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Developing EFL Student Teachers' Professional Competence through the
Sheltered Instruction Observation Protocol Model

Dr. Amr Fathy Abdelwahab*

Abstract

Recently, studies have stressed the need to enhance teachers' professional development,
particularly professional competence. Nevertheless, less research is conducted to fill the gap
between theoretical knowledge and actual classroom practices. Therefore, this study aimed at
investigating the effect of using the sheltered instruction observation protocol (SIOP) model
on EFL student teachers' professional competence. To fulfill this purpose, 48 EFL student
teachers enrolled in the third year, English Section at the Faculty of Specific Education,
Zagazig University were chosen as the study sample. They were divided into two equal
groups: an experimental group (n=24) and a control one (n=24). To obtain data collection, a
pre-post professional competence observation checklist was designed to assess students' level
before and after treatment. Findings revealed that the experimental group surpassed the
control one in the overall professional competence and its dimensions, i.e. knowledge and
understanding, skills, and dispositions. Data analysis also revealed significant improvement in
the first two dimensions.

Keywords: SIOP model; sheltered instruction; professional competence; student teachers.

Introduction

Teachers play a vital role in creating more learning opportunities that provide interaction
with their students and engage them in an insightful learning process. When initiating and
supporting the teaching-learning process, teachers can effectively assist students in achieving
the specified pedagogical objectives (Kennedy, Ahn & Choi, 2008). However, EFL teachers
seem to lack the necessary skills for planning instruction, considering the interactive nature of
the classroom and the unpredictability of classroom discourse and students' responses (Elfers
& Stritikus, 2014). Obviously, EFL teachers may encounter different challenges and
difficulties in teaching content knowledge, language and pedagogical skills. This means that
they need to develop their professional skills in order to overcome the complexity and
diversity of classroom settings.

According to Hu (2005) and Rich (2014) English language instruction should be

prioritized in order to meet the increased mobility, integration, and developments in online
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communication. Another reason for prioritizing English language instruction is the shortage
of qualified EFL teachers who are able to successfully implement various strategies and
practices of English language and who are equipped with the knowledge, skills, behaviours
and attitudes required to apply their tasks effectively. Riding and Rayner (2012) pointed out
that this pedagogical preparation has proven to have a positive effect on students' achievement
especially their language development. It also enhances the understanding of the ways by
which students respond and accomplish different learning tasks, affects individuals' cognitive
styles, and increases learning performance.

Recently, studies have affirmed the need to develop EFL teachers' professional
development, especially their professional competence (e.g., Komila, 2019; Liakopoulou,
2011; Nhu, Loi & Thao, 2016). However, Andreas (2016, p. 27) concluded that the
investigation of teachers' professional competence is in its early stage. Further research is
needed to examine the multifaceted nature of professional competence. Additionally,
Guerriero (2017, p.173) added that the term can pose quite a challenge for educational
researchers. These challenges involve what type of competences necessary for teachers'
professional development, what evidence is sufficient to measure such competences, and
which competencies are necessary for a certain outcome. Moreover, a number of studies have
shed light on the separation between teacher education development and actual classroom
practices (e.g., Agbayahoun, 2018; Hagger & Mclintyre, 2006; Jin, Li, Meirink, van der Want,
& Admiraal, 2019).

In this context, EFL teachers may encounter problems in order to manage their
classrooms, adapt their teaching practices to students' level, support students' engagement
during classroom tasks and activities, and provide relevant and appropriate leaning
opportunities. Ideally, the ultimate aim should be to apply theoretical knowledge and skills in
a practical context. Well-structured pedagogical and content knowledge, along with good and
sufficient knowledge of students' prior experiences, are necessary for EFL teachers to cope
with the changing, everlasting pedagogical demands.

Due to the aforementioned gap between theoretical knowledge and actual classroom
practices, EFL teachers, especially pre-service ones, may lack the ability to handle complex
classroom situations or solve unexpected problems (Ulvik, Smith & Helleve, 2009). In
addition to the potentials of encountering such difficulties, pre-service teachers often
experience "practice shock". This means that teachers at this stage are likely to find that the
teaching profession is frustrating and more difficult than expected (Flores & Day, 2006).
Besides, studies have affirmed that this situation may cause students to neglect their
individual professional development and lose their enthusiasm for the teaching-learning
process (e.g., Buchanan, 2010; Chang, 2009; Santoro, 2018). These findings warrant further
investigation.

Considering the different difficulties that hinder student teachers' professional level and
their commitment to work effectively, it is worth investigating how to develop student
teachers' professional competence. Ideally, helping student teachers achieve learning
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objectives and create engaging teaching and learning tasks in the classroom is considered a
key factor of teaching. Hence, EFL teachers are required to adapt their teaching to specific
models and approaches that are necessary for achieving these outcomes and that are most
likely to be efficient and effective. Besides, they need to adjust the level and pace of content
in order to help EFL learners grasp content knowledge and promote their understanding of the
subject. Therefore, much prominence needs to be given to employing new methods that
ensure students' success.

Being developed over a seven-year research study, the sheltered instruction observation
protocol (SIOP) was developed through collaboration with teams of teachers and researchers
to determine the best teaching and learning practices and to organize certain techniques to
develop a sheltered instruction model (Short, 2013). According to Salcedo (2010), the SIOP
model is an educational approach that provides the opportunity for continual reflection,
fosters the integration between knowledge and discipline, presents guidelines for putting
theory into practice, enhances interactions among peers and educators, and gives practical
experience to solve different pedagogical problems. Moreover, through emphasizing different
aspects of knowledge, skills, and values, EFL teachers are expected to be encouraged in their
pursuit of professional development and higher qualifications.

Successful teaching, from this perspective, depends mainly on comprehensive and well-
structured domain-specific knowledge that can be transferred through pre-service and in-
service teacher training. Consequently, teaching can be considered as an occupational field
requiring intensive and specialized training, special skills, exchanging theoretical knowledge
and sustainable development of knowledge.

Context of the problem

To make sure of the study problem, a pilot study was conducted on a random sample of
45 student teachers of the English section at the Faculty of Specific Education, Zagazig
University during the academic year 2019/2020. A professional competence observation
checklist was administered to the students. It was found that 78 % of the students obtained
very low scores. They lacked the necessary pedagogical knowledge (e.g., teaching and
learning theories, student motivation, class management and lesson planning) in order to
address the different classroom demands. They could not deal with classroom complexity,
utilize different instructional methods, nor adjust the pace of teaching to the pupils' level.

Analysing the actual practices of secondary education teachers, Liakopoulou (2011)
revealed that 66% of teachers face difficulties while practicing teaching. It was found that 3
out of 4 teachers face challenges concerning utilizing new technology, designing activities
and adopting pedagogical theories. More than 50% of teachers said that they find it difficult to
assign tasks to students and plan lessons. Adapting methodology and content teaching to
students' needs seemed to be frustrating, posing challenges for them. Based on qualitative data
collection including interviews and classroom observations, Agbayahoun's (2018) study
aimed at investigating the practices and the structure of EFL teachers' preparation and
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knowledge base. Findings revealed limited implementation of curriculum goals and
instructional practices. It was also indicated that there was a wide gap between EFL teachers'
preparation and their pedagogical practices. In their investigation of EFL in-service teachers'
professional competence, Panggua, Wello, Jabu & Macdonald (2018) chose a random sample
of 31 high school EFL teachers from both public and private schools. Data obtained from
questionnaires revealed that most of the teachers did not obtain high levels of professional
competence. The study reported that EFL teachers should obtain knowledge about teaching
competence, especially professional competence. It also suggested the need for a training
model for improving EFL teachers' professional competence, as well as utilizing various
professional development activities.

