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Abstract

This thesis address the question of a national framework for continuing professional
development (CPD) for teachers in Ireland. The framewaoris to make provisiofor CPD

that would be transformative in its impact on teachers, improving the quality of teaching
for the bendit of the young people in the education system and enhancing the personal
and professional welbeing of teachers.In that context, the literature on adult education

as transformative learning was examined in constructing the conceptual framework

underpihning the research.

Three methodsare used to address the research questiom: questionnaire survey to

teachers, individual interviews with stakeholder representatives and focus gnbenviews

with teachers. In building the foundation foneaningful ®D, the research takean
2OSNDBASG 2F (GKS (GSIFOKSNRa OFNBSNE t221Ay3 |
their programmes of initial teacher education prepare them and how they see themselves

as professionals in their career. ltthgoesontoet YAY S (S OKSNBEQ SELISNA
RFGS FyR GKS LISNOSAOGSR o0SyS¥ada 2F (Kz2asS SEI

thoughts on CPD in the futuare examined.

The research findings show that, while teachers are highly motivated to witihkywung
people and to make a difference in their lives, a framework for CPD is urgently required if
transformation of the profession is to happen. In particular, the research establishes that: a
significant number of teachers do not have a strong semiserofessional identity: the
notion of being lifelong learners has not been internalised by all teachers, albeit that there
is much engagement in professional learning; a culture of collaboration among teachers is

not yet embedded in schools in Ireland.

The areas identified are in need of attention in the context of a CPD framework for teacher
transformation. A number of ideas, based on the principles of adult education, are put
forward in this thesis to address these areas. Suggestions are alsadafienedation to the

practicalities of progressing a CPD framework for teachers.
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Chapter 1
Introduction to the Study

Introduction

CKAA GKSaraa asSsSia G2 IyasSN GKS ljdSadAarzy as
national framework for continuing professional development (CPD) for teachers in Ireland

which would ensure their transformative development, in the interest of fatifig high

jdzt £t A& SRdzOF GA2y F2NJ &2 dzy ThisLdSeatch destioik NP dz3 K 2
premised on the conviction that teachers need to be lifelong learners to ensure the quality

of their teaching. Ageachers aremembers of school communitiegheir learning is an
interactional rather than an isolated process, albeit at times an individual pursuiis

intended, therefore, that the personal dimension of professional development will be to

the fore in this study. This studyexplores teacher Q  Mmainby through the lens of

CNF YaF2NXIGAZ2Y ¢KS2NE 6KAOK gl a AyGaNRRdAzZOSR
GKS2NBGAOIT Y2RSt 2F K2g | RdA Ga& fSFENYé 6LIPMO
since the 90s and the literature amansformaive learning in this context is explored in

Chapter 3.

This introductory chapter sets out the importance of the research question and the
NIFGA2yFfS F2N) OK22aAy3d GKS G2LAO 2F GSIFOKSNH
arising from the main question are also set out, together with a brief outline of the
relevance of each. The choice of research subjects and research methods, together with

the reasons for choosing them, are outlined. There is a brief summary of each chapter as a

guide to the content of the thesis.

¢KS ARSI 2F G0N yAF2RFLIIZRBRE SYNYKYBIGISNI o=
alke I FS6 g2NRa 2F Of F NAFAOIGAR2Y | o2dzi GKS vy
Glidz- £t AG@é = LI NILAOdz I NI & [ICA NRYIleZe SR AT ViS22
static entity. Itis a fluid, dynamic system which encompasses and accommodates the
complexy I GdzNE 2F /t5 | yR YdZ G6ARAYSyaAz2ylf LINRJA
suggest that a CPD framework lacks stability or consistency. Its firm foundations will be the
prindples on which it is built and its supporting pillars will be stakeholders and others who

work with teachers to ensure that the vision for transformative CPD is realised.

1



Secondly, a NX3IF NRa GRS@St2LISyiGés YdzOK Kéra oSSy
education distinguishing between professional learning and professional development.

This is dealt with in more detail at a later stage in the study. Essentially, development
implies growth, growth brings change and change, when truly productive, means
transformation. Good CPD can transform teachers and impact positively on the quality of
teaching and learning for young people in the classroomtdargreaves (2003) holds that

Gt N2EFSaaazylf RS@OSt2LIYSyd Ayg2ft@dSa ifaNB GKI
LISNB2YFf LIGK G26FNR INBFGSNI LINEBHAAAZY I Ay

CKANRf&@Z Ay NBfFdA2y (G2 aljdd tAradees +y SELX A
F2dzyR Ay . SNIAYSNRE ounnptv GKNBS O2YLRYySyGa
the logical acts of teaching (defining, demonstrating, modelling, explaining,
correcting, etc.); the psychological acts of teaching (caring, motivating,
encouraging, rewarding, punishing, planning, evaluating, etc.); and the moral

acts of teaching (showing heasty, courage, tolerance, comgsn, respect,
fairness, etc. (207).

One mayargue with. SNX Ay SN a Rdnpohents Gf aalfy teachingind he

YIe FTAYR g2NRa a4dzOK Fa dallzyAaKYSyiGé 202S00GAz2
three@ YLRYySyidia INBE aO2dz2) SR gAGK RSY2YyAGNF GA2y
026 NRa | RSFTAYAIGARA7.2F ljdz2d tAGe Ay GSIFOKAy3E

1.1 The importance of the topic being researched

¢CKS G2LIAO 2F GSIOKSNRQ /t5 gl a tddéedigbayty F2 NJ G |
teaching in the lives of pupils and students in schottigan be argued that teachers, after

parents, have the greatest responsibility for the educational andoaihd development of

young people. Theducation systemtherefore, mustensure that teaching is of the highest

quality, facilitated by excellent teachers who are well prepared for their role in the-ever
changing world of the Zicentury. The rapid changes in society are manifested in the

rapidly changing needs of young pesphot from generation to generation as happened

f2y3 325 odzi fyzad FTNRBY &@SIFENI G2 &SI NP ¢KA
media, classroom interactions, leisure pursuits, etc. Teachers have to respond to the
changing needs of thepupils and students, helping them to live fulfilled lives as young

people now and as adults in the future. This requires that teachers are transformed in their
adoption of new ways of relating to, and working with, students, parents, colleagues and

the many people who form the school community.



1.2 The rationale for the choice of topic

In almost all professions, e.g., medicine, nursing, dentistry, law, CPD is undertaken by the
members of the profession and, in most cases, it is a requirement for thencation of

their registration with their professional body which gives them a licence to practise. It is
recognised that new knowledge and practices are continually being researched and
discovered. Therefore, it is incumbent on professional practitisrierkeep abreast of new
developments and CPD provides opportunities to do&ile CPD is not yet a mandatory
requirement for teachers in Irelandt, is expected that the Teaching Council will require

evidence of CPD for renewal of registration frao1s6.

When this study was initiated, | was CEO of the Teaching Council. It is within the statutory
remit of the Teaching Council in Ireland to promote the continuing professional

development of teachers. It was hoped that the findings from the study, alineiértaken

AY I LISNE2ylIf OFLIOAGES g2dA R 02y iSNRGKAINE G 2

CPD. The Council has issued an initial documépblicy on the Continuum of Teacher
Education (2011), but there has been little hlepth study to dateon CPD for teachers in

Ireland which might inform the work of the Counclt.is intended tlat many of the ideas

YR AyaraaKia @eAStRSR o0& (GKAAa NBaSINOK gAff

promoting the continuing professional development of teachers.

Apart from initially being workelated, the topic of transformative CPD was chosen for this
study because of my personal lifelong commitment to professional developmnidmve a
passionate interest in CPD for teachers, developed over-gedP career irteaching and
education This careerincluded 21 years as a School Pringialears as National €o
ordinator of the largest irservice programme undertaken in the State and 7 years as the
first CEO of the Teaching Council. The journey of learning arelogng as a teacher,

alone and with others, has been a lifetime of exploration of which this study is a part.

1.3 Refining the research question

LY 2NRSNJ G2 NBFAYS (GKS NBaSHNDOK ljdzSadAazys
Information was gdtered from policy and discussion documents, from Irish and

international sources, in relation to historical and current developments. A focused

'¢ S OKAyYy3 [/ 2dzy QX1 The Colinkil skah promate theccontinding edimaand

N} AYAy3d FyR LINETSaaAzylt RS@GSt2LSyd 27 4S8 OK
FYR GNFAYAY3 FyR LINPFTSaarz2ytt RSOSt2LYSyd 2F 0
iKS O2yiAydAay3d SRdOFiGA2Y YR GNIAYAYy3I 2F (S OK

3
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aSt SOGA2Y 2F tAUGSNI Gdz2NBE gKAOK gl a 2F NBf SOy

was much interestingnd valuable information in the documentation and in the literature,
particularly from international publications. A significant gap, however, was evident in the
published material on the provision for CPD for teachers in Ireland. No CPD framework for
Irish teachers has been developed, in so far as the pursuit of it through documentary

evidence could ascertain.

The initial consideration of the context and the examination of the literature, not having
yielded any evidence of a CPD framework for teachefseland, led to the question: what
research would need to be conducted to inform policy on the establishment of a CPD
framework which would facilitate transformative CPD for teacheta?considering what
research would need to be conductednamber d questions related to the main research

guestion came to the fore

1.3.1 Questions related to the main research question

(a) What motivates a person to be a teacher?

(b) How well does Initial Teacher Education (ITE) prepare teachers for their role?
(c) Whatareli S O K S NB& & of tISMOEskitnal Rishtity?

d2KFci KIa 0SSy GSIFOKSNEQ SELISNASYyOS 27
e 126 INB GKS o0SySFTAaita 2F /t5 YlIyAaF¥Saas
() How can we move forward in developing a CPD framework?

