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Peer	 observation	 is	 a	 practice	 suggested	 as	 an	 appropriate	 means	 for	 promoting	 teacher	
development	 through	observation	of	 and	exposure	 to	 the	 teaching	practices	of	 colleagues.	
Although	widely	implemented	in	tertiary	education,	peer	observation	is	not	equally	practiced	
in	secondary	education.	That	being	given,	a	study	was	conducted	to	investigate	the	attitudes	
of	 teachers	 towards	 implementing	 peer	 observation	 as	 a	 teacher	 development	 practice	
within	 the	 Greek	 state	 school	 teaching	 environment.	 A	 combination	 of	 quantitative	 and	
qualitative	data	collection	methods	were	employed,	which	showed	that	Greek	EFL	teachers	
are	quite	familiar	with	the	notions	of	teacher	development	and	peer	observation	and,	thus,	
are	 in	 a	 position	 to	 provide	 an	 informed	 opinion	 regarding	 peer	 observation	 as	 a	
developmental	 practice.	 It	was	 suggested	 that	Greek	 EFL	 teachers	 hold	 a	 positive	 attitude	
towards	peer	observation	as	a	practice	that	incorporates	the	elements	of	active	participation	
in	 the	 training	process,	 systematic	 reflection	and	the	provision	of	constructive	 feedback,	all	
delivered	in	an	encouraging	environment	of	collegiality.	Overall,	although	Greek	EFL	teachers	
have	 little	 practical	 experience	 of	 peer	 observation,	 it	 is	 asserted	 that	 they	 are	 willing	 to	
employ	it	on	a	regular	basis	as	a	self-directed	practice	that	facilitates	teacher	development.	
Thus,	the	way	is	paved	for	investigating	how	teachers	can	be	encouraged	to	incorporate	peer	
observation	in	Greek	teaching	reality	in	their	effort	to	improve	as	practitioners	and	as	people	
respectively.	
	

�	
	
H	 αλληλοπαρατήρηση	 (peer	 observation)	 είναι	 μια	 πρακτική	 προτεινόμενη	 ως	 κατάλληλο	
μέσο	 προώθησης	 της	 εκπαιδευτικής	 ανάπτυξης	 (teacher	 development)	 μέσω	 της	
παρατήρησης	 και	 της	 έκθεσης	 σε	 διδακτικές	 πρακτικές	 συναδέλφων.	 Παρόλο	 που	 είναι	
ευρέως	διαδεδομένη	στην	τριτοβάθμια	εκπαίδευση,	η	αλληλοπαρατήρηση	δεν	εφαρμόζεται	
σε	ίδιο	βαθμό	και	στην	δευτεροβάθμια	εκπαίδευση.	Δεδομένου	αυτού,	διεξήγχη	μελέτη	με	
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σκοπό	 να	 ερευνήσει	 τις	 στάσεις	 των	 εκπαιδευτικών	 απέναντι	 στην	 εφαρμογή	 της	
αλληλοπαρατήρησης	 ως	 πρακτικής	 εκπαιδευτικής	 ανάπτυξης	 στο	 πλαίσιο	 του	 διδακτικού	
περιβάλλοντος	του	Ελληνικού	δημόσιου	σχολείου.	Ο	συνδυασμός	ποσοτικών	και	ποιοτικών	
μεθόδων	 συλλογής	 δεδομένων	 που	 χρησιμοποιήθηκε	 έδειξε	 ότι	 οι	 Έλληνες	 καθηγητές	
διδασκαλίας	 της	 Αγγλικής	 γλώσσας	 είναι	 αρκετά	 εξοικειωμένοι	 με	 τις	 έννοιες	 της	
εκπαιδευτικής	ανάπτυξης	και	της	αλληλοπαρατήρησης	και,	ως	εκ	τούτου,	είναι	σε	θέση	να	
εκφράσουν	 μία	 ενήμερη	 άποψη	 σχετικά	 με	 την	 αλληλοπαρατήρηση	 ως	 αναπτυξιακή	
πρακτική.	H	παρούσα	έρευνα	κατέδειξε	τη	θετική	στάση	των	εκπαιδευτικών	απέναντι	στην	
αλληλοπαρατήρηση	ως	μία	πρακτική	που	ενσωματώνει	τα	στοιχεία	της	ενεργού	συμμετοχής	
στην	επιμορφωτική	διαδικασία,	του	συστηματικού	αναστοχασμού	(systematic	reflection)	και	
της	 εποικοδομητικής	 ανατροφοδότησης	 (constructive	 feedback),	 δοσμένα	 όλα	 σε	 ένα	
ενθαρρυντικό	 περιβάλλον	 συλλογικότητας.	 Γενικά,	 παρόλο	 που	 οι	 Έλληνες	 καθηγητές	
διδασκαλίας	 της	 Αγγλικής	 γλώσσας	 έχουν	 μικρή	 πρακτική	 εμπειρία	 στην	
αλληλοπαρατήρηση,	 επιβεβαιώνεται	 ότι	 είναι	 πρόθυμοι	 να	 χρησιμοποιήσουν	 την	
αλληλοπαρατήρηση	 ως	 μία	 αυτό-κατευθυνόμενη	 πρακτική	 που	 διευκολύνει	 την	
εκπαιδευτική	 ανάπτυξη.	 Mε	 αυτό	 τον	 τρόπο	 ανοίγει	 ο	 δρόμος	 για	 να	 ερευνηθεί	 πώς	 οι	
εκπαιδευτικοί	μπορούν	να	ενθαρρυνθούν	να	ενσωματώσουν	την	αλληλοπαρατήρηση	στην	
Ελληνική	εκπαιδευτική	πραγματικότητα	στα	πλαίσια	της	προσπάθειάς	τους	να	βελτιωθούν	
ως	εκπαιδευτικοί	και	άνθρωποι	αντίστοιχα.	
	
Key	words:	attitudes,	teacher	development,	peer	observation	
	
	
	
	
1.	Introduction	
	
Teacher	development	is	a	central	issue	in	any	debate	pertaining	to	the	constant	endeavour	
of	 practitioners	 to	 grow	 both	 professionally	 and	 personally,	 so	 as	 to	 keep	 abreast	 with	
evolving	 trends	 in	 EFL	 teaching	 and,	 consequently,	 improve	 their	 own	 teaching	 as	 well.	
Development	 is	 a	 continuing,	 life-long	 process	 that	 mandates	 the	 employment	 of	 any	
practice	that	will	aid	teachers	in	their	struggle	to	ameliorate	their	teaching	style	and	become	
more	effective.	To	this	end,	peer	observation	has	been	presented	as	a	practice	that	can	be	
readily	 applied	 by	 all	 practitioners	 in	 their	 own	 individualized	 teaching	 environment,	with	
the	aim	to	promote	teacher	development	by	engaging	a	variety	of	developmental	features,	
such	 as,	 reflection,	 self-direction,	 active	 collaboration,	 integration	 of	 theory	 with	 practice	
and	utilization	of	personal	experience.	Recognizing	the	fact	that	peer	observation	has	been	
minimally	implemented	in	practicum	within	the	secondary	education	environment,	the	aim	
of	 the	study	presented	was	 to	 investigate	 teacher	attitudes	 towards	peer	observation	as	a	
source	 for	 teacher	 development	 and	 its	 application	 as	 such	within	 the	Greek	 state	 school	
context.	The	decision	to	explore	teacher	attitudes	on	peer	observation	 lies	primarily	 in	the	
conviction	 that	 peer	 observation	 can	 indeed	 be	 adopted	 as	 an	 effective	 developmental	
practice	and	that	perhaps	teachers’	perception	of	how	observation	 is	mostly	employed	for	
reasons	 of	 evaluation	 of	 performance	 can	 be	 altered.	 In	 this	 light,	 two	 main	 research	
questions	are	posed:	
	

• whether	 Greek	 state	 school	 teachers	 in	 both	 primary	 and	 secondary	 levels	 of	
education	 are	 familiar	 with	 the	 notions	 of	 teacher	 development	 and	 peer	
observation	and	with	the	concepts	pertaining	to	both	and	
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• whether	 teachers	 hold	 a	 positive	 attitude	 towards	 employing	 peer	 observation	 in	
order	to	promote	their	development.		

	
A	mixed	approach	of	data	collection	methods	was	employed	through	combining	quantitative	
and	qualitative	techniques,	such	as,	distributing	an	attitude	measurement	questionnaire	and	
conducting	five	face-to-face	interviews	respectively,	in	the	hope	of	reaching	safe	conclusions	
regarding	the	research	questions	initially	posed.	
	
	
2.	Theoretical	considerations	on	teacher	development	and	observation	
	
This	 paper	 will	 initially	 attempt	 to	 provide	 a	 comprehensive	 outlook	 of	 the	 theoretical	
considerations	underpinning	the	notions	of	teacher	development	and	peer	observation.	The	
existence	 of	 a	 dichotomy	 between	 teacher	 training	 and	 teacher	 development	 as	 different	
facets	 of	 teacher	 education	 is	 briefly	 discussed,	 with	 connection	 to	 distinct	 models	 of	
teacher	 education	 as	 well.	 Theories	 and	 concepts	 relative	 to	 teacher	 development	 are	
presented,	whereas	a	more	elaborate	presentation	of	the	peer	observation	practice	and	its	
implications	 for	 teacher	 development	 will	 take	 place,	 along	 with	 the	 opportunities	 for	
development	and	instances	of	observation	within	the	Greek	state	school	teaching	context.	
	
2.1.		Teacher	training	versus	teacher	development	
	
The	 close	 interrelationship	 among	 teacher	 education,	 training	 and	 development	 is	
manifested	in	the	language	teacher	education	literature	in	different	forms.	On	the	one	hand,	
teacher	training	 is	presented	as	a	contrasting	concept	to	teacher	education.	Training	tends	
to	 the	 transference	of	discrete	and	 trainable	 skills	 to	be	 invariably	 implemented,	whereas,	
education	diverges	from	prescribed	practice	and	seeks	to	develop	a	deeper	understanding	of	
the	underlying	principles	of	 language	 teaching	 (Richards,	1987;	Widdowson,	1984).	On	 the	
other	hand,	Freeman	(1989)	proposes	teacher	training	and	teacher	development	as	differing	
functions	of	teacher	education,	where	training	poses	as	direct	intervention	by	the	educator,	
while	development	involves	encouraging	teacher	learning	autonomy	(p.39).	
	