Statement of the problem

The problem of the current study could be stated in the low level of EFL student teachers'
professional competence. Hence, the study attempted to answer the following questions:
1. How can the SIOP model be utilized to develop student teachers' professional
competence?
2. What is the effect of using the SIOP model on the development of student teachers'
professional competence?

Hypotheses

1. There is a statistically significant difference between the mean scores of the
experimental group students and those of the control group in the post administration
of the professional competence observation checklist favouring the experimental
group students.

2. There is a statistically significant difference between the mean scores of the
experimental group students in the pre-post administration of the professional
competence observation checklist favouring post-administration results.

Significance of the study

The current study is expected to establish standards for professional competence that can
be used as an essential part of student teachers' assessment. The standards can also form a
guide for educators and curriculum planners when designing and approving teacher
preparation programs, as well as when identifying their needs of professional development.
This would help in establishing  a broad view of student teachers' professional development
that encompasses a combination of different aspects (i.e., knowledge, skills and dispositions).
Such aspects are necessary for EFL teachers to be equipped with in their pursuit of
professional development. The study is also expected to provide insights into how to utilize
the various features of the SIOP model through designing a comprehensive and well-
structured framework that might fill the gap between theoretical knowledge and actual
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classroom practices, which may guide teachers to develop their teaching practices and assist
students to better understand the content and retain information. Additionally, this may help
them present lessons that meet the intended outcomes and utilize different strategies and
activities that extend content learning and enhance the development of language skills.

Definitions of terms

Sheltered instruction observation protocol

It is a research based and validated instructional delivery model that represents the
best practices for high quality teaching and learning to EFL learners and introduces an explicit
framework for planning and organizing teaching and learning practices. It also encompasses
eight interrelated components: lesson preparation, building background, comprehensible
input, strategies, interaction, practice and application, lesson delivery, and review and
assessment (Echevarria & Graves, 2010).

SIOP model can be operationally defined as a comprehensive instructional framework
which is utilized to plan and organize various teaching and learning practices that make new
content information comprehensible for third year English section students. It involves
planning lessons, activating and building background knowledge, making the content
comprehensible, employing different strategies, promoting students' interaction, practicing
and applying content and language knowledge, supporting students' understanding of new
knowledge, reviewing key concepts, and assessing students' progress.

Professional competence

According to Caena (2013, p. 10), professional competence involves the conscious use
of knowledge, skills, motivation, values, attitudes and personal characteristics, which help
teachers to act appropriately and professionally in order to achieve the desired outcomes in
a teaching situation.

Professional competence can be operationally defined as the utilization of a wide
variety of knowledge, skills and dispositions; which empowers third year English section
students to perform appropriately and professionally in various teaching and learning
situations.

Review of Literature

The term "competence” has been narrowly viewed as comprising only cognitive
aspects. Following this perspective, competence is considered as a cognitive achievement
which varies according to the context and which is acquired through learning to cope with
demands within specific domains (Klieme, Hartig & Rauch, 2008). Conversely, the broader
view of the concept refers to the personal capacity to adapt to and cope with certain
situational demands. It combines a wide variety of aspects (e.g., intellectual abilities,
cognitive skills, content knowledge, domain specific-strategies, social behaviours and
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motivational tendencies) into a complex system. Hence, this system determines the
prerequisites necessary to fulfill the requirements of a particular profession (Mulder, 2014, p.
111).

Professional competence comprises the knowledge and skills, as well as the attitudes
and motivational factors, which are necessary for a specific teaching situation (Kunter et al.,
2013). Thus, the term involves not only cognitive and practical skills but also encompasses
dispositions (beliefs, values, motivation and emotions. Consequently, EFL teachers need to
deploy different cognitive and psycho-social resources in a coherent way in order to deal
effectively with complex demands. Generally speaking, professional competence can be
considered as a conscious planned process that starts at pre-service teaching and ends at
retirement and that is directed to enhance the quality of classroom education. It is a lifelong
process through which EFL teachers can acquire and develop their knowledge, understanding,
skills and beliefs so as to obtain better professional practices.

According to Blomeke and Delaney (2014), professional competence comprises two
main elements: professional knowledge and teachers' affective-motivational characteristics.
Teachers' professional knowledge involves knowledge of the content area, pedagogical
content knowledge (knowledge of teaching and learning the content), and general pedagogical
knowledge (involving high quality teaching). On the other hand, affective-motivational
characteristics involve teachers' beliefs about content, teaching and students' learning, as well
as teachers' motivation and self-evaluation. Such characteristics affect teachers' ability to take
decisions and can predict the quality of instructional practices (Kunter et al., 2013). Caena
(2013, pp. 45-46) pointed out that teachers' competences often encompass three main
domains: knowledge and understanding, skills, and dispositions (beliefs, attitudes and values).
Such domains need to be adapted in order to reflect the context in which teaching occurs, and
need to be action-oriented in order to provide practical applications for teachers' work. When
implementing these domains, educators need to bear in mind the education level, the cultural
context and the stated purpose.

In his review of teachers' competence and pedagogical problems, Orgovanyi-Gajdos
(2016, p.18) concluded that EFL teachers need to develop a wide variety of knowledge types:
(@) professional theoretical knowledge ( including psychological and pedagogical facts;
knowledge about the teaching-learning process; and knowledge about students' needs); (b)
professional practical knowledge (including teaching practices, classroom situations and
communication with colleagues and peers); and (c¢) knowledge of the self (including
personality, professional aims, points of professional strengths and weaknesses). Additionally,
teachers' competence implies the development of a range of thinking and professional skills,
as well as motivational factors (e.g., beliefs about the teaching—learning process and attitudes
towards one's role as a teacher). To Bransford, Darling-Hammond, and LePage (2005),
teachers are required to recognize three main dimensions of knowledge, i.e. knowledge of
learners' development in the social context, knowledge of the subject and curriculum goals,
and knowledge of teaching within the context of professional practice.
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Focusing on the knowledge required for teachers' competence, Guerriero (2017, p. 85)
distinguished between two main types of knowledge in teacher education: declarative and
procedural knowledge. The former is "specific content knowledge™" involving cognitive
processes (including conceptual and scientific knowledge and domain-specific theories). It
refers to the theoretical knowledge that teachers need to acquire through formal training
during college years and throughout their career. The latter includes cognitive activities and
practices that are strongly related to skills and behavioural acts. It refers to the practical
knowledge necessary for teachers to deal with professional problems and the complexity of
classroom situations. Similarly, Hong, Pi, and Yang (2018) emphasized the presence of the
two types of knowledge in the learning-teaching process, and that both declarative and
procedural knowledge affect effective learning.

