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Abstract
Among the many competencies required for primary school English teachers, one which has recently received much attention in the literature is teachers’ proficiency in the target language. In this paper, it is argued that English proficiency is a crucial factor in determining one’s professionalism and that language improvement should be a major concern for non-native, both pre- and in-service, English teachers.  Teachers’ command of the target language is especially important in the Taiwanese context where elementary school English teachers are often recruited from many different sources and in a rush.  Given the importance of proficiency in teacher qualification, the implications for the central and local government, training programs, and pre- and in-service teachers will also be discussed.  It is hoped that more efforts will be devoted to English teacher education to lead to the success of the early start policy of English education in Taiwan.  Meanwhile, teachers themselves need to prioritize the development of their proficiency in their quest for professionalism.
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Starting in the fall semester of 2001, the entire public school system in Taiwan has been undergoing tremendous amount of changes as a result of the mandatory implementation of the new curriculum guidelines, the Nine-Year Integrated Curriculum (NYIC).  Aiming to vertically integrate the primary school and junior high school curriculum, the NYIC is probably the most drastic educational reform ever attempted in Taiwan.  An important part of this historic reform is the incorporation of English into the primary school curriculum.  Starting from 2001, Grades 5 and 6 children nationwide would start learning English in schools.  In 2003, English instruction was further extended to the third grade and higher.  Some cities even begin English education as early as Grade 1.

An immediate problem of this new language policy is the shortage of qualified English teachers to teach at the primary school level.  Despite the government’s efforts to increase the pool of teaching force, many cities, especially those in less developed areas, still report a serious shortage of qualified teachers.  One solution which the Ministry of Education (MOE) proposed in late 2002 is to hire more native speakers of English to teach at the primary school level.  However, as can be expected, the introduction of foreign teachers into the local public school system creates even more challenges (Chen, 2000; Liou, 2002).   The impacts of this hiring practice on the stakeholders involved remain to be evaluated.

The number of English native speakers teaching in the Taiwanese public school system is relatively small compared to those who are non-native speakers.  In other words, it is mainly the local teachers who are responsible for the elementary school English education in Taiwan.  Because of the need to recruit a large number of teachers in a short period of time, it is not surprising that the recruited teachers have varying qualifications, levels of training, and teaching experience.  Some are regular homeroom teachers who are asked to teach English due to a shortage of specially trained English teachers.  These teachers may be provided with no more than twenty hours of training right before they begin to teach English (Cheng, 1998).  Another source of teachers is substitute teachers who meet some basic requirement of teaching English in elementary schools (e.g., English majors).  Some primary schools may cooperate with private language schools.  In these cases, it is the teachers from these private institutes who conduct English lessons in primary schools.  In other schools, English class is led by parents who are proficient speakers of English (Dai, 1998).

It should not be mistaken that there are no specially trained primary school English teachers in Taiwan.  To ensure that enough teachers would be available in 2001 to implement the new language policy, the Primary School English Teacher Training Program (PSETTP) was established by the MOE.  In March 1999, an English proficiency test was taken by 45,495 applicants who were interested in enrolling the PSETTP to become certified elementary school English teachers; only 3,596 passed the test.  After a final screening of documents, 3,563 were accepted as candidates who then enrolled in training programs sponsored by 23 universities and teacher colleges nationwide in which they were required to complete 240 hours of English language skill training
, 120 hours of training in TESOL methodology, one-year long 40-credit primary education program, and one year of teaching practicum (Shih, 2001).  On completion of the whole PSETTP, the student teachers would be awarded an elementary school teacher certificate and be qualified to teach English as well.

According to Shih (2001) who conducted an evaluation of the PSETTP, this “unprecedented emergency program” is the largest English teacher training program ever held in Taiwan (p. 94).  However, because it was planned and implemented in a rush, many rules and regulations were not fully understood by participants before they started the program.  As a result, quite a few dropped out after learning about all the details.  There were also some students who finished the entire program but did not plan to teach in the public school system (Chang, 2002; Shih, 2001).  According to Chang (2006), only 1,922 of the 3,563 candidates completed the entire program and became certified teachers; to date, only 1,476 still teach in elementary schools.  As Shih states (2001), a lot of government resources have been wasted.  