These quetions are important because the line of argument being advanced and explored
in this thesis is that a framework for CPD which is successful in enabling teacher
transformation is contingent on teachers who: enter the profession for the best of motives;
expeaience programmes of initial teacher education that prepare them well; have a highly
developed sense of professional identity in their discourse and actions as practitioners; are
willing to engage in meaningful professional development on againg basishroughout

their career. It is anticipated that the insights and information which the responses to
these questions might yield will contribute significantly to answering the main research

guestion. Each question is discussed more fully in the folepwaragraphs.

¢KS 1jdzSadGAz2y a2KIFG Y2UA@FG6Sa&a | LISNA2Y (2
factors in choosing teaching as a career will greatly determine the level of interest and
passion with which a teacher undertakes his/her work. Motatcan change as one

progresses through the teaching career, sometimes waning in face of personal

circumstances or professional challenges. Anecdotally, it is generally believed that teachers

(@]



are motivated by a desire to make a difference in the livesaning people. A range of
explanations can be attributed to this aspiration but it usually translates as giving young

people life chances of which they might otherwise have been deprived. Linked to
Y2U0AQFGA2yT GKS 1jdzSaiA2y ylluentéSpecplestdBeS@achers a 2 S E
and this is of relevance, particularly if family tradition is cited. When people enter a career

which has been part of their lives through their formative years, it is likely that they have a

good knowledge of what the worknvolves. They will also have been party to family
conversations and conversations between family members and teaching colleagues from

which they will have gained insights and formed opinions about the profession.  This

enables someone to make an informeloice to be, or not to be, a teacher.

The area of ITE is included in the research as it is at the beginning of the continuum of

0SS OKSNJ SRdzOlI GA2y ® a4 adOKX AG asSdia GKS ¥z
learning. Currently, there is much attention focussed on ITE in Irelaptbgrammes are

0SAy3 SEGSYRSR IyR NBO2yOSLJidzZ t A&aSR® ¢Sl OK!
YR &0l {1SK2f RSNEQ LISNOSLIiA2ya 2F L¢9 O2d#Z R
could indicate the areas which may not have been addressedately, or at all, in ITE

YR 6KAOK IINB y2¢g OSyunNrt G2 GKS G§SI OKSNRa |
this study, it is not intended to carry out an-d@epth investigation of ITE programmes in the

State but to acknowledge their place iretteacher education process.

¢CKS ljdzSatAazy 2F GKS GSIFOKSNRa ARSyGAde Aa |
needs. Professional identity changes as the teacher grows and develops in his/her role.
Beauchamp and Thomas (2009) explain thah RSy G A Ge& akKAFda YvYre 20
GSIFOKSNDa OFNBSNI Fa | NBadzZd 2F AYyGiSNI OGA2y:
175).¢ KS SELX 2N} GA2y 2F LINRPFTSaaAazylf JjowSydade
awareness of the complexity of teling, the body of professional knowledge and the

extensive range of professional skills he/she has developed, the multiplicity of decisions

made on a constant basis in the practice of teaching every day and, above all, the moral
purpose inherent in teachp. Beijaard et al (2000) explain that it is important that teachers

I NB 1 SSyfeé I 6FNB 2F GKSANI LINRTFTSaarazylt ARS
professional identity affect their efficacy and professional development as well as their

ability and willingness to cope with educational changg B (2 A YLI SYSy il Ayy:
(p.750). Battey and Frank (2008) also link professional identity with professional
developmen, LR Ay G Ay 3 2dzi GKFG GLRSyGAGe A& &akKlLISR



and shapa (G KS 1y2¢fSR3IS IyR aiAtta ¢S asSsS|y G2 I
space for acquiring new knowledgeemfting identities, and challenging existing cultural
YR a20AFf LN} OGAOS&aé¢ 6LIDOMHY O P

1.4 Choice of research participants and research methodology

It was decided to collect data on tlexperience oteachers in Irelandin the context of the
continuum of teacher educatignto A RSy i A ¥ & prafeSslormaK I8aNi#ng needs.
Questiors in relaton to who might participate in the researcAnd how the research data

might be gatheredwere considered. ¢ g2 &2 dzNDOS&a 2F Ay F2N¥YIFGA2Y
needs were identified, these being teachers themselves and the stakeholders in education.
Teachers ave personal knowledge of their learning needs, in so far as they reflect on their
practice, individually and with colleagues. The stakeholders have knowledge of teaching
from their interaction with teachers, from their observation of what happens in stshand

from crossi SOG2NF f RAFf23dz2S YR RA&AO2dz2NBSO® ¢ KS
LINEFSaaArz2ylt fSIENYyAy3a ySSRa 2FFSNI Iy | RRSR
own learning needs. It was decided to seek information from teachersstak@holders

using the following research methods: (i) a questionnaire survey with teachers at home and
abroad; (ii) individual interviews with key stakeholders in Irish education and (iii) focus
group interviews with teachers in Ireland. These three e defended in Chapter 4,

were combined with a view to yielding a rich harvest of data, the analysis of which might
suggest productive ways ahead in creating a framework for transformative CPD for

teachers.

Ly O2ftftSOGAy3 GKS mnyEgansehnt NDifelong leaming thrdugh nork S N& Q
formal and formal CPD opportunities is explored. The research also seeks to ascertain the
LISNODSAGPGSR o0SySFTAaita 2F /t5%X FTNRY (GKS GSFOKSN
perceptions. Opinions are sought &s how it might be possible to move forward in

developing a CPD frameworKhe findings from the three research sources, together with

an analysis of the findings, are set out in in Chapte¢s9% An outline of these, and all

other chapters, is set dun the overview of the thesis that follows.

1.5 Overview of Thesis

Chapterl, this chapter, introduces the research questions, sets out the purpose of the
study and provides a preliminary explorationtbé research areas which are related to the

main question.



Chapter2 sets the backgroundnd contextfor the development of a CPD framework for

teachers in Ireland which could enable the transformation of teaching and learning in the

State. This involves theareful selection and examination of relevant documentation from

Irish and international sources. It also looks at the development of CPD opportunities,
through the structures and provision for CPD, for teachers in Ireland from the late 90s
onwards. TheNJ y3S 2F R20dzySyidlFrdAz2y 2y (S OKSNRQ .
interest in teachers and quality teaching worldwide over the past two decades. The
proliferation of publications on education systems, on the work of schools, on the role of
theteacher YR 2y &a0dzZRSyd LISNF2NXI yOS A& dzy LNBOSRS
needs, in the interest of improving the quality of teaching, are the subject of much public
scrutiny and debate. The documentation selected for consideration in the second chapte
consiss of significant policy and discussion papers, many of which have been the subject of

public debate in Ireland, e.g., the OEGEachers Matte(2005).

Chapter3 constructs the conceptual framework for this study through the lens of adult

educatt Y X | yR Y2NB LI NUAOdzZ I NI @ Wk Iedmninga STheA N2 6 Q &
F20dza 2F (GUKS addzRe A& GKS ONBFGA2Y 2F F FNIY
transformation of teaching and learning in our schools. There will be some ef@ioon

the difference between learning and development in Cha@éut, for now, the terms are

used interchangeably. = When teachers engage in CPD, they are engaging as adults.
¢SIFOKSNRa /t5% GKSNBT2NBI A& | Batuireion &RIzOl (A 2
SRdzOF GA2y IyR fa2 2y GSIOKSNEQ O2ydAydzZy3
examined in ChapteB with a view toconstructing a theoretical framework far S OK S N&A Q
professional development in the context of adult education.e @heas beingonsideredn

the literature are: tS+ OKSNAR Q LINRPFSaaAirzylf ARSYydGAGeT GKSE
education as a process of change for teachers and Continuing Professional Development as

the nucleus fortS I O Kpfofédsi@nalearning

Chapter4 describes the methodology used for this study. Three methods are employed to
gather data: a questionnaire survey with teachers in Ireland, Canada, Scotland and
Australia; individual interviews with key stakeholders in education in Ireland d@hdavkey
educator from each of Canada, Scotland and New Zealand; focus group interviews with
primary and posprimary teachers in Ireland. The international dimension of the survey is
undertaken to establisha baseline, looking atvhether or not there ae significant
differences between Irish teachers and teachers in other education systems which are

broadly similar to our own. In the questionnaire, the information being sought relates to

7



S OKSNBEQ Y2UAQI GA2y (2 S yeachdrdicktidn IINDKS NE Q2
LINEFSaarzylt ARSyidGAaGes GSI OKSNBEQ SELISNASYyOSs
CPD provision. The questionnaire survey is foundational to the individual interviews and to

the focus group interviews and contribigao informing the structure and content of both

sets of interviews. The interviews follow similar lines of enquiry to those of the
guestionnaire. The personal interactions during the interviews allow the author to probe
Y2NB RSSLX & A Y pdhsed afiditiisNaikitSes hSamergeNd a&f key insights

into intervieweS &iKKA Yy 1 Ay3 2y (S OKSNBRXZ 2y GSIFOKAy3 |yl

Chapter5 presents and analyses the findings from the questionngirgey. A vast amount

of data wasgenerated from the 168completed questionnaires which were returned. The
data chosen for inclusion in the thesis are those which were most significant, i.e., the
responses which are ranked highest, and in some cases those ranked lowest, by the survey
participants. Stacked bar graphs illustrate the responses for all questiwhare included

in Chapter 5. 215 charts representing the findings for each possible response,
differentiated across the four jurisdictions surveyed, are included in the Appendiges
summary of the findings from the questionnaires shows that: teachers are motivated to be
teachers because they want to work with young people and make a difference in their lives;
teachers have a strong sense of professional identity in relation eéa grofessional role

but they do not believe that they are held in high esteem by the public; staff meetings are
the occasions when teachers most frequently engage infoomal professional learning;

in recent years, the majority ofeachers have engageith schoolbased CPD, followed
closely by optional CPD organised nationally or regionally; interactive seminars are the
most frequently experienced format of CPD and collaboration with colleagues is the most

beneficial form of CPD, according to the respemis.