Teachers' knowledge, whether declarative or procedural, is a key component of
professional competence. Such knowledge involves two main domains that form the base on
which instructional methods and approaches are formed: (a) domain-specific knowledge, and
(b) domain-general knowledge (Baumert & Kunter, 2013). The first domain involves content
knowledge (CK), that is knowledge of the subject matter, pedagogical knowledge (PK) , that
is knowledge of teaching and learning processes, and pedagogical content knowledge (PCK),
that is knowledge of tasks, learning contexts and learners' prior knowledge (Caena, 2013). On
the other hand, domain-general knowledge covers aspects of shaping the teaching-learning
process, managing classrooms, general knowledge of learner development, and assessing
students' performance and their professional behaviour (Baumert & Kunter, 2013).

In teaching- learning situations, there is a transition from declarative knowledge
(knowledge of what to do) to procedural knowledge (knowledge of how to do). Declarative
knowledge is retrieved through selecting, evaluating, and then rejecting or accepting, whereas
procedural knowledge is retrieved through matching and executing (Macaro, 2005, p.44). In
the context of teaching, the actions taken by learners are considered to transform from
declarative to procedural knowledge. Although procedural knowledge takes less space in the
working memory than that of declarative knowledge, it plays a vital role in accessing
knowledge productions. However, once learners' actions become automatized, a considerable
effort needs to be taken to modify the proceduralized actions (Lyster, 2007). To Marzano
(2007), procedural knowledge is directed towards skills, strategies or processes and can be
developed in different ways other than declarative knowledge. In the long run, procedural
knowledge is shaped by learners through adding, changing or deleting actions. When
completely developed, procedural knowledge is automatized and its processing becomes
controlled.

However, the dominance of these types of knowledge and the gap between them in
teaching are still a subject of debate among researchers. EFL teachers tend to focus on using
practical knowledge rather than acquiring theoretical knowledge. They claim that such
knowledge is practice-oriented and closely related to problem solving (van Velzen, Volman,
Brekelmans, & White, 2012, p. 24). It should be noted that teacher preparation programs
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should aim at bridging the gap between conceptual and procedural knowledge. It is also clear
that teachers' needs and responsibilities are considered a complex issue, which makes it
necessary to develop a set of knowledge, skills, values and attitudes necessary for effective
teaching.

As an integral part of teacher education, the competence of EFL teachers, particularly
professional competence, is a necessary requirement for teachers' professional development
(Caena, 2013). Nevertheless, literature review on teacher education and competence has
revealed that EFL teachers appear to have different levels of professional competence. This
may be due to differences in individual characteristics (e.g., cognitive abilities, experiences,
patterns of behaviour and motivational tendencies) or may be caused by differences in
qualifications. Accordingly, successful teachers need to develop certain cognitive
characteristics, enhance their pedagogical skills and extend their content knowledge (Feldon,
2007; Nhu et al., 2016; Panggua, Wello, Jabu, & Macdonald, 2018). Owing to the complexity
of the situation inside the classroom, it has been necessary to strengthen the level of teachers'
professional competence including the quality of pedagogical practices, the implementation of
effective strategies, and the exploitation of meaningful experiences. EFL teachers need to be
more flexible and adjust their teaching methods and behaviours to meet the needs of
individual students, especially when dealing with different situational demands. They should
also be equipped with knowledge and expertise, particularly regarding the flexibility of
thought, high level of content knowledge, and effective problem-solving skills. In addition to
professional knowledge, EFL teachers need to focus on psychological aspects, such as values,
beliefs and motivation. Consequently, successful mastery of teachers' professional
competence requires not only knowledge about the teaching-learning process, but is also
affected by teachers' motivational and affective factors. Such factors serve as a key
component of EFL teachers' professional competence.

Hence, teachers are required to effectively initiate and manage the learning process,
integrate both formative and summative assessments, cope with individual differences,
manage and share leadership, enhance students' thinking, make effective use of technology
and various strategies in teaching, and build community partnerships (Abdelwahab, 2020;
European Commission, 2012). Ideally, teachers need to help students not only acquire the
knowledge and skills necessary for their success but also develop ways of thinking, increase
collaboration, use information communication technologies, and enhance social and life skills.

Despite much prominence given to professional competence development, previous
studies have not investigated its different aspects: knowledge and understanding, skills and
dispositions. In addition, the gap between procedural knowledge and declarative knowledge
was not addressed. For instance, Liakopoulou (2011) conducted a survey on 727 secondary
stage teachers in order to investigate their professional competence. The aim was to find out
the necessary qualifications for teachers in order to successfully carry out their pedagogical
and didactic work. A six-point Likert scale and open-ended questions were used to collect
data. Descriptive statistics, correlations and qualitative analysis were carried out to present the
data. Findings indicated that teachers put much importance on their pedagogical and didactic
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training. Additionally, personality traits and knowledge of the subject were considered as
essential qualifications for effective professional competence. Based on qualitative and
quantitative research methods, Nhu et al. (2016) examined the factors affecting secondary and
high school teachers' professional competence. The sample involved 235 teachers chosen
from three provinces of Tay Nguyen in Vietnam. Results showed that six factors were found
to affect teachers' professional competence, including professional environment, facility and
building, factors related to students, factors related to teachers, teachers' linguistic ability, and
compensation policy. More importantly, the factors related to teachers had the greatest effects,
whereas the compensation policy had the lowest one. It was also noted that teachers'
professional competence had a significant impact on the quality of teachers' education.
Investigating the impact of EFL teachers' professional competence on students' education,
Komila (2019) chose a random sample of 30 students from preparatory classes divided into
two groups (15 students in each). Both groups were pre-tested to determine their pre-level.
The experimental group was taught by a teacher who had and practiced professional
competence during the teaching-learning process, whereas the control one received regular
instruction. The groups were post-tested after completing the intended lessons and tasks.
Results showed that professional competence had a positive effect on students' educational
level, involvement and motivation.

The multi-faceted and complicated roles of teachers on multiple levels (i.e., student
level, classroom level, school level and community level) have led to the development of
instructional practices and models that help teachers integrate new knowledge, adapt their
learners' needs, and utilize different resources (Caena, 2013, pp 30-31). Recent research
asserted the need to utilize the sheltered instruction observation protocol (SIOP), as a key
model that addresses the challenges faced by teachers, for enhancing the professional
development of EFL pre-service or in-service teachers (Ebedy, 2019 and Short, Fidelman, &
Louguit, 2012). The model was initially utilized as an observation instrument to measure
teachers’ implementation of sheltered instruction techniques and then evolved into a
framework for lesson planning and delivery (Vogt, Echevarria, & Short, 2010). Figure 1
shows the various applications of the SIOP model and its evolution. The lesson planning
guide was used by teachers to implement the model, whereas researchers utilized the protocol
to measure implementation fidelity of the SIOP model.
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Theoretical

Framework—DBased on extant
research and
classroom practices

SIOP—30 features
reflecting best practices for
ELLs—Measure of
fidelity

SIOP Model
Professional Development

Lesson Planning
Guide & Classroom
Implementation

Academic Achievement
of ELLs

Figure 1. SIOP Model for English-Language Learners (Echevarria, Short & Powers, 2006)

The model provides access to cognitively challenging materials through making
lessons comprehensible and meaningful for foreign language learners. It also gives students
the opportunity to acquire the target language as well as master a wide variety of skills and
content. The features underlying the exploitation of this model include promoting the
acquisition of subject content knowledge and target language development. Consequently,
when teachers utilize sheltered instruction in presenting lessons, they can assist students to
meet the linguistic and cognitive demands of the learning process with innovative and high
quality instruction (Echevarria & Graves, 2010). According to Genesee and Riches (2006),
the model provides opportunities to teachers to make use of curricular content concepts,
exploit strategies and techniques, and make the information comprehensible and engaging to
the students. It also combines various features for effective and high-quality instruction such
as, reading comprehension strategies, cooperative learning and differentiated instruction.
Hence, EFL teachers can accommodate English language development and the academic
needs of the students through incorporating language and content objectives, enhancing
background knowledge, and emphasizing academic literacy.