Currently, training programs offered by different universities and teacher colleges are still available in Taiwan.  These programs are usually of two types.  The first type of program is mainly for in-service teachers who would like to upgrade their language skills and knowledge in English teaching; the curriculum mainly consists of language classes and TESOL methodology courses, and the length may vary from a single-day workshop to a one-year program.  Appendix A is the announcement for recruitment and the program design of an one-year program offered by National Chiao Tung University for the 2003 academic year.

The second type of program is usually for people who already have a college degree and would like to become certified elementary school English teachers.  To be admitted to these programs, the candidates need to either provide a proof of English proficiency (usually TOEFL or GEPT score) or graduate from English-related departments.  They will also need to take an entrance exam which tests them on their knowledge of Chinese, English, science, math, and social studies; Appendix B is part of the test registration bulletin of this kind of program by National Taipei Teachers College for the 2004 academic year.  As explained in the bulletin, the candidates, once admitted, need to complete requirement similar to that of the PSETTP.  When they finish the entire training program, they will be awarded a pre-service teacher certificate which entitles them to take MOE’s official teacher certification test.  If they pass the test, they will become MOE-certified elementary school teachers.

To sum up, the local elementary school English teachers in Taiwan are characterized by different qualifications, levels of training, and teaching experience.  To ensure satisfactory instruction, the author of this paper will argue that English proficiency is an important requirement for non-native English teachers teaching elementary school children in Taiwan.

Teacher Qualifications

What are the qualifications which a primary school English teacher needs to possess?  In a synthesis of previous discussions on this issue, Shih provides a list of seven competencies mentioned most frequently in the literature (2001: 89):

(1)proficiency in the target language

(2)understanding of first and second/foreign language acquisition

(3)knowledge of the target culture

(4)knowledge of primary education theory and practices

(5)knowledge of foreign language teaching methods and techniques for younger learners

(6)effective classroom management techniques

(7)knowledge of theory and techniques of foreign language assessment

Language teaching is a demanding profession because the subject matter is also the medium of instruction (Reves & Medgyes, 1994).  Unlike other subjects, it is also complicated by “social, political, psychological, and practical values that are beyond the control of the teacher and language planners” (Brosh, 1996: 125).  Given the complexity and high demand of this profession, any list of required competencies of English teachers is likely to be long.  If one decides to teach at the primary school level, he/she has to be equipped with additional knowledge on primary education theories and classroom management.

Proficiency in the Target Lan- guage

Among the competencies mentioned by Shih (2001), one that has largely been neglected in the field of teacher education in the past is teacher’s proficiency in the target language.  In a review of Richards and Nunan’s 1990 book Second language teacher education, Spezzini and Oxford (1998) write, “Several aspects were covered in the 19 chapters of the Richards and Nunan book, but one which was overlooked was the ability of preservice FL [foreign language] teacher candidates in using the target language” (p. 66).  They continue, “An undefined assumption was that all FL candidates initiate their preservice teacher preparation with sufficient language skills for implementing the desired FL teaching methodologies”.   

Spezzini and Oxford’s opinion is shared by Berry (1990) and Cullen (1994).  According to them, non-native teachers’ proficiency in the target language should not be taken for granted.  In other words, it should not be assumed that all language teachers have adequate command of the language.  This is definitely the case in Taiwan where, as discussed earlier, elementary school English teachers are recruited from many different sources and often in a rush.  Also, due to the decentralization of teacher education programs, many general universities in Taiwan have instituted their own training programs.  However, some of the schools do not have enough resources and qualified teachers to run the programs smoothly.  As a result, the trainees in these programs are not receiving the optimal level of training and are likely to graduate from the programs with inadequate competencies.