Chapter6 covers the first part of the individual interviews with the stakeholders. Response

charts were constructed to indicate the comments and the level of response from the
AYUSNDBASSSSaod ¢tKS AYUSNIDASSHSSAE e tedMIySLIGA 2 Y
LINEPFSaaAzy FFNB LINBaSyiSR IyR lylfegaSRY LIS2L
S OKSNJ SRdzOF A2y T (GKS LlzfAO LISNOSLIIAZ2Y 27F
identity. According to the research finding$et stakeholders deve that the motivation

to teach arisesnainlyfrom a desire to work with young people and to share tlosim love

2F tSENYyAYy3IAsS LI NOAOdA FNI& Ay NBflLdGAzYy (2 (K

?In the Questionnaire, there wer22 guestions with a total of 215 suggested responsHserefore,
the 168 completed questionnairegelded over 35,000 pieces of data.

8



relation to the reconceptualised programgs of ITE centre on partnership between
teachers/schools and teacher educators/HEIs with teachers having a designated role in
relation to student teachers. There is a general belief among the stakeholders that teachers

FNE KAIKE e NBIFNRERS pEa O KiSia RStk doddiad Anidmyes

of interviewees are concerned that newly qualified teachers do not seem to have well
developed interpersonal skills in dealing with parents and the wider community. For that

reason, it is suggested bydhstakeholders that greater attention needs to be paid to
aGdzRSy G GSIFOKSNEQ LISNE2YFf RSOST 2rihe gsti R dzNA y
part, perceive that teachers do not have a strong sense of teaching as a profession nor do

they portray a stong sense of their professional identity.

Chapter 7 continues with the presentation and analysis of data from the stakeholder
AYGSNBASESSaod CKAA AyOf dzie&hersSde$themselvel &K 2 f RS N
fATSE 2y 3 ST NYBANBATZ yi KFS2 N Gd Qi SA¥aS 0B Raté; the T NP2 Y
development of a collaborative culture among teachers in Irish schools and the impact on
a0K22fa 2F 3I22R /t50 ¢KS adlr{1SK2ft RSNJ AyaSl
has grown in recentsars but they are not convinced that teachers see themselves as

lifelong learners. The stakeholders commenttbe level ofi S OKSN&E Q Sy dl 3SYSy
formal professional learning in support of their views, e.g., teachers as reflective
practitioners, reding professional material, being members of professional bodies. The
stakeholders, on the whole, have positive views of the State provision for CPD but it is
largely perceived in utilitariarather thantransformative terms Collaboration is not seen

by the stakeholders to be embedded in school practice and the isbtime is raised in this
NBIFNR® 2KAES GKS 62NR GiONI yaFT2N¥NIEGAGSE Ara
impact of CPD, it could be inferred from some responses that good CPD ring about

I OKFyYy3S Ay F ydzYoSNI 2F I NBla 2F GSIFIOKSNEQ L

Chapter8 is the first part of the presentation and analysis of the interviews with the focus

groups of teachers. The areas covered with the focus group participantsr rifiiwse

LJdZNE dzSR ¢gAGK GKS adl {1SK2f RSNJ AYUGSNBASsSSas |
AYAGALFE GSFOKSNJ SRdzOF GA2y T GKS LlJzof AO LISNX
professional identity. The findings indicate that the influencehefr own teachers when

they themselves were pupils/studentsan be a motivating factplas well as wanting to

work with young people and to make a difference in their lives. In speaking of ITE, a number

of teachers express negative views of their own expereoicITE. Teachers in the Focus

Groups are interested in being more involved in supporting student teachers rather than

9



being passive observers as they currently are, to a large extent. With regard to the public
perception of teaching, the focus groupténviewees believe that teachers are highly
regarded at local level butat in the media. The latter is a source of hurt and annoyance to

them.  When speaking of professional identity, the focus group participants do not

w»
<

articulate clearly their sense dfieir professional role.¢ KS LI NI AOA LI yiaQ a
as they expressed it, lacked a proactive dimension. It was influenced mainly by how the

teachers believe others see them.

Chapter9 is the second part of the presentation and analysis of the interviews with the

focus groups of teachersHere, the areaexploredare: teachers as lifelong learners,

0SS OKSNEQ SELISNASYOS 2F /t5% (KS STFF¥SoOGa =27
professional culture among teachers in Irish schools. In relation to teachers as lifelong
learners, the area most frequently referred to by the participants in the Focus Groups was

that of postgraduate studiedn relation to CPDnigeneral, the findingéndicate that all

primary teachers have experienced sustained CPD, mainly in relation to a revised
curriculum, over a lengthy period of time from the late 90s. By contrast, the official CPD
provision forpost-primary teachers is seen to be largely confirte those teachers where

the syllabi for their subjects have been revised. In speaking of the benefits of CPD, the
participants in the foufocus goups exhibited a certain level of satisfaction and positivity

as they listed a number of benefits resulfifrom CPD, e.g., sharing their experiences and

ideas. There is evidence in the findings that collaborative practices are beginning to
RS@OSt2L) 6dzi 'y SYOSRRSR Odzf G§dzNE 2F O2ff 62N

responses.

Chapter10 highlight the main issues and concerns identified in the research data that

need attention. Tks chapter seeks to identify what would be needed to address these

I NBFad ¢KS AadadzsSa SYSNHAYy3a FTNRBY (KS NBaSIH N
teachers and tB continuum of teacher education, teachers as lifelong learners and
0SIFOKSNEQ LINRPFTSaaAzylf NBalLRyaiAoAtAdASao ¢ K
I NE O2yaARSNBRO® ¢KS A&adzS 2F GSIFOKSNEQ LINJ
teadk S NE -EonfideBde ftheir sense of professional competence, the effect of the current
§O02y2YAO arddd GAzy 2y (5 OKSNR FyR (51 OKSNA
issues connected with the continuum of teacher education in the researchdedhe

perception of a topdown and a onesizefits-all approach to nationalifacilitated CPD, the

lack of sustained support to implement and embed new initiatives in schools and the

allocation of time for CPD. Lifelong learning issues in the resebmh the need to pay

10



FdGSyaAaz2y G2 GSFOKSNBRQ NBFESOGAGS LINF OGAOS:
career path for the teaching profession. Theisefid S OKSNAE Q LINRPFSaaArz2yl f
in the research relates to the changing role of teacher in the twentyfirst century. In

that regard, the need for teachers to work collaboratively and to support new entrants to

the profession is highlighted.

Chapter11 examines how an enabling provision for CPD could transform teachers and
teaching. Constructive possibilities through transformative CPD for making progress on the

issues identified in Chaptd are suggested. These suggestions include the transformation

2T GSIFIOKSNERQ aSyasS 2F LINPTFTSaarzyl foftheRSydAdGe
NREES YR Ay GSIFIOKSNRQ S@ltdzZ A2y 2F GKSANI L
professional designations for teachers are proposed, to promote and enhance a culture of
lifelong learning in the teaching profession. The promotion of tebidheQ / t 5 { K NP dz3 K
creation of professionallearning communities and the potential for transformation as a

learner in a learning community are discussed.

Chapterl2 looks at some practical issu@s creating a framework for transformative CPD

for teachers.deas are presented ot KS A &dadzSa 2F RS@GSt2LIAy3 (St
awareness of the transformative potential of CPD forctédag and learning in schoolshel

creation of consultative stictures for CPvhich could inform CPD policies and processes

are also discussed. Other areas for consideration in the creation of a CPD framework are
identified: the role of school leadership; accreditation of CPD providers; recognition of CPD
towards a@demic and professional awards/qualifications; teacher foreign exchange
programmes; funding and tm&. KS A &dadzS 2F TFAYRA yeahsidededis F2 NJ
some detailand, in that context, new ways of working in schools and classrooms are

advocated

11



Chapter 2

Historical and Current Context

Introduction

¢KS LJzN1)2asS 2F GKAa OKIFILIGSNI Aa G2 aSd dGKS
LINEFSaarAz2ylf RSGOSt2LIVSyao QPP becawB part yfRE (G K S
education agenda in the early 70s. The catalyst for this was the launch of the New Primary
School Curriculum (1971) with the promise of a supporting programme -géririce

education to facilitate its implementation. However, a contemporaneous oilscaisd a

downturn in the economy meant that the supporting CPD programme was not facilitated

on a systematic scale, as intended. Thereafter, the remaining years of the 70s and the 80s
alg tAGGHES 2NHIYAASR LINPOGAAAZ2ZY FT2N) 6§SI OKSNAQ

This chapter, then, Wilook at developments in relation to CPD for teachers from the 90s
2y g1 NRa® wSTFSNByOSa G2 NBfS@Oryld |aLsSoda 27

will also be included. The chapter will be set out in three main sections as follows:

2.1 Irishand international plicy anddiscussion dcuments from 1990 onwards
2.2 Bodies thatsupport provision forteachers CPD in Ireland
2.3 Conclusion

2.1 Irish and international policy and discussion documents from
1990 onwards

There is an extensive range mdlicy and discussion documentation from the 90s onwards,
devoted wholly or in part to CPD for teachers. For this study, the documents are broadly

grouped as:

2.1.1 IrishGovernment/Department of Educatiaocuments
2.1.2 Documents from internationadources

2.1.3 Teaching Counalocuments

2.1.4 Documents produced bgther groupsin Ireland

12



2.1.1 Irish Government/Department of Education documents

The documents referretb in this sectiorare:

9 Education for a Changing Worlthe Green Paper on Hdation(1992)

1 the Report on the National Education Convenijp@94)

1 Charting Our Education Fututee White Paper on Educatidt995).
The essence of thgroposals in these documents of the 199@# be presented in an effort
to portray the seriousness with which the subjectCPD for teachemsas being considered

by the government and by the participants in the National Education Convention.