The SIOP model can be utilized as a guide for planning and delivering lessons
effectively, a self-reflection tool for teachers, a means for making the content meaningful and
comprehensible for learners, and an instrument for observing lessons by teachers or peers
(Vogt et al., 2010). However, despite the importance of this validated instructional model, it is
rarely studied in the context of professional competence development. Turkan and Buzick
(2016, p.8) explained that the model comprises 30 features of instruction which are grouped
into eight interrelated components: lesson preparation, building background, comprehensible
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input, strategies, interaction, practice/application, lesson delivery, and review and assessment.
These eight components form the basis of successful instruction.

The first component, lesson preparation, focuses on displaying and reviewing content
and language objectives. The objectives should be accurate, clearly defined, and displayed
both orally and on board (Echevarria, Vogt, & Short, 2010, pp 25-27). Supplementary
materials (e.g., hands-on manipulative, realia, pictures, visuals and multimedia) are
introduced to the students in order to participate actively in the lesson. Content and key
concepts are chosen and taught to the students (Short, 2013, p.120). Students are, therefore,
trained to obtain a plan at the beginning of each lesson, which helps them stay focused on
their goals.

Once the lesson preparation component is accomplished, teachers connect newly
taught concepts to their students' past knowledge and experiences. This component is
important as students may be unfamiliar with the cultural references within the text
(Echevarria et al., 2010, pp 55-61). Emphasis is also placed on building and expanding a good
vocabulary base (e.g., content words that are associated with a certain topic and functional
language words that are used to make requests, justify opinions or make conclusions) (Short,
2013, p.120 & Carlo et al., 2004).

In the third component, comprehensible input, teachers are required to adjust the
information presented to their students' proficiency level. If teachers present information in a
way that does not accommodate students' understanding of the content, many students will be
unable to learn the material or comprehend concepts (Crossley, Louwerse, McCarthy, &
McNamara, 2007). This can be fulfilled through using language that is adjusted to the
students' needs and appropriate to their proficiency level. Paraphrasing, restatement and
repeating key words are also essential techniques to enable students to fully comprehend the
message (Echevarria et al., 2010, pp 81- 84 & Short et al., 2012). Teachers need to expose
students to appropriate language patterns and varied sentence structures that support students'
academic language. At the same time, they should not also use very simple language that is
inadequate and below the level expected for the students.

The fourth component involves learning strategies, scaffolding techniques and higher-
order questioning. Teachers should provide students with ample opportunities to exploit
appropriate strategies (e.g., predicting, summarizing, organizing, categorizing, problem-
solving, self-monitoring, evaluating). Students need to be taught how to use a variety of
strategies flexibly and in combination, rather than using a single strategy (Ardasheva &
Tetter, 2012).

In the fifth component, interaction, teachers are required to emphasize the
development of English language skills and academic language through engaging students in
meaningful interactions. Besides, providing ample opportunities for students to work in pairs
or small groups helps them deepen their content language and develop new language
functions (Echevarria et al., 2010, pp 117- 119). In order to enhance students' oral
interaction, teachers should focus on the quality of exposure to the oral language not just the
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quantity. It is clear that using thoughtful questioning and discussions moves students to a
higher level of proficiency and a deeper understanding of the lesson.

The sixth component stresses offering students the opportunity to practice new
language through hands-on materials, pair and group work, assignments, and projects. It is
true that activities that encourage students to put concepts and content knowledge into
practice promote language development (Echevarria et al., 2010, pp 141-145 and Fisher &
Frey, 2013). SIOP teachers, therefore, need to choose activities and plan tasks carefully in
order to master the content and develop higher levels of language proficiency. They should
also take into consideration the difficulty and the structure of the task, the type of the
feedback offered after each task, and the expected outcomes.

According to the seventh component of the SIOP model, teachers support content and
language objectives of the lesson. They need also to ensure the level of students'
understanding and the degree to which the information is clearly presented, which helps them
to process new concepts and knowledge easily and efficiently (Echevarria et al., 2010, pp
158-161).

In the last component of the SIOP model, teachers are required to provide time for
revision and assessment throughout the lessons. Review is made, normally at the beginning of
the lesson, to check students' knowledge of the new topic, which involves a comprehensive
review of key content concepts and vocabulary. Further, assessments are conducted to
determine students' understanding of the content and lesson objectives. Feedback is regularly
introduced to students on their output (e.g., language, responses, work) to check whether they
need more explanation or practice (Echevarria et al., 2010, pp 171-175).

Previous studies have affirmed the need to utilize the SIOP model in the field of
English language learning. However, none of these studies investigated the development of
professional competence using the SIOP model. For instance, Short et al. (2012) studied the
effect of SIOP model instruction on middle and high school EFL learners' academic language
performance. Over two years, the study was conducted in two districts in northern New
Jersey. Students' outcomes were measured using the New Jersey assessment of English
language achievement. Results showed that the treatment student group achieved significantly
higher mean scores on writing, oral language, and total English scores of the Language
Proficiency Tests. It was concluded that the SIOP model improved the quality of instruction
to the learners and increased their level in English language. In her attempt to develop reading
comprehension skills, Ebedy (2019) utilized the SIOP model among sophomore English
majors at the Faculty of Foreign Languages and Translation. Sixty-eight students, divided into
two equal groups, participated in the study. A pre-post reading comprehension test was
designed and validated by experts to measure the students' level in reading comprehension.
The experimental group received instruction using the SIOP model, while the control one
received regular instruction. The findings showed that the experimental group students
surpassed those of the control one in reading comprehension skills.

—_— — 00—
Yox) de galadl sl YY alaall Al B alal) Cuad) Alaa
-YAE -




Developing EFL Student Teachers' Professional Competence through the Sheltered
Instruction Observation Protocol Model

To conclude, effective teachers should have the capability to integrate subject content,
pedagogy, and learners' knowledge, to efficiently equip students with knowledge and skills
necessary for their educational growth, and to organize and adapt various topics and issues in
order to address the different pedagogical demands of EFL learners. Similarly, the deep
understanding of learners' individual needs, abilities, achievement and learning styles is an
essential step for teachers to assist students to be effectively engaged in the learning process
and take the responsibility for their own learning.

Methodology

Participants

Forty-eight student teachers enrolled in the third year, English section, Faculty of
Specific Education, Zagazig University were involved in the study. This sample was chosen
since at this stage, they are required to develop the knowledge, skills and attitudes necessary
for effective teaching and learning. They were randomly assigned to either experimental or
control group: each consisting of 24 student teachers. Additionally, a sample of 150 primary
stage pupils was selected and taught by the student teachers. In order to assure the groups'
homogeneity, the participants were at the same average age: ranging from 20-21 years old.
Pre-testing also revealed no significant difference between the mean scores obtained by the
two groups in the professional competence and its components: knowledge, skills and
dispositions.