But why should proficiency be given a center place in training programs and the evaluation of a teacher’s qualification?  It should not be mistaken that other competencies listed by Shih (2001) are not important; a teacher should never be judged just by his or her proficiency.  The argument put forward here is that developing one’s proficiency should be a major concern for non-native, both pre- and in-service, English teachers.  As suggested by Berry (1990), a real or perceived inadequate command of the target language may decrease teacher’s confidence.  Non-confident teachers may become anxious, and their anxiety may have detrimental effects on students’ learning (Horwitz, 1996).  According to Horwitz, those teachers who suffer from what she calls “Foreign Language Anxiety” may “unconsciously choose instructional strategies that shield themselves from having to use the language publicly and actively” (1996: 366).  In many EFL learning contexts where teacher’s talk in the target language is students’ only source of L2 input, teacher’s conscious or unconscious avoidance of using the target language in classrooms may deprive children of opportunities to be exposed to the language.

Teacher’s good command of English is especially important when the emphasis of modern day English learning and teaching is on communication.  This emphasis is also reflected in the new curriculum guidelines of Taiwan where helping students develop the basic communication skills in English is stated as the first-priority goal of the English curriculum (MOE, Republic of China, 2004).  As far as teaching is concerned, the pressure for non-native teachers to be able to use English easily and fluently in the classroom has increased due to the popularity of communication-oriented textbooks and teaching methodology (Cullen, 1994: 165).  Those who cannot naturally and spontaneously use the target language are likely to be challenged by experienced learners (not hard to find in Taiwan as many children begin to learn English at a young age) and parents who are highly proficient in English.  Also, students are often aware of their teachers’ poor command of the language (Politzer and Weiss, 1971; as cited in Brosh, 1996) and have high regard of teacher’s proficiency in the target language.  In a survey conducted by Brosh in Israel (1996), it was found that the mastery of the four basic language skills is perceived by students as the most important characteristic of effective language teachers, outranking other characteristics such as pleasant personality and good communication skills.

Many non-native teachers also have acknowledged the importance of language mastery in defining their professionalism and voiced their desire for improving their English proficiency.  In the same survey conducted by Brosh (1996), teachers, just like their students, also perceived teacher’s adequate command of the target language as the most important criterion for selecting effective language teachers.  In the Taiwanese context, many in-service primary school English teachers who attended a conference suggested that English teacher training should include a language improvement component to help them upgrade their language skills so that they can feel more confident when they teach (Chu, 1998).  Similarly, in a survey administered to 208 students who enrolled in three key English teacher training institutions in Sri Lanka, Murdoch (1994) found that 89% of the trainees agreed that teacher’s confidence is most dependent on his or her level of proficiency.  When asked to rank the ten major components of the program in terms of relative personal importance, students placed language improvement in the first position, followed by ELT methodology and techniques (2) and educational psychology (3).  The results of this survey indicate that the component of language development in an English teacher education program is highly valued by trainees and should not be neglected by program administrators and trainers.

With regard to the specific skill domains for which non-native teachers need assistance, Butler’s recent survey (2004) of 204 Korean, 206 Taiwanese, and 112 Japanese elementary school English teachers indicates that these teachers evaluated their proficiency in speaking and writing (productive domains) weaker than that of reading and listening (receptive domains).  They also rated their current level of proficiency lower than the minimum level they perceived as needed for teaching elementary school students in their countries.  Additionally, both Japanese and Taiwanese teachers felt that despite many years of learning grammar in school, they are least competent in the domain of oral grammar
 (the Korean teachers showed a similar tendency, but it did not reach statistical significance).  This suggests that a substantial gap exists between these teachers’ “knowledge of grammar and their ability to use such knowledge in oral communication” to effectively conduct lessons in the target language (Butler, 2004: 269).  The results of Butler’s survey suggest that many in-service teachers are not satisfied with their command of English, and among all the linguistic domains, further training on their oral communication skills is urgently needed.