Respectively,	 teacher	education	models	are	differentiated	by	the	degree	of	 involvement	of	
the	teachers	 themselves	 in	planning,	delivering,	and	evaluating	the	activities	 in	which	they	
are	involved	(Diaz-Maggioli,	2003).	There	are	three	prevalent	teacher	education	models,	as	
those	were	presented	by	Wallace	 (1991):	 the	Craft	Model,	 the	Applied	 Science	Model	 and	
the	Reflective	Model.	 In	 the	Craft	Model,	 the	 trainee	 imitates	a	master	 teacher	and	obeys	
the	 latter's	 directions	 for	 improvement.	 The	Applied	 Science	Model	 is	 usually	 followed	 by	
academics	 and	 researchers,	 where	 trainees	 are	 being	 taught	 research-based	 theories	 and	
then	apply	them	in	practice.	Finally,	there	is	the	Reflective	Model,	where	teachers	learn	by	
reflecting	on	their	own	experience	and	newly-acquired	knowledge	in	order	to	develop	their	
professional	abilities	further.	
	
In	this	 light,	teacher	development	will	be	mostly	encouraged	by	education	models	that	are	
more	 trainee-centered,	 such	 as,	 Wallace's	 Reflective	 and	 Ur’s	 (1997)	 Enriched	 Reflection	
models	where	the	implication	is	for	teachers	not	to	blindly	accept	all	external	input,	but	to	
process	it	through	their	own	experience,	reflection,	conceptualization,	and	experimentation	
and	to	construct	their	own	understanding	of	it.	
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2.2.		Exploring	teacher	development	
	
Teacher	 development	 is	 generally	 seen	 as	 a	 process	 ‘of	 continual	 intellectual,	 experiential	
and	 attitudinal	 growth	 of	 teachers’	 (Lange,	 1990,	 in	 Richards	 and	 Nunan,	 1990,	 p.250),	
inclusive	 of	 personal	 and	 social	 dimensions	 as	well	 (Pettis,	 2002,	 in	 Elmore,	 2002,	 p.105).	
Teacher	development	aims	at	generating	change	by	shifting	awareness.	
	
To	 this	 purpose,	 assuming	 personal	 responsibility	 is	 pivotal.	 Developmental	 teacher	
education	models	focus	on	teachers	and	encourage	their	active	participation	in	the	learning	
process,	 thus	 promoting	 teacher	 autonomy.	As	 a	 result,	 becoming	 an	 active	 participant	 in	
the	development	process	harbors	 the	notion	of	 the	teacher	as	a	 researcher.	The	aspect	of	
the	teacher	researcher	can	be	considered	in	connection	with	the	dichotomy	between	theory	
and	practice.	In	less	developmental	teaching	models,	particularly	the	Applied	Science	model,	
the	dichotomy	between	theory	and	practice	 is	clear.	Practitioners	are	asked	to	 incorporate	
theories	 and	 methods	 that	 have	 been	 disseminated	 by	 theorists	 and	 which	 may	 not	
correspond	to	the	idiosyncrasies	of	everyday	teaching.	Hence,	the	idea	of	the	practitioner	is	
put	 forward,	not	as	 ‘a	consumer	of	theory’,	but	rather	as	a	researcher,	 that	treats	 findings	
with	 circumspection	 and	 develops	 the	 relationship	 between	 theoretical	 principle	 and	
practical	technique	(Bolitho,	n.d.).	
	
Another	 concept	 central	 to	 teacher	 development	 considerations	 is	 experiential	 learning.	
Experiential	learning	refers	to	utilizing	practical	experience	that	teachers	have	accumulated	
over	time	(Richards	and	Nunan,	1990;	Schön,	1983)	and	incorporating	it	in	the	development	
process.	Previous	knowledge	does	not	only	help	construct	personal	theories	in	combination	
with	 research-based	 theories,	 as	mentioned	 above,	 but	 also	 constitutes	 the	 basis	 for	 self-
reflection.	 Overall,	 experiential	 learning	 emphasizes	 the	 central	 role	 of	 experience	 and	 is	
differentiated	 from	 behaviorist	 theories	 of	 learning	 that	 deny	 any	 role	 of	 subjective	
experience	in	the	learning	process	(Kolb,	1984,	p.20).	
	
A	 concept	 overarching	 all	 aforementioned	 facets	 of	 teacher	 development	 is	 reflection.	
Reflective	 teaching	 is	a	concept	 that	has	been	recurrently	addressed	 in	 literature	as	a	way	
for	 teachers	 to	 improve	 by	 consciously	 and	 systematically	 reflecting	 on	 their	 teaching	
practices	and	by	questioning	received	knowledge	to	lead	to	restructuring	of	more	informed	
practices	 (Akbari,	 2007;	 Bartlett,	 1990;	 Crandall,	 2000;	 Cruickshank	 and	 Applegate,	 1981;	
Richards	and	Lockhart,	1994;	Schön,	1983;	Valli,	1997;	Wallace,	1991).	The	reflective	process	
is	 fundamental	 in	 teacher	 development,	 since	 practitioners	who	 do	 not	 reflect	 upon	 their	
practices	‘will	be	likely	to	teach	as	they	were	taught	and,	thus,	ineffective	teaching	strategies	
will	 be	 replicated’	 (Braun	 and	 Crumpler,	 2004,	 p.61),	whereas,	 reflective	 practitioners	will	
feel	more	confident	to	re-evaluate	their	teaching	and	adopt	different	practices.	
	
On	a	different	note,	 the	development	process	cannot	be	thought	as	disconnected	 from	an	
environment	of	collegiality	and	cooperation.	The	practice	of	and	reflection	upon	new	ideas	
should	 take	 place	 in	 a	 collaborative	 situation	 where	 teachers	 can	 receive	 support	 and	
feedback	 (Bell	 and	 Gilbert,	 1994,	 p.494,	 in	 Evans,	 2002,	 p.127).	 Shared	 perception	 and	
mutual	 reflection	 will	 expose	 practitioners	 to	 differing	 views	 and	 varying	 teaching	 styles,	
leading	to	enriched	experiences	and	an	expanded	knowledge	base.	
	
Therefore,	 to	 be	 able	 to	 respond	 to	 new	 educational	 paradigms	 teachers	 should	 opt	 to	
engage	 in	 activities	 that	 encourage	 engagement	 in	 self-reflection,	 development	 of	
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specialized	 knowledge	 about	 theory	 and	 issues	 of	 teaching,	 creation	 of	 new	 roles	 and	
collaborative	relationships	with	other	teachers.	
	
2.3.		Developmental	observation:	the	peer	observation	technique	
	
According	 to	Maingay	 (1988),	 observation	 can	 serve	 training,	 assessing	 or	 developmental	
purposes	 (in	 Beaumont,	 2005,	 p.81),	 while	 Malderez	 (2003)	 also	 adds	 observation	 for	
research	(p.179).	Observation	for	training/assessing	purposes	focuses	on	evaluating	teaching	
competence,	while	observation	for	developmental	purposes	is	directed	towards	creating	an	
autonomous	 teacher	 (O’	 Brien,	 1981,	 p.56).	 Peer	 observation	 is	 presented	 as	 a	
developmental	 mode	 of	 observation	 that	 aims	 at	 improvement	 of	 performance	 by	
identifying	 strengths	 and	 weaknesses	 through	 reflection	 and	 provision	 of	 feedback	 in	 a	
collaborative	environment	(Cosh,	1999).	
	
2.3.1.	The	peer	observation	procedure	
	
Peer	observation	refers	to	fellow	teachers	observing	each	other’s	language	lessons	in	order	
to	gain	 insight	of	some	aspect	of	 teaching,	 learning,	or	classroom	interaction	and	 it	entails	
reflecting	 on	 peer	 performance	 in	 actual	 teaching	 situations,	 in	 order	 to	 gain	 a	 deeper	
awareness	 of	 the	 processes	 and	 principles	 being	 employed	 (Richards,	 1987).	 Peer	
observation	is	normally	described	as	having	three	stages:	pre-observation,	observation	and	
post-observation	(Munson,	1998):	
	

• The	 pre-observation	 stage	 aims	 at	 identifying	 a	 focus	 for	 the	 observation	 and	
agreeing	on	a	specific	procedure.	Both	peers	set	the	agenda	and	determine	the	goals	
of	the	observation	(Cosh,	1999;	Mann,	2005).		

• During	 the	 actual	 observation	 session,	 the	observer	 is	 an	non-invasive	presence	 in	
the	 classroom	 that	 uses	 the	 observation	 form	 created	 according	 to	 the	 pre-set	
criteria	 during	 the	 pre-observation	 conference	 to	 note	 down	 what	 is	 actually	
happening,	with	the	agreed	focus	in	mind(Gosling,	2002,	p.3).		

• Once	 the	 observation	 visit	 is	 concluded,	 peers	 come	 together	 for	 the	 post-
observation	conference,	where	the	observee	 leads	the	discussion	to	engage	 in	self-
reflection	of	the	teaching	situation	recorded,	while	the	observer	provides	feedback	
when	 invited.	 The	 data	 gathered	 through	 the	 observation	 tool	 are	 analysed	 and,	
during	 the	 ensuing	 discussion,	 explicit	 feedback	 is	 provided	 in	 a	 non-judgmental	
manner	(Edge,	1992;	Gosling,	2002;	Hendry	and	Oliver,	2012).		

	
2.3.2.	The	implications	of	peer	observation	for	teacher	development	
	
The	peer	observation	practice	encompasses	many	features	crucial	to	teacher	development.	
First	 of	 all,	 the	 fact	 that	 peer	 observation	 is	 self-instigated	 ensures	 the	 teacher’s	 active	
participation	 in	 every	 aspect	 of	 its	 planning	 and	 implementation	 without	 the	 direct	
involvement	of	administrators.	It	is	a	self-directed	process	that	relies	on	teachers’	volition	to	
improve	their	teaching	and,	thus,	is	far	more	motivational	than	any	other	externally	imposed	
mode	of	observation.	
	
