

Roles in the PLC
3. Details of training, PLCs, CPD
How do these projects operate?
Frequency of events
Location and size

4. Key personnel

Who initiates and runs the activities?

Did you initiate any activities to share your
knowledge with other teachers who did not
join the training?

Who do you contact or work with if you want
to create activities?

Who are members?
Roles of key personnel

5. Challenges and support

Support received to develop yourself
as a teacher

What kind of training or support would
you like to attend in the future?

What makes the PLCs/CPD successful?
Resources provided, resources needed
Support provided, support needed

What challenges and constraints do you
face in training and CPD activities?
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Appendix E: Interview questions
for untrained teachers
Categories of questions:
1. Background to Bootcamp
Do you know of Bootcamp?

For what reasons did you not participate
in the Bootcamp training?

2. PLCs, CPD and personal development

How do you keep developing your teaching
and professional skills?

Have you participated in activities for
professional development? Could you
describe the activities?

Are there PLCs in your schools?

Are these PLCs built on the Bootcamp
training?

Do trained teachers share their experience
from Bootcamp with you?

What role do you play in the PLCs?

3. Details of PLC
How do these projects operate?
Frequency of events
Location and size
How are the activities beneficial to you?
What have you learned?

4. Key personnel

Who initiates and runs the activities?
Who are members?
Roles of key personnel

5. Training needs

Is there training to support your teaching?

Do you think you have received sufficient
training?

What additional training would you like
to receive?

What aspects should future training
focus on?

Who should initiate future training?

6. Challenges and constraints

What challenges and constraints do you
face in your teaching?

What challenges and constraints do you
face in training and CPD activities?

Resources provided, resources needed
Support provided, support needed
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Appendix F: The questionnaire

Evaluation of continuing professional
development following the RETC

This questionnaire is part of the ‘Evaluation of
continuing professional development following
the RETC' research project conducted by School
of Liberal Arts, King Mongkut’s University of
Technology Thonburi (KMUTT), in partnership
with British Council, Thailand. The purpose of the
questionnaire is to survey activities which are
implemented for teacher development. We
collect information from teachers of English in
primary and secondary schools across Thailand.
The findings will provide useful information

for planning and implementation of teacher
development programmes and will help improve
the quality of English teachers in Thailand.

Definitions of terms used in this study

1. Continuing professional development (CPD)
refers to the ways in which teachers develop their
professional knowledge, skills and expertise
continually through different forms of activities
throughout their careers.

2. Post-Bootcamp CPDs refer to CPD projects
or activities which relate to Bootcamp, such as
activities that share the same purpose as
Bootcamp, those which use Bootcamp core
content, those which evaluate any aspects

of Bootcamp training, etc.

3. Other CPDs refer to CPD projects or activities
for teachers which do not relate to Bootcamp.

About the questionnaire
There are four parts to this questionnaire:
Part I: Basic information (11 items)

Part Il: CPD activities which relate to Bootcamp
(4 items)

Part lll: Other CPD activities (11 items)
Part IV: Support for promoting CPD (2 items)

Consent and researcher guarantee

It takes about 10-15 minutes to complete the
questionnaire. Completion and return of the
questionnaire is taken as consent to participate
in the study. The participation is voluntary. Data
collected under the purposes of this study will be
used primarily for this research. Confidentiality
will be respected and no information that
discloses the identity of the participant will be
published without consent.

If you have any questions about this study, please
contact: punjaporn.poj@mail.kmutt.ac.th or
Punjaporn Pojanapunya 02-470-8794

Part I: Basic information

1. Gender:

2. Age:

3. Education: bachelor’s, master’s, doctorate
4. Major:

5. Years of teaching experience:

6. Grade level you teach: primary/secondary/

both

7. Subjects you teach: English/mathematics/
science/Thai/social science/others
(you can choose more than one)

8. School size:

For primary: small (1-120), middle (121-600),
large (601-1,500), extra-large (=1,501)

For secondary: small (1-499),
middle (500-1,499), large (1,500-2,499),
extra-large (22,500)

9. Province:

10. Position (select one or more): Teacher,
Thai Master Trainer, Supervisor, Head of
department, ERIC manager, PEER manager,
School Director, other (please specify)

11. Training experience: Bootcamp,
Bootcamp Turbo, None of these
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Part Il: Post-Bootcamp CPD activities

(CPD projects or activities which relate to
Bootcamp, such as activities that share the same
purpose as Bootcamp, those which use Bootcamp
core content, those which evaluate any aspects
of Bootcamp training, etc.)

1. Do you know any projects or activities
which relate to Bootcamp?

Yes (go to question 2)
No (go to Part 3)

2. What are those CPD projects or activities?
Please give the name of the activities and
the organiser.

3. Which of the activities specified in item 2
is most useful for your professional
development? Please describe (choose
one activity only).