Implications and Suggestions

Given the importance of proficiency, this section will discuss the implications for the central and local government, training programs, and pre- and in-service teachers.

In addition to allocating more resources to the training of qualified teachers, the MOE in Taiwan also needs to identify the level of proficiency needed for teachers to successfully serve the role as primary school English teachers.  Because of the complexity involved in language teaching, the definition of proficiency probably has to incorporate sociolinguistic and strategic aspects of language competence (Butler, 2004).  The government will need researchers’ help to “systematically observe language use in elementary school EFL classrooms and in other learning and teaching contexts … to identify the various academic proficiencies that teachers need to carry out their duties” (Butler, 2004: 270).  Specific proficiency guidelines and systematic assessment mechanisms need to be established by the central government to closely monitor the qualification of English teachers.  Once these are available, teachers will  have some concrete rules and standards to follow.  

An appropriate language assessment exam is also urgently needed to appropriately assess English teachers’ proficiency (Spezzini and Oxford, 1998).  Because of the importance of oral communicative competence in language teaching, a major goal of this proficiency test should be to accurately assess one’s speaking ability.  Currently in Taiwan, scores from popular proficiency tests such as GEPT and TOEFL are often used as indicators of teacher’s competence in English.  However, the validity of these tests to certify teachers is questionable because they were originally designed for other purposes (Butler, 2004).  For example, in the case of TOEFL, it is a standardized test of English for academic purposes which is commonly used as a benchmark of English proficiency for universities in North America to evaluate to potential academic success of an individual whose native language is not English (for more information on TOEFL, visit http://www.ets.org).  Hence, using such a test to evaluate a teacher’s ability to use and teach English is inappropriate. 

The central government may also consider developing a nationwide mechanism to certify those teachers who already went through the process of extensive in-service training (Chang, 2002).  According to her survey of the Miao-li County, Chang found that there are many qualified primary school English teachers teaching in the county.  However, because they did not attend the PSETTP and therefore are not MOE-certified, their legitimacy as primary school English teachers is sometimes challenged.  To grant these teachers the recognition they deserve, Chang suggests that a nationwide English teacher certification mechanism be developed and enacted by the MOE to certify those in-service teachers who can demonstrate sufficient knowledge and skills in language teaching as well as have devoted time on improving their professionalism.

At the level of local governments, efforts can be devoted to several areas.  First, surveys need to be conducted on a regular basis to provide a general description of the English teaching personnel of elementary schools in each region in Taiwan.  Information from these surveys will help the local governments to better understand the teaching force in each school district, and it is hoped that resources will be allocated according to the needs of each district.  

Also, as discussed earlier, an early start policy which is embraced by most local governments in Taiwan needs to be supported by, among other things, well-trained teachers.  Local governments should not rush to implement an early start English program just to please the voters; the impacts of a major language policy on the whole community need to be considered seriously.  If an early start policy is implemented (which is the case in most regions in Taiwan), the government should be ready to back it up with all the human and financial resources needed.  Evaluation of the English program in each region, with teacher qualification as an important item, should also be carried out regularly to inform future policy making and resource allocation.

As for training programs, a major focus should be on language development as it is an important part of teacher’s professionalism.  However, as Berry suggests, non-native teachers “can be extremely sensitive and defensive about their proficiency in the target language” (1990: 100).  According to Britten, non-native speaker’s “Second Language Ego” can make “remedial language work, especially on elementary points, a particularly delicate business” (1985: 235).  Therefore, any language training, especially for experienced, in-service teachers, should be handled with great care and sensitivity.  

The points raised by Berry and Britten are especially relevant in the Taiwanese context where the English teaching profession is highly respected by the general public and many people in this profession have a strong ego.  However, language learning is a life-long, never-ending process, and one’s language development is never complete.  To help trainees lower their self-defense, one suggestion offered by Berry (1990) is to hire qualified native speakers to teach language courses because their proficiency will not come into question and hopefully, students will respect these qualified native teachers as authorities of the language and benefit from this learning experience.