As	far	as	reflection	is	concerned,	the	peer	observation	process	promotes	a	more	systematic	
and	 focused	 approach	 to	 it.	 Teachers	 are	 expected	 to	 demonstrate	 the	 ability	 to	 identify	
their	 own	 strengths	 and	weaknesses,	 to	 take	 steps	 to	 remedy	 the	 latter,	 and	 to	 carry	 out	
effective	self-evaluations	of	their	own	teaching	(Scrivener,	1994,	pp.195-9,	 in	Brandt,	2008,	
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p.43).	The	observer	can	compare	his/her	own	teaching	practices	against	the	ones	observed	
and	might	be	encouraged	to	implement	different	strategies,	while,	the	observee	can	reflect	
on-action	 and	 receive	 constructive	 feedback.	 The	 feedback	 received	 will	 help	 identify	 ill	
practices,	 resulting	 in	 improving	 teaching	 skills,	 while	 persuasive	 feedback	 on	 a	 teacher’s	
ability	to	teach	well	will	also	result	in	enhancing	teacher	self-efficacy	(Donnelly,	2007),	thus,	
leaving	teachers	more	confident	to	implement	more	groundbreaking	techniques..	
	
The	 value	 of	 feedback	 for	 trainees	 is	 influenced	 by	 the	 quality	 of	 the	 observed-observer	
relationship,	where	teachers	are	less	likely	to	feel	threatened	when	observed	by	a	peer	than	
when	supervised	or	observed	by	someone	they	do	not	trust.	In	this	light,	peer	observation	is	
a	practice	that	is	open	to	cooperation	and	discards	the	notion	of	teaching	as	a	profession	of	
isolation.	Peer	observation	 is	different	 than	other	modes	of	observation,	because	 it	allows	
teachers	of	equal	status	to	engage	in	a	process	of	mutual	and	interpersonal	support,	where	
learning	naturally	happens	through	observation	and	a	unique	opportunity	for	contemplation	
is	provided	(Richardson,	2000).	The	social	function	of	professional	development	relies	on	the	
development	 of	 a	 teacher	 through	 collaborative	 interaction	with	 colleagues	 (Edge,	 1992),	
where	peers	help	each	other	develop	through	non-judgmental	listening	and	response.		
	
2.3.3.		Peer	observation	in	the	Greek	State	school	teaching	context	
	
In	Greece,	teacher	education	is	mainly	ministry-initiated	and	centrally-designed.	Pre-service	
training	for	state	school	teachers	of	English	 in	primary	and	secondary	education	 is	realized	
through	a	mandatory	induction	course,	realized	in	Π.Ε.Κ.,	which	aims	at	building	a	corpus	of	
general	 knowledge	 and	 basic	 skills	 (Ayakli,	 2005,	 p.216),	 whereas,	 in-service	 training	 in	
Greece	mostly	 comprises	 of	 half-day	 seminars	 organized	 by	 school	 advisors	 in	 schools	 of	
their	 jurisdiction.	 In-service	 short-term	 teacher	 development	 seminars	 are	 also	 offered	 by	
institutes,	 organizations	 and	 associations	 under	 the	 supervision	 of	 the	 Greek	 Ministry	 of	
Education,	which	are	periodically	realized	and	not	accessible	to	all	teachers.	However,	in	all	
aforementioned	cases,	the	content	of	each	course	is	broad,	decontextualised	and	can	by	no	
means	 cater	 for	 all	 the	 needs	 of	 teachers	within	 their	 individual	 teaching	 situations,	 since	
‘externally	 developed	 solutions	 will	 not	 fully	 work	 in	 specific	 classroom	 contexts’	 (Little,	
1993,	in	Elmore,	2002).	
	
Classroom	observations	have	in	the	past	served	as	a	tool	for	assessing	teacher	competence	
and	performance,	 but,	 nowadays,	 observation	 is	 used	 as	 a	means	of	 exposing	 teachers	 to	
suggested	 styles	 of	 teaching.	 However,	 Greek	 EFL	 teachers	 still	 seem	 to	 assign	 negative	
connotations	 to	 even	 developmental	 instances	 of	 observation,	 such	 as	 peer	 observation.	
They	tend	to	associate	it	with	the	more	traditional	modes	of	supervision	that	prevailed	in	the	
Greek	state	school	teaching	context.	Kotsiomyti	(2010)	has	asserted	that	the	overwhelming	
majority	 of	 teachers	 have	 never	 participated	 in	 a	 peer	 observation	 process,	 while	 those	
having	participated	in	one	have	done	so	only	once	(p.	264),	thus	leading	to	the	formation	of	
attitudes	based	on	little	or	no	experience	on	the	subject,	accounting	for	the	creation	of	the	
association	 aforementioned.	 Moreover,	 peer	 observation	 is	 considered	 to	 have	 been	
executed	 poorly,	 with	 the	 pre-	 and	 post-	 stages	 of	 the	 observation	 being	 inadequately	
realized	or	entirely	absent	from	the	process	(p.	265).	
	
Generally	 speaking,	 teacher	 development	 in	 Greece	 tends	 to	 encompass	 more	 reflective	
approaches.	 Nonetheless,	 practitioners	 are	 not	 given	 ample	 opportunity	 to	 engage	 in	
sustained	 improvement	of	 their	practice.	 They	are	daily	 faced	with	 challenging	 conditions,	
for	which	their	prior	training	and	experience	have	not	prepared	them	and	for	which	they	are	
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mostly	presented	with	generalized	solutions	to	be	uniformly	applied.	(Clarke	and	Silberstein,	
1988).		
	
	
3.		The	research	methodology	and	procedure	
	
3.1.	The	research	questions	
	
The	 current	 research	 aims	 at	measuring	 EFL	 teacher	 attitudes	 towards	 the	 developmental	
use	of	the	peer	observation	technique.	Teachers’	beliefs	and	attitudes	are	closely	 linked	to	
teachers’	 choice	 of	 strategies	 for	 coping	 with	 challenges	 in	 their	 daily	 professional	 life	
(Freeman,	1989,	p.32)	However,	before	asking	people	to	express	their	opinions	or	attitudes	
about	a	particular	issue,	it	is	often	a	good	idea	to	assess	the	respondents’	knowledge	about	
that	 issue,	 as	people	often	base	 their	opinions	on	 inaccurate	 factual	 knowledge	 (Neuman,	
2006,	in	Krosnick	and	Presser,	2010,	p.252).	To	this	end,	the	research	questions	focused	on:	
a)	the	degree	of	familiarity	of	research	participants	with	the	notions	of	teacher	development	
and	 peer	 observation	 and	 b)	 whether	 the	 research	 participants	 hold	 a	 positive	 attitude	
towards	 the	 idea	 of	 using	 peer	 observation	 for	 developmental	 purposes.	 By	 positive	
attitude,	 it	 is	 meant	 that	 respondents	 identify	 benefits	 of	 peer	 observation	 for	 their	
professional	 development,	 distinguish	 it	 from	 other	 modes	 of	 observation	 as	 more	
consistent	 to	 concepts	 central	 to	 teacher	 education	 and	 are	 willing	 to	 implement	 it	 as	 a	
practice.	
	
3.2.		Research	methodology	and	sample	
	
The	particular	research	implemented	a	mixed-method	approach	which	combines	alternative	
approaches	 within	 a	 single	 research	 project	 by	 using	 both	 quantitative	 and	 qualitative	
methods.	 This	 approach	 ‘seeks	 convergence	 and	 corroboration	 of	 results	 from	 different	
methods’	(Greene	et	al.,	1989,	p.259)	and	is	in	line	with	the	principles	of	triangulation,	which	
conduces	 to	 the	 validity	 of	 results.	 The	 traditional	 method	 of	 measuring	 attitudes	 is	 by	
means	of	attitude	statements,	the	purpose	being	to	place	each	respondent	on	an	attitudinal	
continuum	(Oppenheim,	1992,	pp.151,	163).	
	
That	being	given,	 in	terms	of	quantitative	analysis,	an	attitude	measurement	questionnaire	
was	 constructed	 and	 distributed	 as	 a	 highly	 structured	 data	 collection	 instrument	 (Taylor-
Powell,	1998).	The	sampling	approach	employed	was	that	of	simple	random	sampling,	where	
each	 element	 has	 the	 equal	 probability	 to	 be	 selected	 as	 a	 sample	 and	 is	 bias	 free.	 The	
sample	used	 for	 the	attitude	measurement	questionnaire	 consisted	of	72	EFL	 state	 school	
teachers,	of	ages	25	to	45	and	over,	almost	equally	from	primary	and	secondary	education,	
all	of	whom	were	approached	electronically	via	an	online	questionnaire	completion	request.	
	In	 terms	 of	 qualitative	 analysis,	 semi-structured	 interviews	 that	 consisted	 of	 both	 closed-	
and	open-ended	questions	were	conducted	to	serve	as	an	exploratory	agent	and	refine	the	
selection	 for	 the	 research	 questionnaire	 items	 to	 be	 included	 from	 the	 initial	 item	 pool	
(Dörnyei,	2003,	p.52).	The	sample	was	selected	purposively	as	a	typical	representative	of	the	
population,	with	the	goal	to	exploit	‘information	rich’	cases	that	would	‘provide	the	greatest	
insight	 into	 the	 research	question’	 (Devers	and	Frankel,	2000,	p.264).	To	 this	end,	 five	EFL	
teachers	 were	 selected	 as	 interviewees,	 with	 whom	 the	 researcher	 was	 personally	
acquainted,	so	as	to	create	an	atmosphere	of	mutual	trust	and	confidence.	Moreover,	their	
postgraduate	studies	ensured	they	had	certain	prior	knowledge	on	the	subjects	of	 teacher	
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development	and	peer	observation,	hence,	their	participation	could	really	provide	accurate	
and	trustworthy	responses.	
	
3.3.	 	 The	 research	 instruments:	 the	 attitude	 measurement	 questionnaire	 and	
interviews	
	
A	 common	way	of	measuring	attitudes	quantitatively	 is	 through	 rating	 scales.	 The	present	
questionnaire	designed	 implemented	the	Likert	rating	scale,	which	consisted	of	 items	each	
constituting	 one	 attitude	 statement	 with	 five	 possible	 responses.	 A	 favourable	 attitude	
statement	is	scored	with	five	(5)	for	‘strongly	agree’	down	to	one	(1)	for	‘strongly	disagree’,	
whereas,	an	unfavourable	attitude	statement	is	scored	vice	versa.	Then,	the	item	scores	are	
added	to	obtain	a	total	score.	The	total	score	in	a	group	of	statements	will	signify	whether	
those	statements	are	viewed	favourably	or	not	(Oppenheim,	1992,	pp.196-197).	
	