In the Foreword to the Green Papéiducation fo a Changing Worl{1992), the Minister

for Education referred to the need for change in certain areas in the education system. To
GKIFG SyRZ 2yS 2F GKS aAE 1S& lAYa 2F (GKS DNX
as to equip them foraconstanty K I y IA y I S y.5).JONIhe/ovieShyridl éthe Green

Paper appeared to promote a functional approach tosémvice training, i.e., the
RSOSt2LYSyid 2F GSIFOKSNEQ O02YLISiSyOS |yR (KS
other hand, this was balancedéb (G KS NBO23yAGA2Yy GKFG &LISNJ
RSOPSt2LIYSyid Aa fta2 RSOAaAA@StEE AYLRNIIYyOG Ay
YR Ay KSfLAYy3I (GSHFOKSNE (G2 NBALRYRpIeB.AAGADS
The reference to persofia RS @St 2 LIYSy i ¢l & AyuSNBadAy3a I
development was not high on the education agenda. The Green Paper also offered some
promising considerations with regard to school staff working together to identify their
development needs, he strengthening of resources to support-dareer development,

including the involvement of other agencies and the establishment of a speciatiatanr

development unit in the Department.

In hisReport on the National Education Convent{@994) (the Convention was held in

Dublin Castle from 1to 21st October 1993), Professor John Coolahan (1994), its Secretary
DSYSN}rfs RSOfFNBR Al G2 06S aly dzy LINBOSRSy S
SRdzOF A2y ¢ 6 LIODMUO ® ¢ KkSverit i WD Pafticulal agpeadtslofiits I £ |y
proceedings: it steered the public discourse on education along new pathways of thinking

and the consultative nature of the convention opened up the partnership process in Irish
education. The Convention took péaover nine days of plenary sessions which were open

to the public and it continued at roundtable discussions over the following months. Some
important new directions for the Irish education system were proposed inRbport on

the National Education Ceantion(1994) and most of these were subsequently articulated

13



in the White PaperCharting Our Education Futuf@995). The Convention addressed
various aspects of the teaching profession, includingaireer development and the
proposed Teaching CouhdcCoolahan (1994) stated that:

To ensure that the teaching profession would be in a position to respond

satisfactorily to the challenges which lie ahead, it was generally agreed that a

number of initiatives should be undertaken. There was wide support for the

policy proposal of the GreePaper which viewed the teaching career as a

continuum involving initial teacher education, induction processes, and in

career development opportunities, available periodically throughout a

S OKSNRa OF NBSNJ 6LJbyp0 @
The Convention discussed a wide raréf A RSl a 2y GSIFOKSNRQ /t5
professional development activities; schdmsed inservice provision; a eordinating
I 3Sy0eé F2NJ /t5T GSIFIOKSN) [ 00Saa G2 /t5 2y |
providers; priorities for CPD wittraining for school management and leadership to the
fore; evaluation procedures; flexibility to accommodate proposals other than those
prioritised; possibilities of new technology, particularly with regard to distance learning;
certification of inservce education and the introduction of suitable substitution
arrangements for teachers attending CPD courses. The Convention foresaw the possibility
of in-service provision complementing initial teacher education and providing for its
restructuring. Theres I & O2y FARSYOS GKIG LNBflyR-aYAIKID
service education, which could yield significant breakthroughs in the general education of
LldzLJAf & YR Ay (GKS 3INBFIGSNI LINPTFSaairzylt alrdira

Adopting much of the thinkip of the National Education Convention, the White Paper on
EducationCharting Our Education Futufg995) stated that

the fundamental aims of heareer professional development programmes are

to equip teachers with the capacity to respond effectivelyrajor changes in

the education system, including changes in curriculum, teaching

methodologies, assessment, school organisation and management, and to
provide for teachers' personal aqmtofessional development needs (p.135).

While it was acknowledged the White Paper that much good work was being done, there
was criticism of the fragmented nature of the provision for CPD. The White Paper promised
that future policy would ensure the involvement of teachers, parents and boards of
management in influencopp CPD programme content. Here we see the developing

partnership role of the stakeholdein the area of policy formulation.

2 A0K NBIFNR (2 GKS G(SIFOKSNAEQ NRfSz G4KS 2 KA
y

responsibility to keep themselves abre&st S¢6 RS@OSt2LIYSyida Ay G§KSA
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similar to other professions, but that they should also be given opportunities to engage in

a0 NHzZOGdz2NBR /t5 OUAGAUASEA® LG TFTdzNIKSNI adl §¢
from all quarters ighat the approach to professional and personal development should be
decentralised, schodbcused and conducive to high levels of teacher participation in all

aspects of the procesqp.137). Subsequently, the design and facilitation of syshen
CPDAYSR (G2 FTRRNXaa GKS 2KAGS tIFLISNRa AyaSyiiaa

focused and participative CPD, as outlined in section 2.2 on CPD Provision, in this chapter.

The White Paper referred to the role of Education Centres in planning for thasfon of
CPD to school clustens their areas. Ipromised that the Department of Education would
set out a strategic framework for CPD for teachers, in consultation with the partners in
SRdzOlI GA2Yy @ LG Of SINIe& al g p[pilRS) tvould &6l annzO (i dzNB
AYLERNIFYG LIFNLG 2F GKS aoOKz22fQa LXlFy F2N GKS
named school principals, primary and p@simary, as key people in the change process
and said that they would be supported in their role by OstbDgrammes specifically
designed to suit their needs. It further proposed that

The promotion of more collegiality and -©peration among teachers in

schools in the development of whekehool approaches to educational

provision and school planning, inding the identification of curriculum

leaders in particular specialisations, will be a particular emphasis of school
based incareer developmen(p.139).

wSFRAY3 (GKS 2KAGS tFLISN omppp0x AlG Aa Of SI NJ
CPD from may angles and firmly intended to put a system in place which would address
the breadth and depth of the issues involved. While the approach was largely aimed at
0SFOKSNEQ | R2LIGAZ2Y 2F OKIFy3aS G2 OFGSNI F2NJ G
understanding of the importance of personal as well as professional development for

teachers.

It is important to note that these three documents, the Green Paper on Education,
Education for a Changing Wor{@i992), theReport on the National Education Conventi
(1994), and the White Paper on Educati@harting Our Education Futu(@995), gave an
impetus to a reimagining of teacher education in Ireland. Since their publication, we have
seen the establishment of the Teaching Council, a reconceptualisatibmitied Teacher

Education and the intention to create a CPD framework, the subject of this thesis.
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2.1.2 Documents from international sources

The documents referredo in this sectioninclude a wide range of policy and discussion
papers which are releant to CPD for teachers. For the purpose of probing the context for
0§SFOKSNEQ /t5 Ay LNBtFyRY I OFNBTFdzinosta St SO’

relevance to the Irish situation The selected documents are:

European UnionEU documents:

T Common European Principles for Teacher Competences and Qualifications
(2005)

1 Council conclusions on the professional development of teachers and school
leaders(2007a)

f 9RdzOlI GA2Y YR ¢N}YAYAY3I wnmn tNREANIYYSY

Main Policy Qaclusions 2002007 (2007).

Organisation for Economic @peration and Development QECD and associated
documents:
T Review of National Education Policireland(1991)
1 STAYING AHEAD:skrvice Training and Teacher Professional Development
(1998)
T Attracting, Developing and Retaining Effective Teach@®05) Country
Background Report for Irelarfd003)
i Teachers Matter: Attracting, Developing and Retaining Effective Teachers
(2005)
1 Creating Effective Teaching and Learning Environments: First Resul{BAtdS
(2009)
I OECD Teaching and Learning International Study (TALIS): Summary Report for
Ireland(2009). Shiel et al

McKenzie and Company:

1 126 (KS ggeNdnigschool Syatéms come out on (2p07)
1 126 (KS ¢2NIRQa Yz2aild AYLINROIRIQaOK22f ae

Education International Research Institution (EI):
1 The Future of theTeaching ProfessionMacBeath, (2012, Uniersity
of Canbridge

Looking firstly at TheCommon European Principles for Teacher Competences and

Qualifications(2005), these were devised as a response to the European Council and the
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9dzNB LISFY [/ 2YYA&a&RA 2 yRddcatian 2and)| Traiking 208BDespiieitiey | 2
O2yy20lA2ya YABIiGEKOSE2NRACGOBNF2NYI YOS AYyRAO
document takes a welounded, holistic approach to the work of teachers. It states that
GCKSANI LINPFSaaAz2ys gKAOK Ad AYALIANBR o0& QI f
potential of alllearners, has a strong influence on society and plays a vital role in advancing
KdzYly LRGSYGAlFf | yR &Kl LPheg dcufiednigdesl & toddenfifg NI G A 2
the principles which should underpin policies that will enhance the teaching professi
qualifications; lifelong learning; professional development; teacher mobility; project
participation and study exchanges with other European countries; partnerships between
teacher educators and schools; reflection on practjge2-3). Three key congtences are

named in the document, i.e., Teachers should be able to: work with others; work with
knowledge, technology and informanh; work with and in society (pp-4). The Common

European Principles and Competences provide a broad overview of theithr ¥ (G KS 9! ¢
FALIANF GA2ya F2N GSFOKSNR& /t5 FyR (KSé& | NB |

CPD framework for teachers.