Table 1. t-test results of the experimental group and the control one in the pre-testing of the
professional competence observation checklist

Group No. Mean SD t-value
Exp. 24 32.25 7.48
Cont. 24 32.95 9.21 0.292

t-value is not significant at (0.01) level

Study design

The study aimed at investigating the effect of the SIOP model on student teachers'
professional competence. Hence, the quasi-experimental design was adopted, where two
groups were assigned: the experimental group receiving instruction using SIOP model and the
control one receiving regular instruction. The experiment lasted for three months during the
first term of the academic year (2020-2021). Both groups were exposed to the professional
competence observation checklist before receiving the instruction to make sure that both
groups were homogeneous in terms of their level of professional competence. The same
version of the checklist was post-administered to investigate any significant differences after
the instruction.
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Instrument

To answer the study questions, a pre-post professional competence observation
checklist was designed (See Appendix A). The checklist was submitted to a panel of jury of
specialist and experts in the field of TEFL to determine its validity. They were asked to
evaluate the checklist in terms of wording, clarity and suitability for the students' level. The
checklist was also piloted on a sample of 27 students other than the study participants to
determine the clarity and suitability of the items. The test-retest method was used to determine
the reliability by calculating the internal consistency with two weeks interval (alpha
coefficient = 0.86). In its final form, the checklist comprised three dimensions, i.e. knowledge
involving nine items, skills involving six items and dispositions involving five items. In
addition, the student teachers were observed by the researcher and two EFL instructors prior
to and following the intervention. The scoring of the checklist ranged from "1" point to "5"
points, i.e. always = "5" points, usually = "4" points, often = "3" points, rarely = "2" points,
and never = "1" point.

Study material

In order to develop pre-service students' professional competence, six units based on
the sheltered instruction observation protocol were designed (See Appendix B). The
suggested units aimed at:

1. Developing pre-service teachers' professional competence in terms of knowledge,
skills and dispositions.
2. ldentifying the different features of the SIOP model that support instruction and
professional development.
3. ldentifying how the SIOP model can be utilized to develop professional competence.
4. Providing opportunities for the students to apply the sheltered content instruction
strategies and activities as key elements for effective instruction.
Content of the units
The content of the units was designed on the basis of the eight components of the
SIOP model and in terms of the specified objectives. It included six units comprising a variety
of tasks and activities.

Unit one: introduction

In this unit, a general overview of the SIOP model was presented to the students. The
main components of the model were also introduced and the features included in each
component. This stage was intended to help students get familiar with the model and the
features included in each component.

Unit two: lesson preparation and building background knowledge

The purpose of this unit was to adapt the content to the students' proficiency level so
as to help them acquire necessary knowledge about grade-level concepts and skills. This
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could be achieved through using different supplementary materials, study guides, graphic
organizers, taped texts and jigsaw reading. Students were also engaged in authentic
discussions about the specified objectives, e.g. what they meant and how they will be
achieved. Additionally, students' newly learnt concepts were connected to their past
knowledge.

Unit three: comprehensible input and strategies

In this unit, students were trained on how to clearly deliver the message, make
content comprehensible to pupils and allow them to interact and practice the language. This
could be achieved through engaging students in activities that clarify key concepts, using a
variety of questioning techniques, using language that is appropriate to pupils' level, and
providing peer support. Additionally, students employed different strategies that enhanced
comprehension and learning new materials. Such strategies included summarizing, thinking-
aloud, previewing, predicting and elaboration. Further, a variety of question types (e.g.,
literal, inferential, analytical, interpretive, or creative) were used to promote students' higher-
order thinking skills.

Unit four: interaction, practice and application

The focus of this unit was to provide opportunities for students to interact with one
another, enhance elaborated responses, and actively discuss different information and ideas;
as well as to apply new content and language knowledge. Through practicing meaningful
activities, they could clarify ideas, negotiate meaning and make themselves understood.
Distributing copies of the conversation grid worksheet, the instructor guided the students to be
involved in authentic, cooperative conversations. Having completed the previous tasks,
students were asked to share their experiences about visiting different places.

Unit five: lesson delivery, review and assessment

At this stage, students were encouraged to support the content and language
objectives during the lesson. They were asked to discuss the content of the lesson and
discover the language using guided discovery problems. Additionally, hands-on activities
were employed to reinforce students' learning and keep them actively engaged. Using think-
pair-share activities, students were provided with appropriate pace and time to process new
concepts and information. Additionally, students were engaged in activities to review key
concepts and vocabulary. They could relate new words to previously learnt words and
concepts. Providing different types of constructive feedback, the instructor could draw the
attention of students to using appropriate verb tenses and correct sentence structures. Finally,
students practiced performance task assessments to assess pupils' progress and
comprehension.
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Unit six: SIOP model lessons

Students, at this stage, were given copies of sample lessons. They were asked to
apply the eight steps of the SIOP model in their teaching. The instructor asked the students to
answer questions representing the eight steps of the model. Students were then asked to work
in groups and discuss their answers. Distributing copies of the SIOP template, the instructor
guided the students to fill in the necessary information. Finally, students were asked to
provide feedback on each other's work.

Results

In the light of the study hypotheses, the results of this study were presented. Paired
and independent samples t- test were employed to analyze data using the Statistical Package
for Social Science.

Testing the first hypothesis

The first hypothesis states that there is a statistically significant difference between
the mean scores of the experimental group students and those of the control group in the post
administration of the professional competence observation checklist favouring the
experimental group students. To test the first hypothesis of the study, t-test for independent
samples was used to determine any significant differences.

Table 2. t-test results of the experimental group and the control one in the post administration
of the professional competence observation checklist

Dimension Group N | Mean SD | tVvalue | DF | sig.

Exp. 24 | 36.5417 | 2.50181

Knowledge Cont. oa | 169583 | 427815 19.58333 | 46 0.000

Skill Exp. 24 | 24.833 | 2.28257 13.20833 | 46 | 0.000

s Cont. 24 | 11.3750 | 3.80860 ' '

Exp. 24 | 20.7500 | 1.70038

Dispositions 11.00000 | 46 0.000
Cont. 24 | 9.7500 | 2.59179
Exp. 24 | 81.8750 | 5.26937

Total 43.79167 | 46 | 0.000
ota Cont. 24 | 38.0833 | 8.78198
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Table 2 indicates that the experimental group surpassed the control one in the overall
professional competence and its dimensions. The experimental group's mean scores for
knowledge, skills and dispositions were 36.54, 24.58 and 20.75 respectively. Conversely, the
control group obtained lower mean scores for each dimension. The t-value for the overall
professional competence (43.791) is statistically significant at (0.001) level. Therefore, the
first hypothesis is accepted.

Testing the second hypothesis

The second hypothesis states that there is a statistically significant difference
between the mean scores of the experimental group students in the pre-post administration of
the professional competence observation checklist favouring post-administration results. To
test the second hypothesis of the study, t-test for paired samples was used to determine any
significant differences.