The	questionnaire	comprised	of	four	sections	with	thirty	question	items	in	total.	Apart	from	
the	first	section	that	focused	on	gathering	demographic	data,	the	second	and	third	section	
were	concerned	with	determining	the	sample’s	general	degree	of	familiarity	with	the	central	
concepts	 of	 teacher	 development	 and	 peer	 observation	 and	 exploring	 their	 personal	
experience	 in	 teacher	 development	 practices	 in	 general,	 if	 any,	 and,	 their	 possible	
involvement	 in	 peer	 observation	 practices.	 The	 fourth	 and	 largest	 section	 of	 the	 research	
questionnaire	 included	 the	 actual	 Likert	 scale	 items,	measuring	 attitudes	 towards	 teacher	
development	concepts	and	characteristics	and	attitudes	towards	the	pre-	and	post-	stages	of	
the	 peer	 observation	 process.	 It	 also	 included	 attitude	 statements	 referring	 to:	 a)	 peer	
observation	 features	 that	 are	 consistent	 with	 teacher	 development	 traits,	 b)	 possible	
constraints	 in	 conducting	 peer	 observation,	 c)	 comparison	 of	 peer	 observation	 to	 other	
modes	of	supervision,	d)	the	implementation	of	peer	observation	in	school	training	courses	
and,	finally,	e)	teachers’	willingness	to	regularly	employ	it	as	a	developmental	practice.	
	
Correspondingly,	 the	 semi-structured	 interview	 included	 a	 similar	 set	 of	 open-ended	
questions	 in	 a	 similar	 sequence	 that	 followed	 the	 outline	 of	 the	 attitude	 measurement	
questionnaire,	 so	 as	 the	 data	 collected	 can	 be	 evaluated	 in	 correlation	 to	 the	 attitude	
measurement	 questionnaire	 results,	 hence,	 their	 combined	 interpretation	 would	 serve	 to	
substantiate	the	research	findings.	
	
4.		Presentation	of	research	findings	
	
The	 research	 conducted	 for	 the	 purposes	 of	 this	 paper	 rendered	 data	 subjected	 to	 both	
quantitative	 and	 qualitative	 analysis.	More	 specifically,	 the	 closed-ended	 items	 and	 Likert	
scale	data	recovered	through	the	questionnaire	were	computer-coded	and	analysed	through	
the	 Statistical	 Package	 for	 Social	 Sciences	 (SPSS)	 program	 to	 be	 interpreted	 through	
frequency	 tables,	 statistics	 graphs	 and	 reliability	 tables.	 On	 the	 other	 hand,	 interview	
responses	were	tape-recorded	and	transcribed	and	were	processed	through	content	analysis	
by	being	grouped	according	to	certain	categories	that	were	directly	related	to	the	research	
topic.	
	
4.1.		Presentation	of	attitude	measurement	questionnaire	results	
	
The	 vast	 majority	 of	 respondents	 were	 female,	 aged	 31	 to	 45,	 of	 sufficient	 teaching	
experience,	employed	in	an	almost	equal	degree	in	primary	and	secondary	education.	Most	
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respondents	hold	a	university	degree,	while	postgraduate	degree	holders	amount	 to	 thirty	
six	per	cent	(36%)	and	PhD	holders	to	five	per	cent	(5%)	of	the	research	sample.	
	
Regarding	 respondents’	 familiarity	 to	 what	 teacher	 development	 is,	 the	 overwhelming	
majority	stated	being	familiar	with	the	term	with	a	percentage	of	eighty	eight	(88%).	Teacher	
development	was	 frequently	 referred	 to	 as	 an	 effort	 to	 improve	 or	 redefine	 already	 used	
teaching	practices,	while,	 similarly,	 the	need	 for	keeping	up	with	recent	 trends	 in	 teaching	
methodology	and	trying	out	new	teaching	techniques	was	a	regular	response.		
	
The	 next	 step	 in	 investigating	 teachers’	 familiarity	 with	 teacher	 development	 was	 to	
construct	 a	 Likert	 scale	 that	 explored	whether	 teachers	 agree	or	 not	with	 certain	 attitude	
statements	 that	 describe	 attributes	 associated	 with	 teacher	 development	 (see	 Figure	 1	
below):	
	
	

	
	

Figure	1:	Familiarity	with	teacher	development	Likert	scale	measurement	
	
	
The	 total	 score	of	 the	Likert	 scale	was	41,51,	while	 the	mean	total	was	30.	Therefore,	 it	 is	
evident	 that	 teachers	 are	 highly	 informed	 of	 crucial	 features	 associated	 with	 teacher	
development.	More	 specifically,	 teachers	 agree	 that	 teacher	 development	 is	 a	 continuing	
process	they	engage	in	voluntarily,	that	aims	at	promoting	effective	learning	and	expanding	
knowledge	 base,	 encompasses	 active	 reflection,	 self-analysis	 and	 inquiry,	 enhances	 the	
ability	to	work	with	colleagues	and	refers	to	personal	and	social	development	as	well.	
	
In	 response	 to	 stating	 familiarity	 with	 peer	 observation,	 seventy	 nine	 per	 cent	 (79%)	 of	
teachers	 confirmed	being	 familiar	with	 the	 technique,	 as	opposed	 to	 twenty	one	per	 cent	
(21%).	When	 asked	 to	 define	 peer	 observation,	 respondents	 described	 it	 as	 the	 situation	
when	a	teacher	is	being	observed	by	a	colleague	with	the	aim	of	improvement.	Moreover,	a	
low	 percentage	 associated	 it	 with	 evaluation	 of	 performance,	 however,	 very	 few	
respondents	connected	 it	 to	 reflection	as	well.	Teachers	also	mentioned	 identifying	strong	
and	weak	points	and	learning	through	watching	as	traits	inherent	to	peer	observation.	
	
In	addition,	fifty	eight	per	cent	(58%)	have	never	witnessed	a	peer	observation	session	and	
sixty	 six	 per	 cent	 (66%)	 have	 never	 employed	 it.	 The	 frequency	with	which	 teachers	 have	
employed	peer	observation	can	be	seen	in	Figure	2	below:	
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Figure	2:	‘Have	you	ever	employed	the	peer	observation	technique?’	
	
	
In	order	 to	 investigate	 teachers’	 familiarity	 to	 the	peer	observation	 technique	 to	a	greater	
extent,	two	more	Likert	scales	were	constructed.	The	first	one	was	associated	with	the	pre-
observation	stage	of	the	process	and	rendered	a	total	score	of	15,89,	with	the	mean	total	of	
the	 specific	 scale	 being	 12,	 thus	 depicting	 a	 positive	 measurement	 and	 indicating	 the	
respondents’	 sufficient	 understanding	 of	 the	 function	 of	 the	 pre-observation	 session.	 The	
second	Likert	 scale	 regarding	peer	observation	emphasized	on	 the	post-observation	 stage.	
The	 total	 score	 of	 this	 scale	 was	 21,64,	 with	 the	 mean	 total	 of	 the	 scale	 being	 18.	 The	
outcome	 indicates	 a	 positive	 measurement	 when	 investigating	 respondents’	
acknowledgement	of	the	traits	pertinent	to	the	post-observation	stage	of	the	process.	
	
In	 individually	 analyzing	 each	 attitude	 statement	 concerning	 the	 post-observation	 stage,	 a	
staggering	ninety	six	per	cent	 (96%)	agreed	that	the	post-observation	discussion	should	be	
carried	 out	 in	 a	 friendly	 and	 encouraging	 manner.	 However,	 respondents	 were	 mostly	
undecided	 when	 asked	 whether	 the	 observee	 should	 lead	 the	 post-discussion,	 while	 a	
percentage	 of	 twenty	 nine	 (29%)	 stated	 that	 the	 observee	 should	 not	 lead	 the	 discussion	
and	only	nineteen	per	cent	(19%)	acknowledged	the	observee’s	leading	role.	
	
On	a	different	note,	respondents	were	more	clear	regarding	the	observer’s	role	during	the	
post	stage	of	the	peer	observation	process.	Most	teachers	agreed	that	the	observer	should	
have	a	facilitating	role	and	not	correct	the	observee’s	practices,	but	the	majority	agreed	that	
the	observer	should	evaluate	the	observee’s	performance	(see	Figure	3	below):	
	

	
	

Figure	3:	‘Do	you	think	the	observer	should	evaluate	the	observee’s	performance?’	
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Finally,	a	third	Likert	scale	was	constructed	with	regard	to	the	overall	attitude	towards	peer	
observation.	 The	 total	 score	 of	 this	 Likert	 scale	was	 43,18,	with	 the	mean	 total	 being	 33,	
indicating	a	greatly	positive	attitude	towards	peer	observation	(see	Figure	4	below):	
	

	
	

Figure	4:	Attitude	towards	peer	observation	Likert	scale	measurement	
	
	
More	 specifically,	 the	 majority	 of	 teachers	 agreed	 that	 peer	 observation	 promotes	
collaborative	 work,	 exposes	 teachers	 to	 different	 teaching	 styles,	 integrates	 theory	 with	
practice,	encourages	reflection	and	improves	teaching	skills,	thus,	enhancing	confidence	and	
proving	beneficial	for	both	peers.	On	the	other	hand,	thirty	nine	per	cent	(39%)	agreed	that	
peer	teachers	are	not	qualified	to	comment	on	colleagues’	practices	(see	Figure	5	below):	
	
	

	
	

Figure	5:	‘Peer	teachers	are	not	qualified	to	comment	on	colleagues’	teaching	practices’	
	
	
Another	 high	 percentage	 stated	 that	 the	 process	 is	 too	 time-consuming	 in	 planning	 and	
executing,	 while	 upon	 comparing	 peer	 observation	 with	 other	 observation	 practices,	 fifty	
five	 per	 cent	 (55%)	 responded	 that	 it	 deviates	 from	 the	 one-way	 model	 of	 supervision,	
however,	 forty	six	per	cent	 (46%)	of	 respondents	 indicated	that	peer	observation	 is	not	as	
reliable	as	supervision	in	providing	valid	feedback	(see	Figure	6	below):	
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Figure	6:	‘Peer	observation	is	not	as	reliable	as	supervision	in	providing	valid	feedback’	
	
	
On	 a	 similar	 note,	 the	 opinions	 on	 whether	 peer	 observation	 is	 related	 to	 evaluation	 of	
performance	 show	 that	 forty	 seven	 per	 cent	 (47%)	 of	 respondents	 view	 this	 statement	
favourably	as	opposed	to	thirty	four	per	cent	(34%)	who	disagree.	
	