The EUdocument, Council conclusions on the professional development of teachers and
school leader$2007a), adopted the recommendations oimproving the Quality of Teacher
Education(200), the latter being a communication from the EU Commission to the
Council and the European Parliament. The adoption of @wincil conclusions on the
professional development of teachemad school leaderss indicative of the seriousness
with which the subject of teacher education is treated at EU level. Again, the language in
the document is encouraging in that it portrays an understanding of the purpose of
education beyond the functimal aim of employability and competitiveneds particular it
recognises that:

The knowledge, skills and commitments of teachers, as well as the quality of

school leadership, are the most important factors in achieving high quality

educational outcomesGood teaching and the ability to inspire all pupils to

I OKAS@S GKSANI OSNE 0Sad Oly KIFI@S I fFada

futures .6).

® Education and Training 20t he Success of the Lisbon Strategy Hinges on Urgent Refasms

adoptedas a programme of worky the European Council and the European Commission in 2004

for whichédcommon references and principles are being developed vétiard to a number of major

aspects of lifelong learning as partof il Jt SYSy G+ GA2y 2F GKS ¢2NJ] LINEINI
(2XGKS O2YLSGSyO8a FyR ljdtt AFAOIGA2yAE YSSRSR 08
OKIFy3Ay3a NBRftS&aé¢ HPHDPO OHANNNK/ MANKAMOD
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The continuum of teacher education is acknowledged and, in that context, it is
NBEO2YYSYRSR dik2def RiSFF2NWHRS (G2 SyadaNB® GKIFGXI
feedback on their performance, together with help in identifying their professional
RS@PSt2LIYSyid ySSRa FyR SadlofAakKAy3d | LIy (2
teachers in Ireland doot engage in performance appraisal and neither are they obliged to

develop a CPD plan. The EU document goes on to indicate the action that should be taken

to provide learning opportunities for practising teachers and the role of school leaders gets

spedal mention in this regard. It is suggested that school leaders would benefit from
GO2Ftf 102N GABS fSENYAY3I gA0GK GKSANI O2dzyd SNLI
is worth noting when considering specific CPD for school Principals and otigierdein

schools in Ireland.

A further key EU document 38R dzOF G A2y YR ¢NIAYAY3d HAamna t NP
I YR ¢ Nd-Maiy Bohidi Conclusions 202807 (2007c) This is a review of the work of

GKS 9! /2YYA&dadA2YyQa W¢ BhicO W NdderthkghRhroagiPeery S NE Q
Learning Activities(PLAs). While a report was compiled on the outcome of eacfy BiisA

document gave a composite picture of the themes that were common to all. These
AyOf dZRSR (GKS (KSYSa IHebhg learingGéadng i@ a dulyGially G NI A y
diverse classroom; ownership, seteem and selaccountability of teachers; leadership;
partnerships; trust; how to stimulate, support and resource the whole of the education

system. Seven issues were idéietl for attention: the continuum of teacher education;

S OKSNI SRdzOF GA2y AyadaddziSaQ adzadl2 NI F2 N
entrepreneurship and seliccountability; teacher mobility; partnerships between schools

and teacher education instituins; practiceoriented research and teacher educators as

role models for student teachers with regard to standards, action research and peer
learning, among others. The summary of the RkAsmments and recommendations on

these themes is of interest to ththesisas each area could, potentially, be the subject of

CPD for teachers in Ireland.

* An EU Cluster is a group of representatives from member stal® share a common interest in a theme,
come together and learn from each other.

® An EU PLA is a thematic working conference where policy issues are discussed following presentations of
policyexamples by the host country and by representatives from other countries.

® Continuous Professional Development for Teachers and Trdimetaad, September 20053chools as learning
Communities for their TeacherBhe Netherlands, May 200Bartnershipbetween Schools for Vocational
Education and Training (VET) and Compariestria, March 200Preparing Teachers to Teach Effectively in
Culturally Diverse Settingslorway, May 2007 anelationships between Teacher Education Institutes and
SchoolsDemark, October 2007
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In the OECReview of National Policies for Educatiteland(1991), a number of points

were made which would have been quite novel ideas in Irelandatttiime. One was that

various forms of irservice education should be provided for teachers as a right and a
responsibility, within a national policy framework (p.101). Another point was that the
GySSR T2NJ 0KS a0OKz22ft G2 o0 Sofits&&mberd, tdactHers &sS I NJ A
gStt Fa &aiddzRSy i ap103).dAifirthed BintdejarREtolthelistus Rfdimhed
GKSNBE (KS h9/5 SEIFYAYSNE O02YYSyidSR 2y aiGKS 3
Ay 6KAOK (GKS aOKz22f IiRitatonsbfia schoaElayyodelSMRidhdn Yy R8 |
general totally ignores the professional development needs of the teachers themselves

(p.102). It is noteworthy, for future reference, that the OECD examiners also
recommended the training of principals and tdevelopment of middle management in

larger schools to cope with the demands of school life. They suggested that

The training and retraining of teachers should emphasise their role as articulators,
managers and organisers of learning and not purveyors of facts and coaches for
examinations, in order to enable them to cope positively with parent and
community involvemat in schooling and to acquire more democratic and co
operative valuegp.63).

The promotion of differentiated forms of CPD and the recognition of the school as a
learning community, as suggested in the OECD (1991) report, have been significantly
advaned in this country since the report was written. The issue of time, however, and the
organisation of the school day, still remains unchanged in Irish schools, 23 years later,

despite changes to the composition of the school day in many other parts @fdHd.

The OECD documen&TAYING AHEAD;-sBrvice Training and Teacher Professional
Developmen{(1998),reports ona study which outlined th& N2 GA aA 2y F2mMJ GSI OK
eight countries, including Ireland. It looked at how CPD lends itself to kithpmvement

YR OKFy3aSz &ail Gdeyick dévéldprientdspBtlofCakvitieiBnierprisy to

I RF LG SRdzOF GA2y G2 yS¢ OKFIfftSyasSa |yR ySg
challenges in the context of the changing social, economic, d¢idneh and political
environment. It recognises the dilemma for some countries in balancing student
achievement against creativity and flexibility. It advocates that scheiwdsild work in

partnership with parents, guardians and others outside educatiuhthat studentsshould

bell OGAGSte Ay@2ft @SR Ay GKS fSFENYyAy3a LINRBOSaada

CPD are also covered, e.g., new technology and the Information Society.

19



In relation to IrelandSTAYING AHEA&BPmmented on the provision fotk OKSNAR Q /t 5 &
regard to the continuity of summer courses, the setting up of th€ameer Development

Unit (ICDU) and the desirability of establishing a Teaching Council. It attributed the
increased provisiofor CPD programmes to the availability B8 Structural Funds under

the Human Resource Operational Programme and the use of Capital Funds for the
development of Education Centres. It highlighted a number of factors influencing the need

to provide CPD for teachers, e.g., the necessity to introgwogrammes for an increasing

student population with diverse abilities. The OEGinilar to its comments in the 1991

review, identified the length of the school year, particularly @ast-primary level, as an
AYKAOAGAY 3T TFI OG22 N dlabiitKto &i§agd iNEPD aivitidsS TnHORSINE Q |
O2YYSyild 2y (KS L NR &-Kervigetrainizlg (s h2lohgedisédn saRuxuiyK | G ¢
AY LNRAAK SRdzOF A2y PDPPAG A& LISNDODSAGSR a Saas
it recognised t® OK I f f Sofdih&e résdugces @Further botmdividual and system

Y SSRAG. oLl

The OECD Repofiteachers Matter: Attracting, Developing and Retaining Effective Teachers
(2005)wasthe outcome of a review of teacher policy in 25 countidsch was launched in

HANH® ¢KS O02YLRAAGS NBLEZNI 61a o6FaSR 2y Hp
CBR,Attracting, Developing and Retaining Effective Teacti2f93) was authored by

t NEFSaaz2N W2Ky /[ 22t I Kiheyies cag le@gardet sk laddiarkiin & G K S
the historical development of continuing professional development in terms of acceptance

08 ylFidAaz2ylf 32 3SNYyWE.4EY (Cocafan RADI) redoynisit Kk setfir® S £

up of the ICDU, and the investment in it, as poSitvA Y RA OF 62 NBA 2F GKS 58§

intentions with regard to CPD.

Coolahan (2003) gave a brief summary of the main areas being supporstdteyunded

CPD programmes, i.e., revised curricula and syllabi, ICT, school leadership and school
developmentplanning. In looking at the CPD methodologies, he welcomed the school

based and clustebased organisation of CPD activities and acknowledged the abandonment

of lecturestyle presentations to large groups. The CBR for Ireland highlighted the CPD
methods of smaligroup work, skills experimentation, and identification of areas for
FGGSydAa2ys FyR GKS NBLRNI y2308R (KFG &O2dNE
engage with the issues by questions, discussions, exchange of expemeheagaging in

probf SY & 4P ATy ieduse of these methods, which are very much in line with the

principles of adult education, was an encouraging development in the area of CPD.
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The OECD international revigw ¢ S| OKS NSBHOn na b & ( SIND dzy-hisedli K| G &
profesgonal development activities, involving the entire staff or significant groups of
G§SFOKSNEX FFNB 0S02YAy3d Y2NB O0O2YY2y$é¢ OLIDPMHH
professional development to the developmental priortie 2 ¥ § K S$123). OKe0ECDE 0 LJ
foundthat:

The most effective forms of professional development seem to be those that

focus on clearly articulated priorities, provide ongoing scHiased support to

classroom teachers, deal with subject matter content as well as suitable

instructional stratgies and classroom management techniques, and create

opportunities for teachers to observe, experience and try new teaching
methods (p.129)

A significant finding iMeachers Matterg & G KI G aAy YlFyeé O2dzyiNRS
leave of absence, a satlbah OF £ 2 NJ I NBaSkNOK 3INFyd G2 LidzNE
(p.123). This is not quite the case in Ireland where unpaid study leave for approved courses
is available but sabbatical leave and research grants are not, unless one acquires the latter

from philanthropic sources.