The importance of proficiency needs to be stressed in teacher training programs, especially in those for pre-service teachers who are still learning to be effective teachers and have much potential.  Although many pre-and in-service teachers, as discussed earlier, acknowledge their limited command of English, not every of them is making conscious efforts to improve their inadequacy in this domain.  In one of her studies in which she examines student teachers’ reflective thinking during their practice teaching, Liou (2000) found that her subjects did not often reflect on their language problems and rated their own proficiency as satisfactory.  On the contrary, some of their supervising teachers did not have the same impression; they commented, among other things, on several student teachers’ weak oral English skills and “strongly suggested that some measures need to be taken for future trainees” (p. 477).  This difference in perception of the two groups implies that when necessary, teacher trainers and/or supervising teachers may need to point out student teachers’ inadequate command of the target language if the trainees do not seem to be aware of the problem.  Although the message may be hard to take at the beginning, it is hoped that such a signal may lead to positive actions on the part of the trainees to work on this inadequacy to better prepare themselves for the demanding profession of foreign language teaching.

In terms of program design, how can a language improvement component be incorporated into the whole training process without boring (or offending) the students and adding too much burden to the instructors?  According to Cullen (1994), this component can be combined with methodology courses by using students’ experience in the language class as the input for the following work on methodology.  In other words, the trainees first participate in a language class specifically designed to address their needs, e.g., oral communication skills.  Next, in the methodology course, they would recall their experience as language learners in the language class and analyze and evaluate their own learning process.  After this stage is completed, the trainees can then relate the insights they gain from the second stage to their own teaching contexts and develop appropriate teaching strategies or techniques for their students.  In this three-stage model, the language component is closely linked to training on methodology.  This model requires much professionalism from the teacher trainers.  Preferably, these trainers need to have adequate knowledge in the issues involved in primary school English teaching so that what they teach will be relevant to the trainees’ needs and teaching context.  This model also encourages participants to engage in critical reflection.  According to Yang (2000), teachers’ ability to reflect on their teaching critically can help them to “bridge the gap between their expectation and the reality” and to improve their teaching practice (p. 562).  She also recommends that a component of critical reflection be incorporated into teacher preparation programs.

The language improvement component can also be connected to linguistic courses.  Two examples are provided by Liu (1999).  In Phonetics/Phonology, a required course for the MA TESOL program in Oklahoma City University, Liu asks his students to “record their articulations of speech sounds, reading, and free speech and turn in the recording for the instructor and the class to critique” (p. 206).  In grammar and linguistic courses, non-native students are encouraged to research on areas in which non-native speakers are generally weaker, such as collocations, idioms, and registers.  The design of these courses clearly illustrates how a language improvement component can be carefully woven into courses which are theoretically in nature.  Meeting learners’ real needs in linguistic courses not only helps learners to improve on specific language points, but also allow them to see the relevance of linguistics in language learning and teaching.  These examples illustrate how theory and practice are nicely combined together and enhance each other.  Such design also requires the expertise and commitment of teacher trainers.

For pre- and in-service teachers, time and energy need to be devoted to upgrading one’s general proficiency and communicative competence.  They also need to constantly reflect on their teaching by means such as keeping a teaching diary or participating in a teacher development group (Farrell, 1999).  Teachers need to see themselves as “learners of teaching” (Freeman and Johnson, 1998; Liou, 2000a) who are committed to life-long “teacher learning” (Johnson and Golombek, 2003) and professional development.  As Horwitz writes, “Just because a teacher completes the required course of study to become certified to teach a language does not mean that his or her language learning is complete” (1996: 366).  Instead, facing the demands on their language skills required for classroom teaching, many novice teachers immediately recognize the need to improve their proficiency.  Also, because new vocabulary and usage always emerge, one needs to constantly update his or her knowledge of the target language to keep up with all the changes.