With	regard	to	peer	observation	in	Greek	state	school	reality,	a	great	percentage	of	teachers	
believe	school	administrations	do	not	endorse	this	practice,	while	many	remain	undecided	
as	 to	 how	 school	 administrations	 view	 implementation	 of	 peer	 observation.	 In	 addition,	
teachers	consider	peer	observation	to	be	a	relatively	unknown	practice	in	Greek	state	school	
education,	 but	 positively	 agree	 to	 its	 inclusion	 as	 a	 teacher	 development	 practice	 in	 state	
training	courses.	
	
Apart	from	employing	methodological	triangulation	to	ensure	validity	of	results,	the	results	
presented	were	also	checked	for	reliability	purposes.	Reliability	and	validity	of	a	Likert	scale	
can	be	defined	by	measuring	its	internal	consistency	by	using	Cronbach’s	alpha.	Cronbach's	
alpha	is	a	measure	that	indicates	how	closely	related	a	set	of	items	are	as	a	group	(Santos,	
1999).	Any	index	measurement	above	.06	is	considered	as	indicative	of	a	scale	being	reliable.	
The	 internal	consistency	 index	was	measured	for	all	 four	Likert	scales	used	 in	the	research	
questionnaire.	 The	 reliability	 tables	 show	 that	 the	 Likert	 scales	 concerning	 teacher	
development,	overall	attitude	towards	peer	observation	and	the	pre-observation	stage	score	
a	 high	 Cronbach’s	 alpha	 measurement,	 with	 .768,	 .685,	 and	 .723	 measurements	
respectively.	 However,	 the	 scale	 regarding	 the	 post-observation	 stage	 barely	 scores	 .31,	
which	 shows	 that	 this	 scale’s	 items	 are	 not	 internally	 consistent,	 thus	 posing	 a	 lack	 of	
reliability	issue.	
	
4.2.	Presentation	of	interview	data		
	
Five	 state	 teachers	 of	 English	 working	 in	 primary	 and	 secondary	 education	 schools	 were	
interviewed,	 so	 as	 to	 recover	 some	 qualitative	 data	 regarding	 teachers’	 familiarity	 with	
teacher	development	and	peer	observation	and,	then,	explore	their	attitudes	on	employing	
the	 latter	 for	 developmental	 purposes.	 Their	 responses	 were	 transcribed	 and	 manual	
content	analysis	was	performed	to	reach	a	conclusion	regarding	their	overall	attitude.	More	
specifically:	
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• All	 five	 interviewees	 defined	 their	 understanding	 of	 teacher	 development	 as	
improvement	of	techniques	and	knowledge	and	as	generating	change.	

• All	interviewees	referred	to	the	affective	factors	of	the	process,	namely	the	fact	that	
observees	 feel	 safe	 being	 observed	 in	 a	 ‘friendly’	 and	 ‘stress-free	 environment’,	
where	support	and	mutual	respect	are	promoted.		

• Respondents	referred	to	the	difference	between	supervision	in	the	current	teaching	
reality	and	peer	observation.	Supervision	 is	associated	with	feelings	of	 intimidation	
and	 stress	 to	 perform	 well	 in	 a	 situation	 that	 is	 connected	 to	 evaluation	 of	
performance.	

• Reflection	was	also	indicated	as	a	prominent	feature,	mainly	‘reflection	on	practice’.	
• Experiential	learning	was	also	mentioned	as	being	incorporated	in	peer	observation.	
• Providing	feedback	was	viewed	as	extremely	beneficial	to	both	peers	and	more	valid	

when	based	on	background	theory	and	pre-defined	criteria.	
• There	was	disaccord	as	to	the	validity	of	the	feedback	generated,	since	respondents	

deemed	 feedback	 provided	 by	 either	 peers	 or	 supervisors	 ‘valid	 on	 both	 cases’,	
whereas	respondents	consider	peer	observation	‘a	less	formal	or	valid	method’.		

• All	respondents	referred	to	 lack	of	time	and	reluctance	of	colleagues	to	cooperate.	
Colleagues’	 hesitation	 to	 participate	 as	 a	 result	 of	 misinformation	 regarding	 the	
benefits	and	value	of	peer	observation	was	even	mentioned.	

• Finally,	reluctance	of	school	administrators	to	allow	for	it	was	referred	to	as	well.	
	
Overall,	 when	 asked	 if	 they	 consider	 peer	 observation	 to	 be	 an	 effective	 practice	 and	
whether	they	would	employ	it	on	a	regular	basis,	they	all	unanimously	agreed.	
	
4.3.		Interpretation	and	discussion	of	research	findings	
	
The	 overwhelming	 majority	 of	 questionnaire	 respondents	 and	 all	 interviewees	 claimed	
familiarity	with	 teacher	 development	 and	were	 able	 to	 adequately	 describe	 it.	Moreover,	
the	 Likert	 scale	 constructed	 for	 that	 purpose	 clearly	 indicates	 that	 EFL	 practitioners	
participating	 in	 the	 research	are	able	 to	 recognize	certain	distinct	 features	associated	with	
teacher	 development.	 Greek	 EFL	 teachers	 recognize	 that,	 to	 achieve	 development,	 self-
inquiry	 and	 reflection	 on	 already	 possessed	 and	 newly-gained	 experience	 must	 be	
encompassed	in	an	encouraging	and	collaborative	environment,	a	view	consistent	with	the	
teacher	 development	 and	 reflective	 model	 of	 teacher	 education	 paradigm	 (Akbari,	 2007;	
Bartlett,	 1990;	 Bell	 and	 Gilbert,	 1994;	 Crandall,	 2000;	 Cruickshank	 and	 Applegate,	 1981;	
Richards	and	Lockhart,	1994;	Schön,	1983;	Wajnryb,	1992;	Wallace,	1991).	
	
Greek	teachers	are	also	clearly	familiar	with	peer	observation	as	a	developmental	practice,	
although	their	knowledge	on	the	particular	practice	remains	on	a	theoretical	level.	A	limited	
minority	of	primary	and	secondary	educators	have	actually	employed	the	technique,	as	peer	
observation	has	been	systematically	employed	mostly	 in	 the	 tertiary	 level	of	education	 for	
more	 than	 a	 decade	 now	 (Bell	 &	 Mladenovic,	 2006;	 Cooper,	 2012;	 Davis	 et	 al.,	 2008;	
McMahon	et	al.,	2007).	The	research	has	shown	that	Greek	state	school	teachers	recognize	
peer	 observation	 as	 a	 self-directed	 practice	where	 colleagues	 observe	 each	 other	 to	 their	
mutual	 benefit	 with	 the	 aim	 to	 improve	 as	 teachers	 through	 sharing	 ideas,	 exposure	 to	
differing	 teaching	styles,	active	 reflection	and	provision	of	constructive	 feedback,	a	 finding	
that	supports	theory	on	peer	observation	incorporating	developmental	features	(Cosh,	1999;	
Donnelly,	 2007;	 Gosling,	 2002;	 Munson,	 1998;	 Richards,	 1987;	 Shortland,	 2004;	 Stillwell,	
2008).	
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Regarding	 their	 general	 attitudes	 on	 peer	 observation,	 Greek	 state	 EFL	 teachers	 of	 both	
primary	 and	 secondary	 education	 hold	 a	 positive	 attitude	 towards	 the	 use	 of	 peer	
observation	as	a	means	for	teacher	development.	The	contrastive	analysis	of	questionnaire	
and	 interview	 findings	 corroborates	 the	 above	 statement.	 The	 Likert	 scale	measurements	
were	positive	and,	both	in	their	questionnaire	and	interview	responses,	respondents	stated	
their	willingness	to	employ	peer	observation	on	a	regular	basis	and	suggested	its	inclusion	in	
Greek	state	school	training	courses.	
	
More	specifically,	the	present	study	highlights	teachers’	acknowledgement	of	developmental	
features	 embedded	 in	 the	 peer	 observation	 process.	 Greek	 EFL	 teachers	 recognize	 the	
benefit	 for	 peers	 engaged	 in	 the	 process	when	 it	 comes	 to	 improving	 their	 knowledge	 of	
their	subject	matter	and	keeping	abreast	with	recent	methodological	trends.	Moreover,	they	
acknowledge	 the	 role	 peer	 observation	 plays	 as	 a	 means	 for	 learners	 to	 explore	 their	
experiences,	enabling	an	understanding	of	the	learning/teaching	process	and	its	impact.	This	
deeper	 understanding	 of	 the	 learning	 process	 stems	 from	 the	 implications	 reflection	 has	
within	 the	 peer	 observation	 practice.	 Greek	 state	 EFL	 teachers	 positively	 agree	 that	 peer	
observation	 encourages	 active	 reflection	 on	 own	 practices	 more	 systematically,	 thus	
resulting	in	reframing	assumptions	and	ultimately	generating	change.	
	