The OECDOeaching and Learning International Surve§reating Effective Teaching and

Learning Environments: First Results from T@0@)involved23 countriesand A YS R & (0 2
help countries review and develop policies to make teaching profession more attractive

YR Y2NB STFSOUAGSE oOLIPov D ¢KS NBLR2NI O2f
sequence of surveys conducted with teachers in the participating countries. The
professional development of teachers is covered una@umber of headings in the report

and an examination of how Irish teachers responded may be very informative for the future
RSOSt2LIYSyid 2F (GSFOKSNBRQ /t5 Ay GSummaryO2 dzy N
Report for Irelandshowed that 86% of ish teachers surveyed attended CPD courses and
workshops during the 18 months prior to the TALIS survey. In the five years prior to the
TALIS survey, 51% loEhteachers surveyed had participated in professional development
networks, 42% had attended adation conferences and seminars and 26% had
participated in individual and collaborative research. These figures highlight the need to
develop CPD opportunities fdrish teachers which encourage them to embrace more

participative and collaborative typed CPD, particularly in the area of research.

The McKenzie Report, 2 6 (1 KS  g-feNdrnitng &chodl $ystéms come out on top
(2007), was based on an analysis of the achievement of the top performing schools in the
Programme for Student InternatiohaAssessment (PISA), together with a survey of

literature, and interviews with over one hundred policy makers and practitioners. For this
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alidzRe 2y GSIFOKSNEQ LINBPFSaarazylt RS@St2LIVSyi
Report (2007) are of particulanterest:

Individual teachers need to become aware of specific weaknesses in their own

LIN} OGAOSXYSSR G2 3l Ay dzy RSONEY I IyyRAlYdi RSy (@A
&S0 0A Y Inead ydRBbe motivated to make the necessary

AYLINR @SYSy(aX{ dzOK boud Knhefi It8ahersOBaveS hight

expectations, a shared sense of purpose, and above all, a collective belief in

their common ability to make a difference to the education of the children

they serve(p.27).

2 KAfTS GKSNB YIe 0S KAyda 2F I YSOKIyAadAO I L
in this report, there are also intimations of transformation in some of the statements. The

report offers suggestions on school leadership and on enabling teachérartofrom each

other.

The further McKenzie Repoit,2 6 (G KS @¢2NI RQad Y2ad AYLINRBOSR &
better (2010), builds on the 2007 study and focuses on 20 school systems from around the

world which had improved significantly. Four levelsngbrovement were determined and

AN RSR Fasx at22N) G2 FEANEZ AGCFANI G2 3I22RéES
McKenzie report examines 575 reform interventions within the schools in the study to
discover how they impacted on school improvemerftor the purpose of this studit, is
interesting to note the followinglements of the report pertaining to teacher development

Ly GKS aoOkKz22f aeaitsSvya GKIFIG 6SNB NIkehwzgR |
Report (2010) found that:

QX
g

X0 KS Idgeathourdeg marks the point at which the school system comes
to largely rely upon the values and behaviours of its educators to propel
continuing improvement. To this end, in systems on the good to great journey,
the center employs a cluster of intervéohs aimed to make the
apprenticeship and mentorship of educators as distinct as that seen in other
professionals such as medicine or Igw40).

¢tKS a0K22f aeéadSvya UGUKIFIG Y20SR FTNRBY GaDNBIFG G2
an environment thatwill unleash the creativity and innovation of its educators and other

a0l 1SK2t RSNJ INRdzLJAa Xl YR8 (2 SyKFyOS GKS SRdz
20 KSND&a R §pAd.The I¥pSr/dites South Korea as an instance of exemplary

practice wlere action researclwvhich is conducted by teacher in thaichoo$ is funded as

LI NI 2F GSHOKSNEQ LINRTFS&aaAzylt RESGBGREIYSY (@
research. Intesschool learning is encouraged and joint research projects betweesotch

in a district may also be funded. The report tells us tmathe interest of making practice
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LJzof AOX daOKz22fta SyO02dz2N} 3S GKSANI S OKSNE 0
three times a month, at which time other teachers can come waisit and observe their

lessons (p.44). Another interesting point made in the report is that there is looser control

in schools where teachers have higher educator skills. This indicates that where teachers

can exercise professional freedom, and are trusteddo so, the result will be greater

innovation and learning in the classroom.

The final document being considered in this sectiohhisFuture of theTeaching Profession

(2012) by Professor John MacBeath, commissioned by the Education InternatioaatdRes

Institution (El). Macbeth was asked to reflect on what governments, communities and the
G§SIFOKAY3 LINRPFSaarzy O2dAZ R R2 ai2 SyKFIyOS (K
(pdo U P 9LQa DSYSNI}f {SONBGI NB ndylpiaéical2z ¥ (G KS
a0 dzREXUKSNE G2 LXIFOS GKS @2A0Sa 2F GSIHOKSNH
0KS GSIFOKAY3 LINE TS p.4)A HacBedth/Tooks KtSnany mspedts of thezNEB ¢
teaching profession but one very interesting part, particuléstyan audience of teachers in

Ireland, is the section on School Selfaluation (SSE). He recognises that SSE can be a tick

box exercise and his valuable exposition of the alternative is worthy of a lengthy quote

here:

Selfevaluation can, however, assie a more dynamic form. It understands

the iterative relationship between classroom life and school life, between

a0K22ft t€SIENYAYy3 YR 2dzi 2F &ad0K22f £ SI Ny A\
YR GSIFOKSNEQ fSIENYAYy3 I NOKSWAE QI NISH INg/ A @2
feeds from, and feeds into, organisational, or community, learning. It is a

process by which schools make their intellectual and moral journey; measuring

the distance they have travelled, not in the simplistic trajectory of aggregated

attainment scores, summative tools that say little about deep learning. The

tools of authentic, professionally driven selfaluation, by contrast, are set in

a social context. They encourage dialogue. They serve a primarily formative

purpose. They are congah flexible and adaptable to new situation and new

challenges. They measure how teachers are progressing in their thinking and

practice and how the school is developing as a community of learners. They

relish accountability because it is the platformr feelling a story rooted in

evidence of the most profound kind. It is this complexity and dynamic that is

the missing ingredient in the ritualised and formulaic approaches to self
evaluation(p.68).

¢CKAA A& 2dzad I &l Yahdis®ygedodsorachabgesSthatinightdhe maged A 3 K U
in the practice of teaching based on his observations on the shortcomings in the current

system.
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2.1.3 Teaching Council documents

The documents referretb in this sectiorare the Code of Professional Conduct foadleers
(2012), the Policy on theContinuum of Teacher Educati¢@011a) and Initial Teacher
Education: Criteria and Guidelines for Teacher Educgzfidb).

The Code of Professional Conduct for Teacki2042)is perhaps one of the most significant
R20dzySyida (G2 0S8 O2yaARSNBR Ay SEIFYAYyAyYy3d LRf
CPD. It has a statutory basis under the Teaching Council Act, 2001, and it is, therefore,
incumbent on teachers to take cognisance of it and abide by it. The Codedeis (i S OK S N&
professional responsibilities under six separate headingsy Of dzRrafgssonal &
Developmenté and ¢Collegiality and Collaboratié® ¢tKS [/ 2RS aLXlSI{1a :
responsibility for "sustaining and improving the quality of their professitadill O (pB)O S ¢

and working "in a collaborative manner with pupils/students, parents/guardians, school
management, other members of staff, relevant professionals and the wider school
community, as appropriate, in seeking to effectively meet the needsdaft.Ji f & Kk & G dzZRS y (i
(p.8). Improving their practice and working collaboratively are inextricably linked in
G§SFOKSNERQ Sy3ar3asSySyid Ay /t5d Ly GKFG NBaL
phase of teacher professional responsibility wheteis expeced that CPD will be a
NBIljdZANSBYSyid F2NJ GSIFOKSNEQ NBySglt 20T (KSAN.

onwards.

The Policy on theContinuum of Teacher Educati®011a) was published bythe Teaching

Council following a lengthy and -depth consultative process with the partners in

education. It acknowledges the traditional definition of the continuum, encompassing the

three Is, i.e., Initial, Induction and-8®rvice Education. The Council set out a number of

key principles which, with a further thrds, i.e., Innovation, Integration and Improvement,

underpinned the policy. Because of its significance in relation to this study, it is important

G2 480G 2dzi KSNB (GKS /2dzyOAft Qa LINBLRAlIEf F2NJ/
CPDis a right'for qll revgistered teache[s. In that context, an allocation of time
FT2NJ AYRAQGA Rz § FYRK2NJ auol¥F 3INRdAzZLI /t5 &Kk

non-teaching time. The allocation of time should be significant and should
reflect the importance of CPD for effective professional practice.

/t5 akKz2dzZ R 06S oFaSR 2y (SIFIOKSNBEQ ARSyUGA"
learning community.

CPD is a responsibility of all registered teachers. In that context, a registered
teacher should take reasonlbsteps to maintain, develop and broaden the
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professional knowledge, skill and capabilities appropriate to his or her teaching
(p.19).

The Council goes on to state the need for a national CPD framework and it is expected that
there will be further consultation and extensive drafting of documentation in the process of

creating the framework.