Table 3. t-test results of the experimental group in the pre- and post- administration of the
professional competence observation checklist

Dimension | Measurement N Mean S.D t. Value | DF Sig.
Pre 24 | 13.8333 | 3.19873

Knowledge Post 24 | 36.5417 | 250181 48.917 | 23 | 0.000
] Pre 24 | 10.0833 | 2.93282

Skills 41934 | 23 | 0.000
Post 24 | 245833 | 2.28257
Pre 24 | 8.3333 | 2.07818

Dispositions 45.104 23 0.000
Post 24 | 20.7500 | 1.70038
Pre 24 | 32.2500 | 7.48477

| 74.092 | 23 | 0.000
Tota Post 24 | 81.8750 | 5.26937

Table 3 indicates a significant difference between the means of the experimental
group in the pre- and pot- testing favoring the post-testing in the overall professional
competence and its dimensions. The t-value for knowledge, skills and dispositions (48.91,
41.93, 45.10) are statistically significant at (0.001). The t-value for the overall professional
competence (74.09) is statistically significant at (0.05) level. Therefore, the second hypothesis
is accepted.
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Discussion of Results

This study aimed to investigate the effect of the sheltered instruction observation
protocol model on EFL student teachers' professional competence. The findings indicated
that the SIOP model is promising in developing experimental group students' overall
professional competence and its dimensions, i.e. knowledge, skills and dispositions.
Additionally, the experimental group students surpassed those of the control one in all
professional competence dimensions, with significant improvement in the first two
dimensions, i.e. knowledge and skills. This improvement could be due to the explicit
instruction of the different features of the SIOP model. The experimental group students were
trained on how to effectively plan lessons that comprise both content area objectives and
language objectives. Well-planned lessons allowed student teachers to make connections
between their background knowledge and experiences, on the one hand, and the new
knowledge being taught, on the other. They could determine the baseline of their pupils’
understandings. Hence, they could enhance their knowledge of the subject content and their
language skills.

The instruction using the SIOP model is also characterized by using supplementary
materials, such as manipulatives, graphs, models and visuals. Such materials were utilized to
support and enhance pupils' understandings. Student teachers were trained to reinforce
information using audio-visual and computer-based resources or adapting related texts and
illustrations. Thus they could make information accessible to their pupils, taking into account
their proficiency levels of English language. For example, some pupils may find it suitable to
use audio-visual materials, while others may be able to utilize graphics, models or
illustrations. Utilizing different supplementary materials effectively in the classroom, student
teachers could also allow their pupils to be engaged actively in the teaching - learning
process. Additionally, student teachers were trained, throughout the SIOP instruction, on how
to adapt the content (e.g., assignments and text) to their pupils' proficiency level. This
promoted student teachers' necessary knowledge base, skills and professional attitudes for
lifelong learning, as well as paved the way for effective professional competence
development. Moreover, they could develop their academic success through SIOP model key
features, such as the inclusion of content and language objectives in every lesson, activating
pupils' background knowledge, the development of content knowledge, and emphasizing
academic literacy practices.

Besides enhancing professional theoretical knowledge including pedagogical facts,
knowledge about the teaching-learning process, and knowledge about pupils' needs, student
teachers could increase their professional practical knowledge involving teaching practices,
classroom situations and communication with colleagues. During the teaching-learning
process, they mastered the transition from declarative knowledge to procedural knowledge.
This transition helped them acquire the knowledge of what to do and how to do. They could
select, evaluate, and then reject or accept tasks and actions within the content of teaching,
which helped them deal with complex and demanding situations.
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Ideally, the SIOP model allowed student teachers to choose from a wide range of
strategies and techniques such as, graphic organizers, visuals, modeling, hands on activities,
demonstrations and cooperative learning. This helped them in making the content
comprehensible as well as developing their language. Ample opportunities were given to them
in order to practice interactive strategies, such as thinking-aloud, questioning the author, and
question-answer relationship. This helped them in accessing background knowledge before
reading, monitoring comprehension while reading, and enhancing classroom discourse.
Consequently, they demonstrated their ability to deal with difficult and unexpected problems
while reading a text or performing other cognitively demanding tasks. They could also gain
experiences in practicing meaningful and authentic tasks, which helped them stay focused on
the task.

Student teachers in the experimental group could actively participate in different
classroom discussions and collaborative tasks through meaningful interactive activities. They
had ample opportunities of interaction and discussions, whether between them and their
pupils or among themselves. Thus, they could elaborate on different difficult points in the
lesson, ask for clarifications about key concepts, apply both content and language knowledge,
integrate language skills, provide peer support, and practice new language. Practicing a wide
range of meaningful interactive activities helped them to reflect upon their experiences in the
light of different views.

The tasks presented throughout the teaching units helped student teachers to meet the
needs of individual pupils, increase the production of pupils' language through oral or written
interaction, and pay their attention to how the language is used and how it supports learning.
Besides, they could promote communication by encouraging group work, asking and
answering questions, clarifying ideas, and fostering elaborated responses. Furthermore,
planning activities that accommodate to the pupils' auditory, visual and kinesthetic learning
preferences helped student teachers to provide a non-threatening environment for the pupils
and make them feel comfortable while accomplishing the tasks. Generally, SIOP instruction
assisted students to consider pupils’ needs, which allowed them to enhance appropriate
behaviours and good communication patterns. Using different types of assessments (e.g.,
performance-based assessments, hands-on activities, oral reports, observation checklists,
written assignments, quizzes), student teachers could check their pupils' understandings and
language development. This helped them enhance pupils' levels and lead them to mastery.
Moreover, providing regular feedback on pupils' outputs assisted in clarifying and correcting
misconceptions.

Hence, applying the different features of the SIOP model provided the experimental
group student teachers with the core knowledge, skills and dispositions upon which they
could develop their professional competence. The systemic practices of the SIOP model
enhanced their learning and allowed them to have opportunities to further develop their
competences. The SIOP model was conducted not as a step-by-step technique that could be
carried out in one classroom session, rather it involved an awareness of the subject content
language and the knowledge of how to exploit the best teaching practices during classroom
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period, as well as a combination of different tasks and techniques. Thus, it served as an
umbrella, allowing student teachers to be flexible in choosing techniques and strategies they
find suitable for their pupils and to pay their attention to the pupils' language development
needs.

This result is supported by Batt (2010) and Short et al. (2012) who affirmed that SIOP
instruction is effective in promoting students' teaching skills and fosters their engagement,
whether with the teacher, with one another or with the text.

On the other hand, the control group student teachers lacked the necessary
knowledge, skills and dispositions to promote pupils' learning and enhance their engagement.
They lacked the ability to form content and language objectives, choose content concepts
appropriate for pupils' level, link new material to pupils' background knowledge, give
feedback, and provide supplementary material to support learning. Additionally, they were
not able to plan meaningful activities that integrate language skills (reading, writing, listening
and speaking). They focused mainly on teaching isolated words and grammar rules, without
paying attention to the knowledge, skills, values and attitudes that allow them to achieve the
desired outcomes. They also neglected promoting effective discussions whether with pupils or
with the text. Discussions comprised only of mere question-answer sessions in which one or
two pupils gave a brief answer. Very little writing assignments, mostly through answering
questions in textbooks, were conducted in class.

