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bstract

ere is intensive research on effective methods for in service teacher training (IST; Lipowsky &
ejak, 2015). However, we know little about teachers’ perceptions of their gains from IST and
effects on their students, though this may contribute to teachers” motivation to participate in
d learn from IST.

This paper reports on two Mongolian studies targeting teachers’ perceptions of IST transfer
ects. Study 1 collected information from a representative sample (N1=520) with a self-report
estionnaire regarding changes instructional practice. In Study 2 teachers (N2=14) were
terviewed about the changes in practice as well as the effects they observed on their students.
Study 1, statistical analyses revealed that participants rated the changes in knowledge, skills
d attitudes similarly. However, in their comments they attributed greater importance to the
cedural domain. In Study 2, content analyses confirmed the emphasis on teachers’ skills and
ilities. Mostly higher student motivation and sometimes higher achievement were attributed to
acher participation in IST. The interviews revealed a lack of reflectivity in most cases.

The information from quantitative and qualitative methodology provided a more
mprehensive view on the effects of IST, which can be used for improving the efficiency of
ining. The concept and epportunities for reflection seem to be key issues for Mongolian IST
rricula,

The project presented is beneficial for raising the effectiveness of IST because of the
mbination of qualitative and quantitative methods. Recently, there has been growing attention
using mixed methodology. - In the present project, the questionnaire and the interview

emes were the same, thus information collected in breadth and in depth could be related.
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In Study 2, a randomly selected group of teachers (N2=14; three of them novices) were
interviewed about their changes in practice as well as their effects they observed on their
students. The interview outline was based on the questionnaire of Study 1, so that information
collected in breadth and in depth could be related. Here only two issues are discussed
(Questions 2 and 3). Content analysis was used to process the interview data as well.

Results

Study 1 examined question (1), teachers’ perceptions of knowledge change after IST.
Participants found that their knowledge, skills and attitudes improved in an equal measure.
The means were high (median 3.72), while median of standard deviation was 0.83 so the
sample seems to be more homogenous (Table 1).

Table 1. Means (M), standard deviations (5D) and standard errors (SE) for teacher knowledge components

regarding perceived changes in practice after IST (The items are listed in the descending order of means
within knowledge domains; valid N=509)

Knowle  Teacher knowledge components M SD SE
dge
domains

Declarat  a. Knowledge of specific teaching and learning processes in the 3.89 0.72 0.03
ive respondents’ content area

domain  b. Knowledge of subject-specific content 384 079 0.03
g. Knowledge of current educational acts and policies 358 087 0.04
c. Knowledge of the psychology of the learning process 350 086 0.04

Procedu e. Selecting teaching methods appropriate to the curriculum and 391 0.74 0.03
ral the students’ needs

domain  f. Motivating students to learn 385 075 003
i. Educational planning skills 3.78 0.80 0.04
d. Organizing effective learning groups 375 083 0.04
j- Educational assessment skills 372 0.77 0.03
1. Classroom management skills 370 093 0.04
n. Interaction with students, parents and colleagues 364 092 0.04
k. Effective use of technologies for promoting learning ICT 361 082 0.04
m. Leadership and organization skills 359 086 0.04
0. Using information from research to improve practice 3.57 093 0.04
Affective g Commitment to self-improvement 393 080 0.04
domain  r, professional ethics and morality 3.78 0.89 0.04
p. Commitment to promoting the learning of all students 369 088 0.04

h. Understanding the effect of family background on children’'s 3.58 093 0.04
academic development
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Background

The effectiveness of professional development is an important issue in the education secto

and it has been a recurrent theme in the literature.

Quantitative studies on the effects of IST found that teachers improved in subject knowledg

and teaching practice, which in turn positively influenced student achievement and teache

satisfaction (e.g. Avalos, 2011; Mohanty, 2014; OECD, 2009; Vescio, Ross & Adams, 2008

Timperley, 2008). Improvements were also found in students’ learning motivation (e.g. Kénig

2017).

Bando & Li (2014) used qualitative various methods in a large sample. They found that after

IST, participants improved their subject knowledge and changed their classroom practices by

providing more motivation for students to actively engage in learning.