The Council's follovon document,Initial Teacler Education: Criteria and Guidelines for
Programme Provider@011b),is important in looking at the context for CPD as, for the first

time in this State, a set of learning outcomes for graduating teachers has been composed.

The outcomes are deemed to ke competences necessary for teaching, with the word
G02YLISGiSyO0Sa¢ o0SAy3a dzyRSNRG22R | a badlrdSySy
that teachers as professionals should possess and exeniplififese learning outcomes

may be, accordingly, the dmdation upon which continuing professional development for

teachers may be built. If we accept that the learning outcomes outline the breadth and

depth of the role of the teacher, then there is ample scope to consider how they might be

further developedas points of reference for teacher reflection and CPD.

In relation to the context for CPD, another area of thaitial Teacher EducationTg
JdZA RSt AYySa gKAOK K2f Ra YdzOK LINRYAAS F2NJ (S| C
for student teacher® ¢CKS /2dzyOAf LINRBLRASR GKIG aySg |
models should be developed using a partnership approach, whereby HEIs and schools
actively collaborate in the org#ation of the school placemef{p.15) The potential for
richsharedlell/ Ay 3 Aa SyOl LJadzZ  6SR Ay GKS &adaA3Saida:
the HEI of Continuing Professional Development (CPD) #riGlS NI G Ay 3 ¢ S| OK S N& X
YSYOSNE 2F a0K22ft adlFFXolyRe F002YY2RIGA2Y
upd- 6 S GKSANI GSIFOKAY3I SELISNASYOS¢ o6 LIdmMcO O

2.1.4 Documents produced by other groups in Ireland

The documents referredb in this sectionarethe LNA &K bl GA2y It ¢St OKSNJ
(INTQ Professional Development of Teachers: Issues-seririce educatior{1993), the

9 RdzOF G A2y /| Sy(EQBublicatidri GodtiNgin@ Bersonal and Professional
Development Needs of Teachers in Irela(@010)and the report of theTeaching and

Learning &r the 21st Century(TL21) project from the Education Department at NUI

" The Teaching Counélblicy on the Continuum of Teacher Educadidin | 4 $4 G KF G &/ 2YLISG$§
statements of the attributes, skills and knowledge that teachers as professionals should possess and
exemplify. The achievement of coefence is a developmental process that continues throughout a

G§SIF OKSNN&a OF NBSNE 0LJPpoO
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Maynooth - Learning Anew: Final Report of the Research and Development Project,

Teaching and Learning for the 21st Centdf03-2007(2007).

¢ KS LRrofessfoal Development of Tiers: Issues in-service educatiofl993) was
selected for this chapter as it illustrates the positioning of a teacher union in the
professional space of CPD for teachers. The deliberations in this document bring together
0KS dzyA2yQa AMNAYSINBHKS ASY KAy G 2F (St OKS
holding a firm line on the accompaing material considerations, as one would expect from
the union standpoint. A number of barriers to professional development were identified by
the INTO, among the the issue of time, possible resistance and insecurity related to
change, the lack of resources and the absence of guidelines. The INTO supported the
emerging schoabased model of professional development, albeit with reservations,
conceding that
while the autonomy of the individual teacher may be somewhat reduced by a
process of school based collaborative planning, the increased control over the
broader school context will be considerably enhanced, creating a professional

community capable of communiting its practices and procedures effectively
and coherently to the community (p.29).

The central role of the Principal teacher in the process of staff development was
acknowledged by the INTO while recognising the difficulty this might pose for Principals due

to the varied and demanding duties of their role. It accepted, with cautionctimeept of

school advisors whose roles would be clearly defined in the context of tasks such as subject
methodologies, decisiomaking and problenrsolving. It also acknowledged that teachers

learn from each other but questioned how this could be accomated given the isolated
YIEGdz2NE 2F GSFOKSNEQ LINFY OGAOS® ¢KS Lb¢h ¥FdzNI
YSSRSR (G2 0SS NBO2yOAftSR G2 SyadaNBE GKFG GS

responsibility for their own learning were not ignored.

It was clear from this document that the INTO was seeking to influence the upcoming policy

on CPD and positioning itself to shape its implementation. In anticipation of that, it
SEK2NIISR G(SIFIOKSNE (2 06S02YS Ay@g2f d8miidé Ay (KS
indA SNIDAOS a&dadSyé oSFENAY3I Ay YAYR GKIG GdKS «a
KSIENI 2F GKS LINRPFSaarazylf RSOSE2LIVSYyd 2F (K
future development of ili SNIBA OS LINR @A aA2yé 0O LIPset opad ¢ K
Professional Development Unit (PDU) which prepators who facilitate irservice

education courses designed under the aegis of the INTO.
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TheECb S (i ¢ 20ddtifui@agPersonal and Professional Development Needs of Teachers in
Ireland (2010)is the report of research conducted with 969 primary and 945 Jpoishary
teachers in relation to their CPD needs. The rationale for the study was the EC Network
seeking to inform itself on the future learning needs of teachers, given the central role that
ECs play in facilitating CPD for teachers. The main findings of the EC Network research were
that teachers want more accredited courses, including affordable postgraduate
programmesand more courses on Inclusion and Special Education Needs. The E@Netwo
research data alsshows that:

many teachers now find themselves challenged by having to incorporate other

I Rdzf (0 & YR 2dziaARS |3SyOAsSa Aydaz 0 KSANJI

teachers in classrooms seek assistance with a range of student issues which

may include depression, drug addiction and related behavioural challenges

(p.17).
¢KS NBLRNI fAyla GKS £ GG Spersand deielopnferd ang SSR
LRAydGa 2dzi GKI G GasStFfnly26ft SRIST auidFnSaidsS:
mediation skills need to be included and prioritised in the lexico€aftinuing Personal
Professional DevelopmenEPPPLINE ANJ YYSa o02GK |4 | ylriA2YyLI €
is in that context that the EC Network includes the extri@&rsonalin CPPD. Apart from
GKS ONAST NBFSNByOS (2 GSIOKSNEQ LISNE2YI f
perspective on the transformational possibilities of CPD that one might have expected from
9/ S5ANBOG2NA Fa tSFRSNAR Ay GKS IINBI 2F (S| OK

In Learning Anew: Final Report of the Research and Development Project, Teaching and
Learning for the 21st Centurg0032007 (2007), Hogan et alreport on and analyse a

specific partnershifpetween a university and schools. At its inception in 2088 TL21

Project involved 15 schools, each school having ten frontline participants, i.e., the Principal

and Deputy Principal and two teachers of each of the subjects Irish, English, Mathematics

and Science. Other subject teachers became involved wimn Information and
Communications Technology (IGTand was introduced in 2005. The project initially had

G2 YIAY FTAYAY a6l0 G2 aGNBYy3IGKSYy GSIFOKSNEQ
to encourage students to become more active and resiale participants in their own

f S NJp.A)y Anéadditional aim was added later, i.e., developing innovative teachers as a
strategic national resource. TL21 exemplifies the developmergraofiessionallearning
communities in schools, between schoalsd between schools and the university. The
0SYySTAlGa 2F LINR2SOGa& &4dzOK Fa ¢[HmM INB &AA3IYyA

professional development and as a research focus for a HEI. TL21, in particular, provides an
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exemplar of therichpodso At AGASAa TFT2NJ GSIF OKSNEQ IHNBF S&aaA2y

Education Institutions (HEschool alliances.

22 . 2RASa UGKIO &adzLJLl2 NI LINRPQGAAAZ2ZY F2

In considering the context for the creation of a framework for CPD fachers in Ireland,
this chapter thus far has perused a selection of relevant documents from Irish and
international sources. This section will give a brief outline of the bodies that support the
LINPGAAA2Y F2NJ 0SFOKSNBRQ /t5 Ay LNBflyRY
2.21 The Teacherducation SectionDepartment of Education and Skills
2.22 The Education Centre Network
2.23 The National Support Servictes In-Career Development
2.24 The Higher Education Institutions

2.25 The Stakeholders in Education
2.26 Private Organisations

2.2.1 The Teacher Education Section, Department of Education and Skills

TheTeacher Education SectighESyvas established in the Department of Educat{i@ES)

in 2004, replacing the tnareer Development Unit (ICDU) which was established in 1994 at

atime when the EU was disbursing funds for training. The establishment of the ICDU was a
significant and purposeful attempt by the Departmeiit2 & dzLJLJ2 NIi (S OKS NE
initiating and managing national programmes oftareer development. In 2004, theDU

was reorganised within the Department and given added responsibilities in the area of

teacher education, as its new name, the Teacher Education Secipies.

The current functions of the TES embrace the management of the continuum of teacher
educdion, i.e., initial teacher education, induction of newly qualified teachers aruhiper
development. Some of the TES responsibilities transferred to the Teaching Council on its
establishment in 2006. In the area of-dareer development, the TES hasvdloped,
managed and evaluated national CPD programmes which have catered for system needs in
relation to revised curricula and syllabi, school leadership and school development
planning, special education, information and communication technologies aadhéer
induction. While the TES funds and oversees the national programme-s@niite
education, it devolves regional and local administration matters to the network of

Education CentrefECs).
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TheTES also supports CPD through the Summer Course Pragréor Primary Teachers.

The summer courses have enjoyed a high level of participation over the years as they
engage teachers in CPD activities of their own choosing with regard to teaching, learning
and assessment, relevant to the school as a whole tanthe individual teacher in the
classroom. Figures show that 753 courses were held in 2010 with a total of 26,949 teachers
participating. Three extra personal leave (EPV) days were granted for attendance at a
weeklong course. Another support for CPEfeoed by the TES is that of the Teacher
Refund Scheme which contributes to fees on successful completion of courses where the
jdzt t AFAOFGA2YyA | ¢ NRSR R2 y2i0 OFINNE |fft2gly
provided by the Department to a total of 45lccessful applicants under this Scheme.
Further information on the programmes supported by the TES will be covered at a later

stage in this chapter.