However,	as	Brandt	(2008)	stated,	reflection	is	‘a	social	activity’	and	it	should	be	combined	
with	feedback	in	‘reflective	conversations’	(p.43).	The	post-observation	stage	embodies	the	
idea	of	reflective	conversation,	which,	nonetheless,	has	to	be	carefully	conducted.	Teachers	
place	 great	 emphasis	 on	 the	 affective	 factors	 associated	 with	 the	 act	 of	 observing	 and	
provision	of	feedback.	The	main	barrier	to	using	observation	as	a	learning	instrument	is	the	
anxiety	it	raises	among	participants,	since	it	 ‘encounters	the	issue	of	power	imbalance	that	
may	 exist	 between	 individuals’	 (Swain,	 2007,	 in	 Davys	&	 Jones,	 2007,	 p.246).	 Researchers	
have	 stressed	 the	 fact	 that	 teachers	 feel	 uneasy	 when	 observed,	 because	 they	 tend	 to	
associate	 it	with	 evaluation	 (Bax,	 1997;	Gebhard,	 1984;	Wajnryb,	 1992;	Wallace,	 1991).	 In	
this	 respect,	 the	 current	 research	 has	 clearly	 shown	 the	 positive	 attitude	 teachers	 have	
towards	peer	observation	in	comparison	to	other	modes	of	observation	employed	within	the	
Greek	 state	 school	 context.	 In	 their	 responses,	 teachers	 consider	 that	 peer	 observation	
enhances	their	ability	to	work	with	colleagues	by	creating	an	environment	of	collegiality	and	
cooperation,	 thus,	 promoting	 their	 personal	 and	 social	 development	 along	with	upgrading	
their	 professional	 status.	But	more	 importantly,	 they	 stress	 the	 fact	 that	peer	observation	
creates	 a	 relaxing	 and	 encouraging	 working	 environment,	 in	 direct	 opposition	 to	 the	
sentiments	of	criticism,	evaluation	and	 judgment	 traditionally	associated	with	observation,	
as	 this	 is	 conducted	within	 the	Greek	 state	 school	 environment.	 Peer	 observation	 creates	
such	 conditions	 that	 enhance	 teachers’	 confidence	 and	 self-efficacy	 and	 allow	 for	
experimentation	on	novel	practices	without	the	fear	of	judgment.	
	
Consequently,	 of	 great	 importance	 for	 the	 establishment	 of	 such	 an	 encouraging	
environment	 is	 the	 way	 feedback	 is	 provided.	 The	 research	 has	 shown	 that	 Greek	 EFL	
teachers	agree	 that	 the	 feedback	provided	 through	peer	observation	 should	be	 structured	
and	 given	 during	 a	 amicable	 post-observation	 discussion	 where	 the	 observer	 has	 a	
facilitating	role	and	is	by	no	means	used	to	correct	the	observee’s	practices.	
	
However,	 this	 is	 the	point	where	 the	 research	has	 identified	 an	 inconsistency	 in	 teachers’	
perception	of	the	beneficial	role	of	peer	observation	in	providing	useful	feedback.	Greek	EFL	
teachers	involved	in	the	current	research	consider	their	fellow	teachers	to	be	unqualified	to	
effectively	 comment	 on	 their	 colleagues’	 teaching	 practices	 and	 also	 feel	 that	 peer	
observation	feedback	lacks	validity	in	comparison	to	supervision.	



Tsoulou	/	Research	Papers	in	Language	Teaching	and	Learning	7/1	(2016)	7-26	

	
	

21	

In	 addition,	 Greek	 EFL	 teachers	 do	 believe	 that	 peer	 observation	 is	 associated	 with	
evaluation	 of	 performance,	 like	 other	 modes	 of	 observation,	 and	 have	 an	 obscure	
understanding	of	the	role	of	the	observee	during	the	feedback	session.	Teachers	think	that	
the	 observees	 should	 not	 initiate	 the	 discussion	 and	 that	 the	 post-observation	 session	 is	
mostly	 beneficial	 to	 them	 rather	 than	 to	 both	 peers.	 This	 attitude	 towards	 the	 feedback	
session	probably	stems	 from	the	 fact	 that,	as	 reported,	Greek	 teachers	are	accustomed	to	
being	 involved	 in	 observation,	 as	 either	 passive	 recipients	 of	 criticism,	when	 observed,	 or	
mere	receivers	of	expert	knowledge	after	having	observed	model	teaching	sessions.	
	
Moreover,	 the	 research	 findings	 indicate	 that	 teachers	believe	 that	peer	observation	 is	 an	
unknown	 practice	 in	 Greece,	 and	 those	 who	 are	 informed	 of	 it	 are	 receiving	 fragmented	
information,	mostly	through	their	own	initiative	in	taking	up	postgraduate	studies	or	reading	
teaching-related	 material.	 The	 view	 that	 teachers	 are	 probably	 uninformed	 of	 peer	
observation	 is	 further	 supported	 by	 the	 fact	 that	 one	 of	 the	 constraints	 all	 interviewees	
mentioned	 in	conducting	peer	observation	within	the	Greek	state	school	context	would	be	
their	colleagues’	reluctance	to	participate	in	the	process.	
	
Generally,	EFL	teachers	in	Greece	do	not	have	a	clear	view	of	how	peer	observation	could	be	
implemented	 in	 practicum	within	 the	 already	 tight	 daily	 school	 schedule.	 Considering	 the	
fact	that,	as	in	similar	researches	(Al-Habsi,	2004;	Jensen	and	Ayegbayo,	2011;	Lassagabaster	
and	 Sierra,	 2011),	 lack	 of	 time	 for	 planning	 and	 realizing	 the	 observation	 process	 was	
unanimously	reported,	teachers	remain	undecided	or	even	pessimistic	as	to	the	reaction	of	
school	 administrators	 to	 a	 self-directed	 practice	 that	 is	 not	 formally	 endorsed	 by	 the	
Ministry	 of	 Education	 and	 that	will	 require	more	 of	 the	 teachers’	 already	 limited	 time	 for	
planning	 and	 implementation.	 Even	 teachers	 themselves	 expressed	 the	 opinion	 that	 peer	
observation	 should	 be	 incorporated	 in	 formal	 ministry-run	 training	 courses,	 probably	
because	it	will	gain	wider	acceptance	and	increase	in	validity	that	way.	
	
All	 in	all,	 it	 is	 safe	 to	 say,	 that	despite	Greek	 teachers’	 lack	of	actual	experience	with	peer	
observation,	 they	 hold	 a	 positive	 attitude	 towards	 employing	 it	 in	 hope	 of	 further	
development.	Although	they	have	a	tendency	to	label	the	feedback	session	as	reminiscent	of	
traditional	 and	 less	 trainee-centered	modes	 of	 observation,	 they	 are	 able	 to	 acknowledge	
peer	observation’s	benefit	as	a	powerful	developmental	tool.	Greek	EFL	teachers	recognize	
the	fact	that	peer	observation	encourages	their	empowerment	through	an	actively	reflective	
process	that	enhances	their	theoretical	knowledge	and	enriches	their	repertoire	of	teaching	
methods	 and	 strategies	 to	 use.	 Peer	 observation	 renders	 practitioners	 actively	 involved	 in	
the	 process	 of	 their	 own	 development,	 not	 in	 exclusion	 from	 their	 teaching	 environment,	
but	 through	 collaboration	 and	 exchange	 of	 ideas,	 resulting	 in	 the	 development	 of	 a	more	
confident,	informed	and	motivated	teacher.	
	
5.		Implications	of	the	research	findings	for	EFL	teacher	development	
	
The	 interpretation	 of	 the	 research	 findings	 asserts	 the	 fact	 that	 EFL	 practitioners	 have	 a	
positive	attitude	towards	and	are	willing	to	employ	peer	observation.	This	conclusion	 is	an	
indication	 that	 Greek	 teachers	 are	 actively	 interested	 in	 ameliorating	 their	 skills	 and	
practices	within	the	Greek	state	school	context	through	a	practice	that	is	self-directed	and	is	
placed	 outside	 the	 official	 repertoire	 of	 developmental	 activities	 offered.	 Pinpointing	 the	
acceptance	 of	 peer	 observation	 as	 a	 collaborative	 and	 reflective	 practice	 by	 the	 great	
majority	of	teachers	 involved	in	this	research	may	lead	to	the	consideration	of	observation	
as	 a	 practice	 that	 should	 not	 necessarily	 be	 associated	 with	 evaluation	 and	 feelings	 of	
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intimidation	and	could	alter	negative	attitudes	towards	observation	in	a	more	global	sense.	
Therefore,	 if	 teachers	 are	 encouraged	 to	 consider	 an	 alternative	 mode	 of	 observation	 in	
place	 of	 the	 more	 trainer-centered	 models	 currently	 employed,	 they	 would	 be	 more	
motivated	 to	 implement	 observation	 on	 a	more	 regular	 basis,	 instead	 of	 being	 obliged	 to	
attend	 observation	 sessions	 externally	 sanctioned	 by	 other	 stakeholders,	 thus,	
systematically	 incorporating	 this	 developmental	 practice	 in	 their	 professional	 lives	 and	
establishing	an	attitude	of	life-long	learning.	
	
Furthermore,	the	present	research	has	highlighted	the	significance	of	cooperation	within	the	
school	environment	through	creating	bonds	between	people	who	share	common	goals	and	
aspirations,	since	‘an	increased	sense	of	collegiality	is	a	critical	factor	in	the	development	of	
learning	 communities;	 (Schuck	 et	 al.,	 2008,	 in	 Byrne	 et	 al,	 2010,	 p.11).	 The	 inherently	
collaborative	 nature	 of	 peer	 observation	 is	 a	 key	 component	 in	 establishing	 relationships	
within	the	teachers’	professional	environment	that	will	strengthen	the	school	community	as	
a	whole	and	help	teachers	evolve	personally	and	socially	as	well.	
	
On	 a	 more	 practical	 note,	 the	 conclusions	 reached	 in	 the	 present	 study	 regarding	 the	
effectiveness	 of	 peer	 observation	 in	 exposing	 teachers	 to	 differing	 teaching	 styles	 and	
practices	indicate	that	peer	observation	allows	for	teachers	to	become	familiar	with	recent	
trends	 in	 methodology	 through	 observing	 and	 learning	 from	 each	 other,	 something	 not	
always	feasible	through	individual	study,	considering	the	existing	tight	time	frames	of	school	
life	and	preparation	at	home.	
	
In	addition,	when	considering	 the	 fact	 that	observation	 is	one	of	 the	 suggested	means	 for	
realizing	 the	 official	 evaluation	 process	 for	 teachers	 in	 all	 fields,	 the	 emergence	 of	 peer	
observation	 as	 a	 non-threatening	 collegial	 practice	 will	 help	 practitioners	 familiarise	
themselves	with	observation,	develop	their	observation	skills	and	be	in	a	position	to	identify	
their	 strengths	 and	 weaknesses	 in	 an	 environment	 that	 will	 actually	 help	 them	 improve	
rather	than	promote	evaluation	of	performance.	
	
Overall,	the	study	at	hand	aims	at	contributing	to	the	exploration	of	the	Greek	state	school	
environment	 in	 being	 receptive	 to	 the	 future	 application	 of	 peer	 observation	 as	 a	
systematically	employed	developmental	 instrument	by	clarifying	and	pinpointing	Greek	EFL	
teachers’	positive	attitude	towards	it.	Consequently,	peer	observation	arises	as	a	powerful,	
self-directed	development	activity	that	embraces	diversity	through	interaction	and	increases	
motivation	for	development	in	a	collaborative	environment.	
	