Teachers’ perceptions regarding the gains from IST and their effects on their students may

contribute to teachers’ motivation to participate in, and learn from, IST. Such teachet

perceptions receive limited research attention. Therefore, three research questions were

formulated and investigated in two related studies:

1. How did teachers perceive changes in their knowledge as a result of IST? (Study 1) 1

2. How did teachers perceive changes in their instructional behavior as a result of IST? (Study
2)

3. What changes in students did teachers attribute to their IST development? (Study 2) 1

Methods

This paper reports results from two Mongolian studies targeting teachers’ perceptions of IS
transfer effects. Both studies are parts of larger projects. The participants had been involve
in compulsory IST before the data collection took place in 2016.

In Study 1, information was collected from a representative sample (N1=520) with a sel
report questionnaire regarding changes in instructional practice. In developing th
questionnaire, teachers’ standards from different countries and several studies werl
consulted (DfE, 2013; EC, 2013; ITPD, 2014; Karpati, 2009; Koehler, 2009; Kotschy, 201

Lamont, 2013; NIE, 2009; SIREP, 2010; Shulman, 1987). The process and issues of developin
piloting and improving the questionnaire is detailed in Purevjav & Molnar (2016). Th
questionnaire extensive. Here we report on only two issues from it (Question 1).

18 teacher knowledge components were presented and participants rated them on five poi

Likert scales. An open-ended question asked about the most useful lessons learned from IS

In this case, content analysis was used. 331 people responded only and on the average, the
raised about two issues,
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Teachers were asked an open-ended question explaining the most beneficial elements for
them in IST. Two thirds of the respondents answered this question. The answers were
processed and analysed to separate them into different pieces of information. This way,
altogether 607 remarks were identified. All responses could be assigned to one of two
categories: the ‘what’ of IST, i.e. the content, the targeted knowledge components in training
(32.5%) or the how’ of IST, i.e. effective teaching-learning in the training (67.5%).

In organizing responses into themes for the content of the training, the eighteen
knowledge components in the questionnaire were used (Table 2).

As regards ‘what’ improved as a consequence of IST, some interesting results were found,
The closed items did not ask teachers about reflection. Therefore, it was expected that they
would raise the issue of reflection and self-awareness in their comments. However, this did
not happen. Five further knowledge components from the questionnaire items were also
absent in the comments. It seems teachers may have considered procedural knowledge to be
more beneficial for them, because 71.6 percent of responses in this category concerned this
domain. This means that about one in five responses highlighted teachers’ skills. It is
interesting to note that in item ‘q. Knowledge of current educational acts and policies’
included several teachers’ specific statement about “Learning the newest core-standards aims
and objectives’. Also, for item ‘e. Selecting teaching methods appropriate to the curriculum
and the students’ needs’ several remarks specified ‘implementing new teaching methods and

demonstrations of selected topics’.

Table 2. The frequencies (F) of teacher knowledge components perceived beneficial in IST (The items are
listed in descending order of frequencies within knowledge domains; N=520)

Knowledge Teacher knowledge components F

domains

Affective p. Commitment to promoting the learning of all students 14

domain g. Commitment to self-improvement 2
r. Professional ethics and morality 0
h. Understanding the effect of family background on children’s academic 0

development

Affective domain total 16
Declarative q. Knowledge of current educational acts and policies 26
domain b. Knowledge of subject-specific content 8
a. Knowledge of specific teaching and learning processes in a given 6
content area

c. Knowledge of the psychology of the learning process 0
Declarative domain total 40
Procedural e. Selecting teaching methods appropriate to the curriculum and the 60
students’ needs
domain i. Educational planning skills 30
k. Effective use of technologies for promoting learning ICT 22
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j- Educational assessment skills 16
f. Motivating students to learn 6
n. Interaction with students, parents and colleagues ]
o. Using information from research to improve practice 1
m. Leadership and organization skills 1
d. Organizing effective learning groups 0
l. Classroom management skills 0
Procedural domain total 141
Total number of remarks 197

As mentioned above, the majority of responses discussed the ‘how’ of IST: what training
activities work for teachers when improving their professional knowledge in IST sessions

(Table 3). They seem to prefer more active training methods in cooperative settings.

Again, questionnaire items were used to categorize the responses. This time several other
topics emerged. Some of these formed themes and the rest was collected under ‘miscellaneous
other training suggestions’. These included ‘learning management skills’, ‘learning decision

making skills’, and a list of several training activities, such as videos of short lessons.