Conclusion

As Chu states (1998), the responsibilities which primary school English teachers carry are enormous because they are the ones who introduce children to English.  To ensure that these teachers serve as good models for their students, this paper has argued that teacher’s English proficiency is an important requirement.  It is hoped that more resources will be allocated to English teacher education to lead to the success of the early start English program in Taiwan.  Meanwhile, teachers themselves need to prioritize the development of their proficiency in their quest for professionalism.
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Appendix A

This document was retrieved on January 4th, 2005, from http://www.fl.nctu.edu.tw/acc/news/images/upimages/elerecruit.doc
國立交通大學九十二學年度外國語文學系推廣教育

「國小英語師資學分班」招生簡章

招生對象：新竹市國小在職專任老師

招生人數：一班50人

上課時間：92年7月起至93年8月止

收費標準：$ 38,400（20學分）＋ $ 1,500（註冊費）＝$ 39,900
	科目名稱
	學分性質
	學分數
	學分費

	聽力與會話
	學士學分
	4
	$1,800／學分

	閱讀與寫作
	學士學分
	4
	$1,800／學分

	語言學與英語教學
	碩士學分
	3
	$2,000／學分

	文學賞析與英語教學
	碩士學分
	3
	$2,000／學分

	電影／多媒體與英語教學
	碩士學分
	3
	$2,000／學分

	教學方法
	碩士學分
	3
	$2,000／學分


課程時間：2003秋季(含)以後課程，得視本校92學年度行事曆調整。
	2003暑期課程（共4週）

	日期
	時間
	課程名稱

	7/28(一)、7/29(二)、7/30(三)
	09：00～12：00
	聽力與會話 I

	
	14：00～17：00
	閱讀與寫作 I

	8/04(一)、8/05(二)、8/06(三)
	09：00～12：00
	聽力與會話 I

	
	14：00～17：00
	閱讀與寫作 I

	8/11(一)、8/12(二)、8/13(三)
	09：00～12：00
	聽力與會話 I

	
	14：00～17：00
	閱讀與寫作 I

	8/18(一)、8/19(二)、8/20(三)
	09：00～12：00
	聽力與會話 I

	
	14：00～17：00
	閱讀與寫作 I

	2003秋季課程（共18週）

	日期
	時間
	課程名稱

	每週三
	18：00～21：00
	語言學與英語教學

	每週六
	09：00～12：00
	多媒體與英語教學

	2004春季課程（共18週）

	日期
	時間
	課程名稱

	每週三
	18：00～21：00
	文學賞析與英語教學

	每週六
	09：00～12：00
	教學方法


	2004暑期課程（共4週）

	日期
	時間
	課程名稱

	每週一～週三
	09：00～12：00
	聽力與會話 II

	
	14：00～17：00
	閱讀與寫作 II

	每週一～週三
	09：00～12：00
	聽力與會話 II

	
	14：00～17：00
	閱讀與寫作 II

	每週一～週三
	09：00～12：00
	聽力與會話 II

	
	14：00～17：00
	閱讀與寫作 II

	每週一～週三
	09：00～12：00
	聽力與會話 II

	
	14：00～17：00
	閱讀與寫作 II


報名日期：即日起至7/10止。

報名方式：採線上報名，網址http://eec.nctu.edu.tw/course/course.htm。

分級考試：7/15（二）、7/16（三）舉行，7/18（四）放榜。

繳費方式：另行通知。

Appendix B

This document was retrieved on January 6th, 2005, from

http://dice.ntptc.edu.tw/general/93學士後英語師資班(日間班)簡章.doc
國立臺北師範學院九十三學年度學士後國民小學英語教師
職前學分班（日間班）招生簡章
壹、報名資格：