4. How does the activity help with your
self-development as a teacher?

Part Ill: Other CPD activities

(CPD projects or activities for teachers which do
not relate to Bootcamp)

1. In what ways do you develop yourself as
a teacher (e.g. through collaborative work,
teaching reflection, training and teacher
association)

2. How many times a year do you participate
in CPD activities?

3. Who were the key organisers of most of the
CPD activities you participated in? (You can
choose more than one.)

OBEC

Educational Service Area Office
Universities in your area

Your school

Private teacher community
Private sectors

Other (please specify)

4.

10.

11.
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From 2019 to the present (June 2020),
what kinds of CPD activities have you
attended? (You can choose more than one.)

Training and workshop

Presentation at an academic conference
Teacher network

Professional learning community

Peer observation

Lessons Learned Meeting

Research

Mentoring system

Other (please specify)

What are the three most effective activities
for professional development?

Do they improve your knowledge and
professional skills? If yes, how? (For example,
curriculum and course design, content,
learning evaluation, technology in
education, 21st-century skills, education
policies)

Do they improve your teaching practice?
If yes, how?

Do they improve students’ learning
outcomes? If yes, how?

Do they help create professional networks?
If yes, how? And what are they?

Do they help raise organisational
awareness of teacher training and support
needed? If yes, please describe.
(Organisations could be department level,
school level, Educational Service Area
Office level)

Do they contribute to organisational
change? If yes, please describe.

Part IV: Support for promoting CPD

1.

How can sustainable professional
development be promoted?

Recommendations or comments for
promoting CPD

Thank you for taking the time to complete this questionnaire
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Appendix G: Interview questions
for PLC members
Categories of questions:
1. General information
How did you become a part of this PLC?
Reasons for participating in the PLC

Teachers’ (members’) main roles in PLC
activities (planner, manager, followers, etc.)

Any aspects from the Bootcamp training
discussed in the PLC

Necessity of the PLC

Apart from the PLC, are there any other
projects/activities that you join in order

to develop yourself as a teacher?

(e.g. research, collaborative lesson planning,
reflection groups, peer observation,
mentoring system, personal learning
networks)

2. Details of PLC

How does the PLC help you with teaching/
professional development?

Preparation before participating in the PLC
Materials used in the PLC

What do you implement in your teaching?
How?

What do you like/dislike about the PLC?

3. Successes

Most important factor contributing
to success in PLC activities

Who do think are key persons to make PLCs
successful? Why do you think so?

Do you think this PLC is successful?
And which part is not?

Characteristics of an effective PLC

4. Challenges and support needed

Support received in PLC activities

Challenges and constraints you have faced
in participating in PLC activities

In what ways do you need help and support?

5. Plans for future PLC

Will you join other PLC activities in the
future? Why/why not?

When is your next PLC? What is it about?

How do you keep developing your teaching
and professional skills?

6. Suggestions to promote PLCs

Ideal framework for PLC activities.
How should the activities be operated?

How do you think the government could help
you with supporting and promoting PLCs?

Recommendations or comments on PLCs

Preferred activities for professional
development
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Appendix H: The PLC observation Describe the following issues:
form 1. Topic and content

Location: . Objectives

2
3. How does the PLC operate?
4

. Types of PLC activities (subject matter
knowledge, materials design, assessment
literacy, collaboration, networking,

Researcher: reflection, etc.)

Date and time of observation:

5. Visual aids and materials used in PLC

General information: 6. Procedures/stages
Number of PLC members: 7. Participation and interaction in PLC
Members (supervisors, teachers, a school
director, etc.) Comment and reflect on the following issues:

1. Strengths and successes

2. Challenges

3. Support needed

4. Additional comments
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Appendix I: Interview questions
for Bootcamp Turbo Trainers

Categories of questions:
1. General responsibilities
How did you become a trainer?
Main responsibilities/duties as a trainer
Other training for which you are responsible
2. Details of training
Who has initiated teacher training activities?
Objectives of the training
How does this training operate?
Frequency of events
3. Successes

Most important factor contributing
to successful training

Characteristics of effective training
Personal experience of successful training
4. Collaboration

Who do you work with to organise
the training? How?

Teachers’ (trainees’) main roles in training
activities (planner, manager, followers, etc.)

5. Challenges and support needed

Support received to develop yourself
as a trainer

In what ways do you need help to develop
yourself as a trainer?

Challenges and constraints you have faced
in training

6. Plans for future trainings

Do you have plans for future training?

When is your next training? What is it about?
7. Suggestions

Ideal framework for teacher training
activities. How should the activities
be operated?

How do you think the government could
support training for teachers?

Recommendations or comments for teacher
professional development
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Appendix J: Interview questions
for Bootcamp Turbo trainees

Categories of questions:

1. General information
How did you become part of the training?
Reasons for participating in this training

Teachers’ (trainees’) main roles in training
activities (planner, manager, followers, etc.)

Necessity of training

How do you keep developing your teaching
and professional skills?

2. Experience of the training and its impact

How does training help you with teaching/
professional development?