Table 3. The frequencies (F) of themes regarding learning from IST (The themes are listed in descending
order of frequencies within categories; N=520)

Categories Themes F
Training Group work 59
form Pair work 8
Training form total 67
Training Observation and discussion of the teaching of a person 66
activities Creating content or instructional /study materials together 66
Micro-teaching 45
Lesson study 27
Explanation (by instructor) 14
Discussion of practical problems 7
Case study 1
Training activities total 226
Another IST Miscellaneous other training activities suggestions 40
issues Sharing experience during IST sessions 35
Effectiveness and efficiency in IST 33
Organization of IST activities 9
IST total 117

Total number of remarks 410

Question (2), teachers’ perceptions of changes in their instructional behavior was answered
by Study 2. Three interviewees answered, “there were no observable changes after IST
sessions in [their] instructional behavior” and the other participants gave a total of 28
remarks that reflected their own changes (Table 4). As regards teachers’ behavior changes,
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most responses highlighted the procedural domain (similarly to Study 1). Only five comments
were found on the declarative domain and none on the affective. Two respondents reported
on the training itself.

Table 4. The frequencies (F) of themes of teacher behaviour change in the interviews [The themes are listed
on the descending order of frequencies within categories; N=14)

Categories Themes
Declarative Subject knowledge
New core curriculum knowledge

Knowledge of educational regulation & acts
Procedural Selecting teaching methods

Educational planning skills
Interaction with colleagues
Educational assessment skills

Classroom management skills

=R W o s O = W

Effective training activities Lesson study

[

Writing essays

Total number of remarks 28

The interviews were structured, and the interviewer tried several strategies to elicit

information from the respondents. Still, the majority gave too general and broad answers,

without supporting them. Only two science teachers, both of them experienced, gave

considered and reflective responses. One of them said, ‘The most important thing after my IST

sessions [was that now] I am doing self-assessment of my own teaching, [and] it gave me new

strategies to use in my teaching. On the hand, during IST I learnt about international trends in

education and about other teachers’ achievements who work in my subject area’ (IA).

Study 2 also addressed question (3), teachers’ perceptions of their students’ changes. Most

participants reported that a benefit to students was increased learning motivation, and some

mentioned higher academic performance. Six examples illustrate this point. Some

interviewees explicitly connected student change to their own changes:

e ‘'l developed lesson plans. Then students in my class were more motivated’ (IC)

e ‘After IST | used different feedback forms when teaching my units. These motivated my
students’ (ID)

» ‘Students paid more attention in my classes day by day after my IST. | used more various
teaching methods’ (I1E)

Some interviewees did not or could not make a connection:

e ‘Students’ Olympiads and their university entrance exams results’ (IB)

e ‘My students were more motivated in my classes’ (IF)
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o ‘After my IST sessions, my students positively changed, but I could not explain why’ (1G)
Three interviewees were unprepared for this question and could not reply to it: ‘l have not
considered this’ (IH). Again, responses were short, general and seemed to lack reflection.

Conclusions

The information from quantitative and qualitative methodology provided a more
comprehensive view on the effects of IST, which can be used for improving the efficiency of
training. Activities made greater impressions on teachers. When responding to closed items,
participants believed that after IST sessions their knowledge, skills and attitudes improved in
an equal measure. However, in their comments to an open-ended question, procedural
knowledge was reported to be more useful for them. On the other hand, their answers in the
interview suggested that their skills had greatly improved after IST. They also indicated that
they changed their instructional behavior (especially regarding their choices of teaching
methods and feedback forms). They often attributed observable changes in their students’
progress to effects of IST.

The concept of, and opportunities for, reflection seem to be key issues for Mongolian IST
curricula. The findings of the two studies presented suggested a lack of reflection. This may
hinder teachers’ personal and professional growth. On the one hand, it could be argued that
this finding might be a consequence of their poor planning skills. Further research seems
necessary in this regard. In the other hand, also could be argued that this problem of reflection
may stem in their lack of participating in research, so the data collection situation was new to
them and they were not sure how to handle it. This could be a relevant issue to consider for
the future of educational assessment and evaluation in Mongolia.

This paper showed the analysis of data from two studies, collected in three different ways.
The discussion demonstrated the scope of data yielded by these methods. Questionnaire data
from closed items came from a large sample but was general and restricted by the
researchers’ decisions. Questionnaire data from one open ended question revealed the
emphases of the same respondents, and shed light on the different issues prioritized by
respondents and researchers. However, a lack of face to face interaction may have restricted
the amount of information. The processed interview data came from a small sample, but it
gave in-depth insights into the thinking of the interviewees. Thus, it contributed to refining
the information from the questionnaire. Therefore, this research process calls attention to
using mixed methods when assessing needs before the developments of training programs.
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