一、學歷與資格：

教育部認可之國內外公立大學或已立案之私立大學校院畢業，具有學士學位或學士以上學位證書，且需具下列資格之一者始可報考：

(一)托福電腦化測驗，新制：二一三分（含）以上。

(二)全民英檢中高級（含）以上合格。

上述二項檢定合格證書限兩年內有效（即二ＯＯ二年六月一日之後成績單或合格證明書）。

(三)英文相關系所（含英語文雙主修或英語文輔系）畢業者。

(四)通過民國八十八年教育部國民小學英語教師英語能力檢核測驗者。

二、無兵役義務或符合下列條件之一：     

(一)義務役人員：須出具退伍或解除召集證明，始可報考，未於報名時繳納證明者需檢具切結書，經錄取後應於註冊時補驗證書，否則取消錄取資格。

(二)志願役人員：須持有主管權責機關同意書（函）者始可報考。

(三)軍訓教官或護理教師：需持有教育部軍訓處同意書（函）者始可報考。
貳、招生班級及名額：日間班一班四十名。（原住民考生之外加錄取方式，詳如本簡章附則第二條）

參、修業期限與上課時間：修業一學年(分上、下學期)，於日間上課為原則。

肆、修習學分及科目：本校依教育部民國九十二年十月二日台中（三）字第Ο九二Ο一四一四一二號令訂頒之「中等學校、國民小學教師師資職前教育課程教育專業課程科目及學分」，規劃設計本校國民小學英語教師教育學程，修習學分至少五十二學分。

伍、權利義務：

一、本班學生一律自費(含教育實習及實驗材料費)，並依本校收費標準繳費。九十二學年度收費標準每學分費新台幣1,365元整。如加選鍵盤樂者，每學期增收鍵盤維護費新台幣630元；如加選電腦相關課程者，每學期增收電腦實習費新台幣330元整。各項費用逐年評估依程序調整。

二、修畢本班規定學分成績及格者，如欲擔任教職：

(一)應依民國九十二年八月一日修正施行之師資培育法修正案及其他相關辦法之規定辦理，摘錄部分條文如左：

1.除修習本班規定之師資職前教育課程外，並另加教育實習課程半年，成績及格者，發給修畢師資職前教育證明書。

2.取得修畢師資職前教育證明書者，可參加教師資格檢定考試，通過後始能取得教師證書。

(二)有關國小英語專長教師資格部分，因教育部目前尚未明訂檢定標準，本校只提供教育部規定國小教育學程及國小英語教師所需之課程，如未來教育部規定擔任國小英語師資者需通過英語檢定時，則應由學生自行參加檢定。

(三)依據「師資培育法」及相關法令規定，取得合格教師證書後，始得自行參加國民小學教師公開甄選及應聘，本校不辦理分發。

三、依民國九十二年八月十一日修正施行之師資培育法施行細則第十二條規定，本班學生欲參加為期半年教育實習者，酌收相當四學分之教育實習輔導費用及實習半年期間之平安保險費（九十三年度教育實習輔導費用為新台幣陸仟元整，並逐年評估依程序調整）。  

國小英語教師英語能力之重要性

陳瑋瑜
國立新竹教育大學語文教育系兼任講師
國立台灣師範大學英語系英語教學組博士候選人
（收稿日期：2006年5月15日；接受刊登日期：2006年11月1日）
摘  要

國小英語列入小學正式科目是近年來一件重大的教育政策，而小學英語教學要能有效實施，英語老師的專業素養更是一大關鍵。本文旨在探討小學英語教師的英語能力對於個人專業成長之重要性，並針對教育行政單位、師資培訓機構、以及在職與職前小學英語教師提出相關建議。
關鍵字:英語能力、小學英語教育、小學英語師資培訓
















































� According to Shih (2001), those who demonstrated a satisfactory level of oral proficiency at the second screening of the proficiency test could waive this component.  It was estimated that 63% of the final 3,563 candidates did not have to join the 240 hours of language training.


� Butler (2004) uses this term to refer to the ability to use “common conversational expressions” (p. 277).