Conclusions and pedagogical implications

The present study focused on utilizing the SIOP model to develop student teachers'
professional competence. Findings showed that the model had a positive effect on
experimental group student teachers' professional competence, particularly their knowledge
and skills. Based on this result, teacher education programs should provide EFL student
teachers with the core knowledge, skills and dispositions of professional competence which
support them to pursue challenges throughout their career. Such combination of knowledge,
skills and dispositions is important for student teachers to be able to deploy all the necessary
competences that help them be effective in school and the classroom. Besides, systemic
programs of support need to be incorporated, especially using the SIOP model, during the first
years in the profession so as to further develop student teachers' competences. EFL teachers,
whether pre-service or in-service, should also be engaged in a continuous process to assess
and develop their professional competence. This may be an effective tool to motivate teachers
in order to stay in their profession and to be qualified for teaching and leadership positions.
Moreover, student teachers' professional development should not entail just attending a course
that comprises a wide range of learning activities. It is important for student teachers to reflect
upon their teaching practices in the light of various theoretical views and experiment with
innovative approaches. Thus, student teachers need to be involved in professional programs
that cover a wide range of professional development activities that reflect all levels of
professional competence and take into account the outcomes of research on teaching and
teacher development.
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Suggestions for further research
In the light of the present study, the following topics seem worth attempting:

1. Further research is needed to find out how the SIOP model affects students' reflective
teaching.

2. Investigating the effect of the SIOP model on the acquisition of EFL learners' language
and content concepts.

3. A case study to investigate EFL instructors' perceptions to the SIOP model and its
impact on English proficiency is needed.

4. Investigating the impact of the SIOP model on teachers' self-efficacy in teaching primary
stage pupils.

5. Further research is needed to investigate how differentiated instruction based on the
SIOP model affects English language learners' academic literacy development.

6. A study can be conducted to investigate the effect of online training of the SIOP model
on student teachers' professional development and altitude towards teaching English
language.

References

Abdelwahab, A. F. (2020). The effect of using dialogic teaching on developing English
majors' critical thinking skills and metacognitive awareness, Journal of Education
College- Ain-Shams University, 44 (4), 89-126.

Agbayahoun, J. P. (2018). Teaching materials and the knowledge base of EFL teacher
education. Studies in English Language Teaching, 6(1), 47-64

Andreas, S. (2016). International Summit on the Teaching Profession Teaching Excellence
through Professional Learning and Policy Reform Lessons from around the World:
Lessons from around the World. Paris: OECD Publishing.

Ardasheva, Y., & Tretter, T. R. (2012). Perceptions and use of language learning strategies
among ESL teachers and ELLS. TESOL Journal, 3(4), 552-585.

Batt, E. G. (2010). Cognitive coaching: A critical phase in professional development to
implement sheltered instruction. Teaching and Teacher education, 26(4), 997-1005.

Baumert, J., & Kunter, M. (2013). The COACTIV model of teachers’ professional
competence. In Cognitive activation in the mathematics classroom and professional
competence of teachers (pp. 25-48). New York: Springer.

Blomeke, S., & Delaney, S. (2014). Assessment of teacher knowledge across countries: A
review of the state of research. In International perspectives on teacher knowledge,
beliefs and opportunities to learn (pp. 541-585). Springer, Dordrecht.

Bransford, J. D., Darling-Hammond, L., & LePage, P. (2005). Preparing teachers for a
changing world: Introduction. Preparing teachers for a changing world: What teachers
should learn and be able to do, 1-39.

Buchanan, J. (2010). May | be excused? Why teachers leave the profession. Asia Pacific
Journal of Education, 30(2), 199-211.

—_— — 00—
Yox) de galadl sl YY alaall Al B alal) Cuad) Alaa
i




Developing EFL Student Teachers' Professional Competence through the Sheltered
Instruction Observation Protocol Model

Caena, F. (2013). Supporting teacher competence development for better learning outcomes.
Education& Training, European Commission, 5-59.

Carlo, M. S., August, D., McLaughlin, B., Snow, C. E., Dressler, C., Lippman, D. N., Lively,
T. J., & White, C. E. (2004). Closing the gap: Addressing the vocabulary needs of
English-language learners in bilingual and mainstream classrooms. Reading Research
Quarterly, 39(20), 188215. http://dx.doi.org/10.1598/RRQ.39.2.3

Chang, M. L. (2009). An appraisal perspective of teacher burnout: Examining the emotional
work of teachers. Educational Psychology Review, 21, 193-218.

Cochran-Smith, M., & Zeichner, K. M. (Eds.). (2009). Studying teacher education: The
report of the AERA panel on research and teacher education. New Jersey: Routledge.

Crossley, S. A., Louwerse, M. M., McCarthy, P. M., & McNamara, D. S. (2007). A linguistic
analysis of simplified and authentic texts. The Modern Language Journal, 91(1), 15-30.

Ebedy, H. (2019). Developing reading comprehension skills using sheltered instruction
observation protocol (SIOP) among EFL students. The Journal of Research in
Curriculum, Instruction and Educational Technology, 5 (2), 197-220

Echevarria, J., & Graves, A. (2010). Sheltered content instruction: Teaching students with
diverse needs (4th Ed.). Boston: Allyn & Bacon.

Echevarria, J., Vogt, M., & Short, D. (2010). Making content comprehensible for secondary
English learners: The SIOP Model (2nd ed.). Boston: Allyn & Bacon.

Elfers, A. M., & Stritikus, T. (2014). How school and district leaders support classroom
teachers’ work with English language learners. Educational Administration Quarterly,
50(2), 305-344.

European Commission. (2012). Supporting the teaching profession for better learning
outcomes. Strasbourg: European Commission.

Feldon, D. F. (2007). Cognitive load and classroom teaching: The double-edged sword of
automaticity. Educational Psychologist, 42(3), 123-137.

Fisher, D., & Frey, N. (2013). Better learning through structured teaching: A framework for
the gradual release of responsibility (2nd ed.). Alexandria, VA: ASCD.

Flores, M. A., & Day, C. (2006). Contexts which shape and reshape new teachers’ identities:
A multi perspective study. Teaching and Teacher Education, 22(2), 219-232.

Genesee, F., & Riches, C. (2006). Instructional issues in literacy development. In F. Genesee,

K. Lindholm-Leary, W. Saunders, & D. Christian, D. Educating English language

learners: A synthesis of research evidence (pp. 109-175). NY: Cambridge University

Press.

Guerriero, S. (2017). Pedagogical knowledge and the changing nature of the teaching
profession. New York: OECD Publishing.

Hagger, H., & Mcintyre, D. (2006). Learning teaching from teachers: Realising the potential
of school-based teacher education. Maidenhead: McGraw-Hill International.

Hong, J., Pi, Z., & Yang, J. (2018). Learning declarative and procedural knowledge via video
lectures: cognitive load and learning effectiveness. Innovations in Education and
Teaching International, 55(1), 74-81.