6.		Limitations	and	suggestions	for	further	research	
	
The	main	limitation	of	this	study	is	that	its	findings	apply	to	the	group	of	teachers	involved	in	
the	process	of	this	small-scale	research	and	can	by	no	means	be	used	to	represent	the	entire	
population	of	Greek	state	school	teachers	of	English.	In	order	to	gather	a	larger	pool	of	data	
that	would	offer	greater	 insight	 to	 teacher	attitudes,	a	grander-scale	 research	should	have	
been	carried	out	with	a	far	larger	number	of	participants	and	a	more	diverse	method	of	data	
collection,	a	possibility	that	is	beyond	the	current	researcher’s	means	and	luxury	of	time.	In	
addition,	the	low	score	of	the	post-observation	stage	Likert	scale	with	regard	to	its	internal	
consistency	renders	the	measurement	of	the	specific	scale	as	lacking	in	reliability.	
	
With	regard	to	suggestions	for	further	research	on	the	subject,	the	current	study	attempted	
to	 shed	 some	 light	 to	 teacher	 attitudes	 towards	 peer	 observation	 within	 the	 secondary	
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education	teaching	environment,	but	the	issue	is	still	minimally	addressed,	therefore	future	
research	should	address	a	larger	teacher	population	across	the	Greek	state,	so	as	to	paint	a	
clearer	 picture	 of	 teacher	 attitudes	 on	 the	 topic	 of	 developmental	 peer	 observation.	
Moreover,	particular	attention	should	be	given	to	the	post-observation	phase	of	the	process	
in	 order	 to	 compensate	 for	 the	 lack	 of	 internal	 consistency	 of	 the	 results	 regarding	 the	
general	attitude	towards	that	stage	of	peer	observation.	
	
Also,	 further	 research	 could	 concentrate	 on	 the	 provision	 of	 feedback	 during	 peer	
observation,	as	the	particular	aspect	of	the	process	surfaced	as	a	potential	grey	area	in	the	
implementation	of	peer	observation	by	Greek	EFL	teachers	in	secondary	education.	
	
	In	addition,	in	response	to	the	teachers’	desire	for	a	more	systematic	establishment	of	peer	
observation	 as	 a	 developmental	 practice,	 researchers	 can	 investigate	 ways	 to	 support	 its	
existence	 and	 how	 the	 already	 documented	 positive	 attitude	 towards	 it	 can	 be	 further	
encouraged.	On	a	different	note,	a	plan	of	how	peer	observation	can	be	included	in	ministry-
fostered	training	programs	can	be	drawn,	however,	this	idea	comes	at	odds	with	the	notion	
of	peer	observation	as	a	self-directed	practice,	as	this	was	described	in	the	present	study.	
	
7.	Conclusion	
	
The	continuous	struggle	towards	professional	and	personal	 improvement	requires	that	EFL	
practitioners	employ	practices	that	raise	the	quality	of	their	teaching	and	facilitate	life-long	
learning.	 Learning	 is	 a	 social	 process	whereby	 the	 participants	 need	 to	 interact	with	 each	
other	to	gain	an	alternative	perspective	and	become	exposed	to	diversity.	Peer	observation	
is	 such	 a	 collaborative	 practice	 that	 offers	 opportunity	 for	 interchange	 and	whose	 power	
resides	in	its	collegial	orientation	and	its	exposure	of	colleagues	to	a	variety	of	experiences	
through	exchange	of	ideas	(Marshall,	2004,	in	Donelly,	2007,	p.29).	
	
The	 paper	 at	 hand	 aimed	 at	 investigating	 teacher	 attitudes	 on	 peer	 observation	 and	 has	
managed	to	demonstrate	that,	despite	the	traditionally	held	perceptions	associated	with	the	
act	of	observing,	observation	can	function	as	a	springboard	for	practitioners	to	evolve.	The	
positive	attitude	held	towards	peer	observation	as	a	teacher	development	practice	indicates	
a	willingness	to	deviate	from	prescribed	formulas	of	training	and	to	engage	in	self-directed	
initiatives	 that	 incorporate	 active	 participation,	 through	 which,	 as	 Shortland	 (2004)	 has	
noted,	 a	 collective	 learning	 strategy	 and	 the	 acquisition	 of	 personal	 and	 professional	
competencies	 can	 be	 facilitated.	What	 remains	 is	 to	 incorporate	 peer	 observation	 in	 our	
teaching	 reality	 through	 becoming	 more	 practically	 familiar	 with	 its	 implementation	 and	
designing	individualized	peer	observation	schemes	that	will	address	our	particular	needs	and	
become	a	permanent	addition	to	our	teacher	development	agenda.	
	
	
	
	
References	
	
Akbari,	R.	 (2007).	 ‘Reflections	on	 reflection:	A	critical	appraisal	of	 reflective	practices	 in	 L2	

teacher	education’.	System,	35:192-207.	
Al-Habsi,	H.	(2004).	‘Peer	Observation	in	Oman:	How	it	is	carried	out	and	teachers’	attitudes	

towards	 it’.	 University	 of	 Leeds:	 UK,	 at	 http://www.moe.gov.om,	 accessed	 17	 August	
2013.	



Tsoulou	/	Research	Papers	in	Language	Teaching	and	Learning	7/1	(2016)	7-26	

	
	

24	

Al-Habsi,	H.	(2004).	‘Peer	Observation	in	Oman:	How	it	is	carried	out	and	teacher’s	attitudes	
towards	it’.	In	Wyatt,	M.	and	Atkins,	J.,	(Eds.),	(2009).	Research	Perspectives	on	Education	
in	Oman,	(pp.	75-88).	Oman:	Ministry	of	Education,	Sultanate	of	Oman.	

Ayakli,	 C.	 (2005).	 ‘Course	 Design	 in	 Teacher	 Training:	 Case	 Studies’.	 In	 M.	 Beaumont,	 E.	
Manolopoulou-Sergi	&	C.	Ayakli,	Teacher	Education	 in	ELT:	Designing	 teacher	education	
courses-From	teacher	training	to	teacher	education.	Patras:	HOU.		

Bartlett,	L.	 (1990).	 ‘Teacher	development	through	reflective	teaching’.	 In	J.	C.	Richards	and	
D.	Nunan	(Eds.),	202-214.		

Gebhard,	J.	G.	(1990).	‘Models	of	supervision:	choices’.	In	J.	C.	Richards	and	D.	Nunan	(Eds.),	
156-166.	

Lange,	D.	L.	(1990).	‘A	blueprint	for	a	teacher	development	program’.	In	In	J.	C.	Richards	and	
D.	Nunan	(Eds.),	245-260.	

Richards,	 J.	 C.	 and	 Nunan,	 D.	 (1990).	 Second	 language	 teacher	 education.	 Cambridge:	
Cambridge	University	Press.	

Bax,	 S.	 (1997).	 ‘Roles	 for	 teacher	 educator	 in	 context-sensitive	 teacher	 education’.	 ELT	
Journal,	51/3.		

Bell,	M.	(2002).	‘Peer	Observation	of	Teaching	in	Australia’.	LTSN	Generic	Centre,	at	http://	
www.headacademy.ac.uk,	accessed	3	October	2013.	

Bell,	 A.	 &	 Mladenovic,	 R.	 (2006).	 ‘The	 benefits	 of	 peer	 observation	 of	 teaching	 for	 tutor	
development’,	 at	
http://ses.library.usyd.edu.au/bitstream/2123/9165/2/Bell%20%26%20Mladenovic%202
008.pdf,	pp.1-30,	accessed	9	December	2015.	

Bell,	 B.	 &	 Gilbert,	 J.	 (1994).	 ‘Teacher	 development	 as	 professional,	 personal,	 and	 social	
Development’.	 In	 L.	 Evans	 (2002).	 ‘What	 is	 Teacher	 development?.	 Oxford	 Review	 of	
Education,	28/1:	123-137.	

Bolitho,	R.	(n.d.).	‘Teaching,	Teacher	Training	and	Applied	Linguistics’.	The	Teacher	Trainer,	at	
https://www.tttjournal.co.uk/uploads/File/back_articles/Teaching_Teacher_Training_an
d_applied.pdf,	accessed	13	November	2013.	

Brandt,	C.	(2008).	‘Integrating	feedback	and	reflection	in	teacher	preparation’.	ELT	Journal,		
	62/1:	37-46.	
Braun,	J.	A.	&	Crumpler,	T.P.	(2004).	‘The	social	memoir:	an	analysis	of	developing	reflective	

ability	in	pre-service	methods	course’.	Teaching	and	Teacher	Education,	20:59-75.	
Clarke,	M.	A.	 (1994).	 ‘The	dysfunctions	of	 the	 theory-practice	 discourse’.	TESOL	Quarterly,	

28/1:	9–26.	
Clarke,	 M.	 A.	 &	 Silberstein,	 S.	 (1988).	 ‘Problems,	 Prescriptions	 and	 Paradoxes	 in	 Second	

Language	Teaching’.	TESOL	Quarterly,	22/4:	685-700.	
Cosh,	J.	(1999).	‘Peer	observation:	a	reflective	model’.	ELT	Journal,	53/1:22–27.	
Cosh,	J.	(2002).	‘Peer	observation	in	higher	education	-	A	reflective	approach’.	Innovations	in	

Education	and	Training	International,	35	/2:171-176.	
Cooper,	E.	(2012).	Peer	Observation	of	Teaching	at	UCL,	at	https://www.ucl.ac.uk/teaching-

learning/pdfs/peerobsfinal,	accessed	13	April	2014.	
Crandall,	 J.	 (2000).	 ‘Language	 teacher	education’.	Annual	Review	of	Applied	Linguistics,	20:	

34-35.		
Cruickshank,	D.	 R.	&	Applegate,	 J.	H.	 (1981).	 ‘Reflective	 teaching	 as	 a	 strategy	 for	 teacher	

growth’.	Educational	Leadership,	38(7):	553-554.	
Davis,	D.,	McKenna,	J.	and	Tickle,	E.	(2008).	‘Peer	observation	in	professional	development:	

occupational	therapists	perceptions’.	International	Journal	of	Therapy	and	Rehabilitation,	
15/6:	245-253.	