What do you implement in your teaching?
Experience of past training

Frequency of training you have
participated in

3. Details of the training
What do you expect from the training?
Materials used in the training

What do you implement in your teaching?
How?

What do you like/dislike about the training?
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4. Challenges and support

Support received to develop yourself
as a teacher

Resources provided, resources needed
Support provided, support needed

Challenges and constraints you have
faced in teaching

Challenges and constraints you have faced
in the training

What kind of training would you like to
attend in the future?

5. Suggestions

Preferred activities for professional
development

Ideal framework for teacher training
activities. How should the activities
be operated?

Recommendations and comments
on teacher training
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Appendix K: The Bootcamp Turbo Describe the following issues:

observation form 1. Topic and content
Location: 2. Objectives
3. How does the PLC operate?
Date and time of observation: 4. Types of PLC activities (subject matter

knowledge, materials design, assessment
literacy, collaboration, networking,
Researcher: reflection, etc.)

5. Visual aids and materials used in PLC

General information: 6. Procedures/stages

Number of members: 7. Participation and interaction in PLC
Trainer(s):

Members (supervisors, teachers, a school Comment and reflect on the following issues:

director, etc.) 1. Strengths and successes

2. Challenges
3. Support needed
4. Additional comments




Appendices 119

Appendix L: Interview questions 3. Successes
for members of other CPD Characteristics of effective CPD
activities Most important factor contributing

Categories of questions: to success in professional development

Who do you think are key persons to make
CPD activities successful? Why do you
How did you become a part of this CPD think so?

activity? Reasons for participating
in this activity

1. General information

Do you think this CPD activity is successful?
And which part is not?

Teachers’ (trainees’) main roles in training
activities (planner, manager, followers, etc.)

Necessity of CPD

Apart from this activity, are there any other
projects/activities that you join in order

to develop yourself as a teacher? In what ways do you need help and support?
(e.g. research, collaborative lesson planning,
reflection groups, peer observation,

4. Challenges and support needed
Support received in CPD activities

Challenges and constraints you have faced
in professional development

5. Plans for future CPD activity

mentoring system, personal learning How do you keep developing your teaching
networks) and professional skills?
2. Details of CPD Will you join other CPD activities in the
future? Why/why not?

How does this activity help you
with teaching/professional development? When is your next CPD activity?

. =
Preparation before participating in this bt I it Lo
activity 6. Suggestions to promote CPD

Materials used in this activity Ideal framework for CPD activities.

What do you implement in your teaching? How should the activities be operated?

How? How do you think the government could

) : 5

What do you like/dislike about this activity? NELE o Wi [preiess ot @RralelpmEt:
Preferred activities for professional
development
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Appendix M: Interview questions
for executives of the Ministry of
Education

Categories of questions:
1. Background and general responsibilities

Your current responsibilities in relation
to teacher development

CPD activities for which you are responsible

Responsibilities in the Bootcamp training
(optional)

How to promote long-term effects of
the Bootcamp project (optional)

2. Details of past CPD activities

Can you tell us about past CPD activities?
(Subject matter knowledge, materials design,
assessment literacy, collaboration,
networking, reflection, etc.)

(link to Bootcamp as one type of CPD) How
is the Bootcamp project situated among
the CPD activities they are doing? Just one
among many types of CPD? Differences or
similarities when compared with other CPD?
(optional)

(link to PLCs as one type of CPD) What are
the expected characteristics or nature of
PLCs? (e.g. their main purpose, types of PLC,
types of people who join (e.g. teachers of
the same subject in one school?))

How was each CPD project initiated?
The framework of CPD activities

Who made decisions about CPD topics
and content? (e.g. OBEC, Education Service
Area Office, schools, teachers)

Frequency of CPD activities
3. Beliefs about CPD

How should teachers keep developing their
teaching and professional skills?

Key factors related to teachers’ development
and change

The necessity of CPD activities (e.g. their
main purpose, types of CPD, types of people
who do it (e.g. teachers of the same subject
in one school?))

Components/characteristics of effective/
expected CPD

Goals for professional development

Ideal framework for CPD activities.
How should the activities be operated?

What factors do you think the government/
policy makers should be aware of when
implementing any new CPD projects?
(optional, if the past CPD projects mostly
relied on top-down methods)

Teachers’ main roles in CPD activities
(planner, manager, followers, etc.)

4. Support systems for continuing teacher
development

Support systems given to teachers for CPD
(e.g. supervisory sectors, Human Resource
Development Centre (HRDC), etc.)

Platform to help teachers manage their CPD

Types of support given for specific CPD
activities

5. Collaboration

Previously, how have CPD projects been
put into practice?

Effective ways/workflows for implementing
new policies on teacher development

Platforms for CPD management and
collaboration among people who are
responsible for CPD projects

6. Challenges

Challenges and constraints you have faced
in implementing CPD activities

7. Suggestions to promote CPD

How can sustainable professional
development be promoted?

Other recommendations or comments
on CPD
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