—_— — 00—
Yox) de galadl sl YY alaall Al B alal) Cuad) Alaa
-Ya¢



https://jrciet.journals.ekb.eg/?_action=article&au=70406&_au=Hanan+Gamal+Mohamed+Ebedy
http://www.psych.mcgill.ca/perpg/fac/genesee/26.pdf
http://www.psych.mcgill.ca/perpg/fac/genesee/26.pdf
http://www.psych.mcgill.ca/perpg/fac/genesee/26.pdf
http://www.psych.mcgill.ca/perpg/fac/genesee/26.pdf

Developing EFL Student Teachers' Professional Competence through the Sheltered
Instruction Observation Protocol Model

Hu, G. (2005). Professional development of secondary EFL teachers: Lessons from China.
Teachers College Record, 107(4), 654—705

Jin, X., Li, T., Meirink, J., van der Want, A., & Admiraal, W. (2019). Learning from novice—
expert interaction in teachers’ continuing professional development. Professional
Development in Education, 1-18.

Kennedy, M. M., Ahn, S., & Choi, J. (2008). The value added by teacher education. In M.
Cochran-Smith, S. Feiman-Nemser, D. J. Mcintyre, & K. E. Demers (Eds.), Handbook
of research on teacher education (3" ed., pp. 1249-1273). New York, NY: Routledge.

Klieme, E., Hartig, J.,, & Rauch, D. (2008). The concept of competence in educational
contexts. In J. Hartig, E. Klieme, & D. Leutner (Eds.), Assessment of competencies in
educational contexts (pp. 3-22). Ashland, OH: Hogrefe & Huber Publishers.

Komila, M. (2019). EFL teachers' professional competence and their effect on students'
education. European Journal of Research and Reflection in Educational Sciences,
7(12), 1004-1008.

Koster, B. and Dengerink, J. J. (2008). Professional standards for teacher educators: How to
deal with complexity, ownership and function. Experiences from the Netherlands.
European Journal of Teacher Education, 31:2, 135-149.

Kunter, M., Klusmann, U., Baumert, J., Richter, D., Voss, T., & Hachfeld, A. (2013).
Professional competence of teachers: Effects on instructional quality and student
development. Journal of Educational Psychology, 105(3), 805.

Liakopoulou, M. (2011). The professional competence of teachers: Which qualities, attitudes,
skills and knowledge contribute to a teacher’s effectiveness. International Journal of
Humanities and Social Science, 1(21), 66-78.

Lyster, R. (2007). Learning and teaching languages through content: A counterbalanced
approach (Vol. 18). ). Amsterdam: John Benjamins Publishing.

Macaro, E. (2005). Teaching and learning a second language: A guide to recent research and
its applications. London: Bloomsbury Publishing.

Marzano, R. J. (2007). The art and science of teaching: A comprehensive framework for
effective instruction. Alexandria, VA: ASCD.

Mulder, M. (2014). Conceptions of professional competence. In: S. Billett, C. Harteis, H.
Gruber (Eds). International handbook on research into professional and practice-based
learning. Dordrecht: Springer.

Nhu, N. T., Loi, N. T. & Thao, N. T. (2016). Factors affecting secondary and high school
teachers’ professional competence in ethnic minority areas — A case of taynguyen,
vietnam. International Journal of Education and Research, 4(11), 151 - 165.

Orgovanyi-Gajdos, J. (2016). Teachers’ professional development on problem solving:
Theory and practice for teachers and teacher educators. Rotterdam: Sense Publishers.

Panggua, S., Wello, B., Jabu, B., & Macdonald, D. (2018). Self-assessed professional
competence of the high school EFL teachers in Toraja Indonesia. International Journal
of English Linguistics, 8(2), 25-34.

Rich, S. (Ed.). (2014). International perspectives on teaching English to young learners.
Basingstoke: Springer.

—_— — 00—
Yox) de galadl sl YY alaall Al B alal) Cuad) Alaa
-Yde .




Developing EFL Student Teachers' Professional Competence through the Sheltered
Instruction Observation Protocol Model

Riding, R., & Rayner, S. (2012). Understanding style differences in learning and behavior.
New York: Routledge.

Salcedo, D. M. (2010). The SIOP Model: Transforming the Experiences of College
Professors: Part I. Lesson Planning, Building Background, and Comprehensible Input.
Gist: Education and Learning Research Journal, (4), 78-93.

Santoro, D. A. (2018). Demoralized: Why teachers leave the profession they love and how
they can stay. Cambridge, MA: Harvard Education Press.

Short, D. (2013). Training and sustaining effective teachers of sheltered instruction. Theory
Into Practice, 52(2), 118-127.

Short, D. J., Fidelman, C. G., & Louguit, M. (2012). Developing academic language in
English language learners through sheltered instruction. TESOL Quarterly, 46(2), 334-
361.

Stronge, J. H. (2018). Qualities of effective teachers. Alexandria, VA: ASCD.

Turkan, S., & Buzick, H. M. (2016). Complexities and issues to consider in the evaluation of
content teachers of English language learners. Urban Education, 51(2), 221-248.

Ulvik, M., Smith K., & Helleve, 1. (2009). Novice in secondary school — the coin has two
sides. Teaching and Teacher Education, 25, 835-842.

van Velzen, C., Volman, M., Brekelmans, M., & White, S. (2012). Guided work-based
learning: Sharing practical teaching knowledge with student teachers. Teaching and
Teacher Education, 28(2), 229-239.

Vogt, M., Echevarria, J., & Short, D. (2010). The SIOP Model for teaching English-language
arts to English learners. Pearson.

Yeh, S. S. (2009). The cost-effectiveness of raising teacher quality. Educational Research
Review, 4(3), 220-232.

—_— — 00—
Yox) de galadl sl YY alaall Al B alal) Cuad) Alaa
-Yan -




Developing EFL Student Teachers' Professional Competence through the Sheltered
Instruction Observation Protocol Model

JsS 59 n Easal aladindy 4y julady) A5l dady Cpalaal) Ul Ayigal) 4UST) Apals

(SIOP) (saaall g pill Adaadlal)
Gla gllae adh g e

A sl ARl G 55 3ok 5 aliall Gu )2
GaOB dadla - Ao gl Ay all A4S
smart.way2@yahoo.com

oaliioal)

el Guyall Al S0 pisal aladiul i ol I sl Gl Cangy
cadlliy e all A i) 4S5 A 5alasW) ARl Ay (palaal) ULl digal) LS 4pail (SIOP)
(YE=gadaba 5 Y= dm nd) (e sena Gl aganidi i s 5 Gl (£A) (e Canll e
e (A Gany 5 Talh OO (5 gien () i) AU Aaadle 48Uy & Cand) laf it
S alasiinl &5 syl lid) e Janll 5 (aill 5 lgall 548 yrall Yasigall 4Ll EOE)
s sie Op Adlan) AN QI3 35 8 a5 A Al Hall il Clia gl 5 (S 5 (S Q) (1
ic seaall b Allal dgall LU A8y il 3 ddalall 5 A el (e gesadl Gl
Azl

.?L.A\ llall ;:\:\l@.‘d\ YREN ;«;“*“M oyl ,(S|OP) CJ}u :&g;m-d‘ Silalsly

YoYN /00 e AN A f S Y YN /Y Y G B g YY) /N N/ Y e daad) i) g

—_— — 00—
Yox) de galadl sl YY alaall Al B alal) Cuad) Alaa
-Yav.



mailto:smart.way2@yahoo.com