	Davys,	 D.	 &	 Jones	 V.	 (2007).	 Peer	 observation:	 A	 tool	 for	 continuing	 professional	
development.	International	Journal	of	Therapy	and	Rehabilitation,	14/11:	489–92.		



Tsoulou	/	Research	Papers	in	Language	Teaching	and	Learning	7/1	(2016)	7-26	

	
	

25	

Devers,	K.	 J.,	&	Frankel,	R.	M.	 (2000).	 ‘Study	Design	 in	Qualitative	Research:	 Sampling	and	
Data	Collection	Strategies’.	Education	for	Health,	13/2:	263-271.		

Diaz-Maggioli,	G.	H.	(2003).	‘Professional	Development	for	Language	Teachers’.	ERIC	Digest,	
at	http://unitus.org/FULL/0303diaz.pdf,	accessed	2	September	2013.	

Donnelly,	R.	(2007).‘Perceived	Impact	of	Peer	Observation	of	Teaching	in	Higher	Education’.	
International	Journal	of	Teaching	and	Learning	in	Higher	Education,	19/2:	117-129.	

Dörnyei,	 Z.	 (2003).	 Questionnaires	 in	 Second	 Language	 Research:	 Construction,	
Administration	and	Processing.	New	Jersey:	LEA.	

Εdge,	 J.	 (1992).	Co-operative	development:	professional	development	 through	co-operation	
with	colleagues.	Harlow:	Longman.	

Elmore,	R.	F.	(2002).’	Bridging	the	gap	between	standards	and	achievement:	the	professional	
development	imperative’,	at	http://www.ashankerinst.org,	accessed	18	February2014.		

Evans,	 L.	 (2002).	 ‘What	 is	 Teacher	 development?’	Oxford	Review	of	Education,	 28(1):	 123-
137.	

Freeman,	 D.	 (1989)	 ‘Teacher	 Training,	 Development,	 and	 Decision	 Making:	 A	 Model	 of	
Teaching	and	Related	Strategies	for	Language	Teacher	Education’	TESOL	Quarterly,	23/1:	
27-43.	

Galvez-Martin,	M.	 (2003).	 ‘Reflective	 teaching,	 reflective	 practice	 and…what	 else?’	 Florida	
Association	of	Teacher	Educators	Journal,	1/(3):	59-65.	

Greene,	J.	C.,	Caracelli,	V.	J.	and	Graham,	W.	F.	(1989).	‘Toward	a	conceptual	framework	for	
mixed-methods	evaluation	designs’.	Educational	Evaluation	and	Policy	Analysis,	11	/3.	

Gosling,	D.	(2002).	‘Models	of	Peer	Observation	of	Teaching’.	Learning	and	Teaching	Support	
Network,	2-5.	

Hendry,	 G.D.	 &	Oliver,	 G.R.	 (2012).‘Seeing	 is	 Believing:	 The	 Benefits	 of	 Peer	 Observation’.	
Journal	of	University	Teaching	and	Learning	Practice,	9/1:	1-9.	

Jensen,	 K.	 and	 Aiyegbayo,	 O.	 (2011).	 ‘Peer	 Observation	 of	 Teaching:	 Exploring	 the	
experiences	 of	 academic	 staff	 at	 the	 University	 of	 Huddersfield’,	 University	 of	
Huddersfield,	 at	
http://eprints.hud.ac.uk/15155/1/Peer_Observation_of_Teaching_at_University_of_Hud
dersfield_2011.pdf,	accessed	21	April	2014.	

Kolb,	 D.	 A.	 (1984).	 Experiential	 learning:	 experience	 as	 the	 source	 of	 learning	 and	
development.	Englewood	Cliffs,	NJ:	Prentice	Hall.	

Krosnick,	J.	A.	&	Presser,	S.	(2010).	Question	and	Questionnaire	Design:	Handbook	of	Survey	
Research.	Emerald	Group	Publishing	Ltd.	

Lassagabaster,	 D.	 &	 Sierra,	 J.	 (2011).	 ‘Classroom	 observation:	 desirable	 conditions	
established	by	teachers’,	European	Journal	of	Teacher	Education,	34/4:	449-463.	

Little,	J.	W.	(1993).	‘Teachers’	Professional	Development	in	a	Climate	of	Educational	Reform’.	
In	 R.	 F.	 Elmore.	 (2002).	 Bridging	 the	 gap	 between	 standards	 and	 achievement:	 the	
professional	development	imperative,	Washington:	The	Albert	Shanker	Institute.	

Maingay,	P.	(1988).	‘Observation	for	training,	development	or	assessment?’.	In	Duff,	T.	(ed.).	
Explorations	in	teacher	training-problems	and	issues,	Harlow,	UK:	Longman.	

Malderez,	A.	(2003).	‘Observation’.	ELT	Journal,	57/2:	179-181.	
Mann,	S.	(2005).	‘The	language	teacher’s	development’.	Language	Teaching,	38:	103-118.	
McMahon,	 T.,	 Barrett	 T.	 &	 O'Neill,	 G.	 (2007).	 ‘Using	 observation	 of	 teaching	 to	 improve	

quality:	 finding	 your	 way	 through	 the	muddle	 of	 competing	 conceptions,	 confusion	 of	
practice	and	mutually	exclusive	intentions',	Teaching	in	Higher	Education,	12/4:	499-511.		

Munson,	 B.	 R.	 (1998).	 ‘Peers	 observing	 peers:	 The	 better	 way	 to	 observe	 teachers.’	
Contemporary	Education,	69/2:	108-110.	

Neuman,	W.	L.	(2006).	‘Social	research	methods:	qualitative	and	quantitative	approaches’.	In	
J.A.	 Krosnick,	 &	 S.	 Presser,	 (2010).	 Question	 and	 Questionnaire	 Design:	 Handbook	 of	
Survey	Research.	Emerald	Group	Publishing	Ltd.	



Tsoulou	/	Research	Papers	in	Language	Teaching	and	Learning	7/1	(2016)	7-26	

	
	

26	

Oppenheim,	 A.	 N.	 (1992).	Questionnaire	 Design,	 Interviewing	 and	 Attitude	Measurement,	
London:	Pinter.	

O’Brien,	 T.	 (1981).	 ‘The	 E-R-O-T-I	 Model:	 a	 stimulating	 guide	 for	 teacher	 training’.	 British	
Council	ELT	Documents,	110:	54-61.	

Pettis,	 J.	 (2002).	 ‘Developing	 our	 professional	 competence’.	 In	 S.	 Mann.	 (2005).	 ‘The	
language	teacher’s	development’.	Language	Teaching,	38:	103-118.	

Richards,	J.	C.	(1987).	 ‘The	dilemma	of	teacher	education	in	TESOL’.	TESOL	Quarterly,	21/2:	
209-226.		

Richards,	 J.	 C.	 &	 Lockhart,	 C.	 (1994).	Reflective	 Teaching	 in	 Second	 Language	 Classrooms,	
Cambridge:	Cambridge	University	Press.		

Richardson,	M.	O.	(2000).	‘Peer	observation:	Learning	from	one	another’.	Thought	&	Action,	
16/1:	9-20.	

Santos,	R.	(1999).	‘Cronbach's	Alpha:A	Tool	for	Assessing	the	Reliability	of	Scales’,	Journal	of	
Extension,	37/2.	

Schön,	D.	A.,	(1983).	The	reflective	practitioner:	How	professionals	think	in	action.	USA:	Basic	
Books	Inc.	

Scrivener,	 J.	 (1994).	 ‘Learning	 Teaching’.	 In	 C.	 Brandt,	 (2008).	 ‘Integrating	 feedback	 and	
reflection	in	teacher	preparation’.	ELT	Journal,	62/1:	37-46.		

Shortland,	S.	(2004).‘Peer	Observation:	a	tool	for	staff	development	of	compliance?’	Journal	
of	Further	and	Higher	Education,	28/2:	219–28.	

Stillwell,	 C.	 (2008).	 ‘The	 collaborative	 development	 of	 teacher	 training	 skills’.	 ELT	 Journal,	
10:1-10.	

Swain,	 C.	 (2007).	 ‘Has	 someone	 got	 their	 eye	 on	 you?’.	 The	 Times	 Higher	 Educational	
Supplement.	

Taylor-Powell,	H.	 (1998).‘Questionnaire	Design:	Asking	questions	with	a	purpose’.	Program	
Development	and	Evaluation.	Texas:	Cooperative	Extension	Publications.	

Ur,	 P.	 (2007).	 ‘Teacher	 Training	 and	 Teacher	 Development:	 A	 useful	 dichotomy’.	 The	
Language	Teacher,	at	http://jalt-publications.org/old_tlt/files/97/oct/ur.html,	accessed	8	
August	2013.	

Valli,	 L.	 (1997).	 ‘Listening	 to	other	 voices:	 a	description	of	 teacher	 reflection	 in	 the	United	
States’.	Peabody	Journal	of	Education,	72:	68–89.	

Wajnryb,	R.	(1992).	Classroom	Observation	Tasks.	Cambridge:	Cambridge	University	Press.	
Wallace,	M.	 (1991)	Training	Foreign	Language	Teachers:	A	Reflective	Approach,	Cambridge	

University	press:	Cambridge.	
Widdowson,	 H.	 G.	 (1984).	 ‘The	 Incentive	 Value	 of	 Theory	 in	 Teacher	 Education.’	 English	

Language	Teaching	Journal,	38/2:	86-90.	
	
	
	

Georgia	Tsoulou	(gtsoulou@hotmail.com)	graduated	from	the	School	of	
English	Studies	of	the	University	of	Athens	in	2000.	She	worked	as	a	teacher	

of	English	in	a	private	language	school	from	2000	until	2005	and	was	
appointed	as	a	teacher	of	English	in	state	schools	after	the	ASEP	appointing	

examinations	in	2005.	She	is	currently	permanently	employed	in	the	
Technical	Vocational	school	of	Lechena	(ΕΠΑ.Λ.	Λεχαινών),	with	a	one-year	

interval	of	teaching	in	the	2nd	General	Lyceum	in	Patras	in	2012.	She	
obtained	a	master’s	degree	in	TESOL	from	the	HOU	in	2014.	

	
	