2.2.2 The Education Centres

The Education Centresientioned previously, are statutory bodies undbe Education Act

(1998), funded by the THS the Department of Education & Skills and managed by

G2t dzyGF NB alyl3SyYSyd /2YYAlGSSao ¢tKSe 6SNB
up by teachersvho came together in the early 70s in study groups tecdss new curricula.

Reflecting on these study groups, Gerard McHugh (2010), Director of Dublin West
9RdzOF A2y [/ SyiNBz o0StAS@®Sa (GKFdG 6KSy (GSF O
LINEFSaaAz2zylf €SFENYyAy3I O02YYdzyAdA q@a47)olsHe NB & dz
late 90s the network was extended and there are now 21-timeé and 9 paritime

Education Centres divided into six regions. They administer the national programmes of in

career development at regional and local levels, on behalf of theabeent of Education

and Skills. They also plan and facilitate CPD in their regions, based on known emerging
needs and on the identified needs of teachers, school management and parents and these

are scheduled as seasonal and summer courses.

A key featue of Education Centres is their availability and accessibility to teachers: EC
rooms are availablefor networking with other teachers; resources che accesed and
researchcan becariied out in the EC libranthere areEC spaces and facilities for pagimg
teaching materials. The ECs have been instrumental in formalising the development of
Teacher Professional Networks (TPNs) for second level teachers and Teacher Professional
Communities (TPCs) for primary teachers. These teacher groups are suppgriégD

support services, as appropriate, but the intention is to empower them to be independent
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and selfsustaining as they focus on themes common to the group and share and develop
G§KSANI LINF OGAOSd® aldl dAK oOoHAnmMnL apeaced to fakel {
more responsibility for their own CPD anehere interdependence may become the norm,
professional learning communities of teachers will provide a forum for-isigting

learners working collaboratively with their peér@.47).

Education Centres are making a significant contribution to the development of
collaborative learning communities through the initiation of joint projects such as that
reported on inThe Learning School Projé2008) This project involved the four Education
Centres in the SouthNVest working with fifteen schools from 20@D08. The Learning
{OK22f gla aO2yOSLIidzZ t AAaSR Fa | O2YYdzyAride
and where the culture is one of: continuing reflection and enquiry; commitment to the
process of review and sef @I t dzt GA 2y | YR LI NIAOALN GAZ2Y
Each school focused on a particular theme, directed specifically at either student learning
or teacher learning, and a whetehool approach was adopted. The report be project

indicated that it provided new experiences for teachers in working as a team and in

%
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Sy3al3IAy3I Ay Y2NB YSIyAy3ITFdd RAFE23dzS 2y GKS

context of the project gave the teachers an opportunity to speak te another in a

RAFFSNBY(d slesx IyR Fo2dzi AaadzsSa d(GKFd gSNB y?2

2.2.3 The National Support Services for-Dareer Development

A number of major national support programmes have been supported by the Department
over the past fifteen years, commencing with the Primary Curriculum Support Programme
(PCSP) in 1998. The main focus of the support progranmagsbeento support the
introduction and implementation of new national initiatives, i.e., revised curricula and
sylabi, school development planning, school leadership, special education, and other areas
in education. As the work of support services for professional development at primary and
postprimary level developed, the Department progressed its plan to ratisegdrovision

in the interest of a coherent approach to CPD for teachers. This came to fruition in 2010
with the amalgamation of the Primary Professional Development Service (PPDS) and the
Second Level Support Service (SLSS) as the Professional DevelSprume for Teachers

(PDST).

The PDST team of advisors is comprised of seconded primary angripoaty teachers,
working regionally under a National Director, serving teachers in first and séeoeld

schools. As with previous systdrased CPD, theDST conducts its work under the aegis of
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the TES and in egperation with the Education Centre Network. As well as responding to
national system priorities and CPD needs identified by schools as heretofore, it also
responds to the needs identified as paf the Whole School Evaluation (WSE) process
O2yRdzOGSR 08 GKS 5SLINIYSYyidQa LyalLlSOUu2NriSo
enfolded in the PDST are listedAppendix1 (p.1, Vol.2).There are also a number tdie
Department aational supportservices which are independent of the PDST and these are

also listed in Appendix1 (p.1, Vol.2). The numler of supportservices in Ireland is
GSaidlYSyd G2 GKS 3I32@0SNYyYSyiaQa O2YYAUYSyd Gz
greater cohesionand cohetence in the provisios for CPDare still needed. Another

challenge for the Department is to increase the number of personnel in the PDST to ensure

that it can respond, and intensify its response where necessary, to the many demands for

its services. A dllenge for the PDST will be to continue its work of enabling teachers and
schools to build learning communities. These learning communities could transform how
teachers and schools address the teaching and learning needs in their education

communities.

2.2.4 The Higher Education Institutions

The Higher Education Institution@hich have supported CPD for teachers are mainly the
Universities and the Colleges of Education with some input also from Institutes of

¢t SOKy2f23e® ¢CKS 1 9L LINRPO@GA&AAZ2Y F2N) GSI OKSNH
programmes at Masters and Doctte level which teachers undertake in their own time

and at their own expense. HEIs have also provided CPD certificated programmes in
specialist areas such as Early Childhood Education and Special Education Needs. In the
future, there will be further opprtunities for HEIs to engage with teachers on Initial

Teacher Education in the proposed HEOK 2 2 f LJ NI Y SNB KA LA F2NJ &ic

placements.

99L& OFyYy YIS | &AAIYATFAOFIYyG O2yiGNRodziAzy (2
projects as emplified by theTeaching and Learning for the 2Centuryproject at NUI

Maynooth outlined previously

2.2.5 The Stakeholders in Education

The group of stakeholders in education in Ireland is comprised of the school management
bodies, teacherunigd > LINAYOA LI faQ 2NHIYAAlIGA2Yyazs yIFGA

educators at primary and pogtrimary levels. Some of these groups have already been
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referred to in this chapter. Each of these groups contributes, directly and indirectly, to the
provision of CPD for teachers. While the details of such activates are too extensive to

record here, the work of two bodies will be mentioned as examples. These are the National
Association of Principals ardeputy Principal§NAPD) at posprimary level andhe Irish

t NAYFENE tNAYOALIfaQ ! 3a20AFGA2Yy oOLttbO 020K

through dedicated CPD programmes, conferences, journals, mentoring and other supports.

2.2.6 Private Organisations

Traditionally, as well as the programmesorganised by the Department, by
Colleges/Universities and by Education Centres, a number of private providers, i.e., non
statutory bodies and personnel, design and facilitate summer courses for primary teachers.
The courses have to be approved by the Dépe#rS y i (2 |j dzI fetr&persofa NJ G S| C
vacation (EPV) in lieu of attendance. A new development in the early 2000s was the
introduction of online summer courses, the first ones being in the area of Special
Education, which also had to be approveg the Department for EPV days. The
Department sets down the criteria for approval of summer counsbgch usually require

that a Department priorityof the time is given attention in the course.g., school self
evaluation. The Department also inspect® ttummer courses. When Section 39 of the
Teaching Council Act, 2001, dealing with CPD, is commenced, it will be the responsibility of

the Council to accredit providers of officially recognised CPD.

Conclusion

It is evident from the selected documentatipand other information on CPD for teachers
LINBaSyGSR Ay (KAa OKFLIWGSNE GKFG GKS Y2YSyddzy
at home and abroad, over the past twenty to twetitye years. There is much evidence of
systemled CPD activity for tehers in Ireland, albeit fragmented and ad hoc to some
SEGSyGz G2 &dzZlli2 NI (S OKSNBQ 62N)] Ay GKS Of
The international drive has been largely led by reform movements to improve student
performance in internatioal assessments in the interest of competitiveness and of
effectiveness more so than creativity. Ireland needprmtect itsrich heritage of creativity

in music and the arts, much of which is nurtured and developed in school. Teachers and all

the stakel2 ft RSNB Ay SRdzOF A2y aKINB (GKAA NBALRYAA.
CPD which accommodates teachers exercising professional responsibility, and being trusted

to do so, will be an important step in transforming teaching and learning in twots
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Chapter 3

Theoretical Perspectives: The Transformative Potential of
CPD as Adult Professional Learning

Introduction

LY RRNBX&aaiAyd (GKS NBaSINOK ljdSadAiazys a2 KL
national framework for continuing professiond¢velopment (CPD) for teachers in Ireland
GKAOK @g2dzZ R SyadzaNB KSA Nhisiichabtgt 23inel tesearddS RS @
and other literature with a view to providing a theoretical and practical context for

St dzOARF GAy3 GSI OK SwHr@ertakingThellitérature exphdded/fér tha N | i
purpose sought to address the main research question outlined in Chapter 1, namsly, h

can transformative CPD for teachers in Ireland contribute to the creation of an excellent
teaching profession to fadihte high quality teaching for young people in the education
system? A broad selection of literature was examined in relation to three main areas, each

of which seeks to illuminate an important aspect of the main research question: 3.1

¢ S| OK S NHofal idShtBy/ T3 arke transformative potential of adult education as a
process of change for teachers; 3.3 Continuing Professional Developmentrasctbes for

tel O K Prdi@ssonalearning. These three areas are intrinsically linked but for purpokes

clarity this review will consider each separately, in so far as that is possible.
31 ¢S OKSNBEQ tNRTSaaAzylf LRSydGdAde

The rationale for including teacher identity in this thesis has been outlined in Chapter 1,
identity being a key feature inexplory 3 S+ OKSNBRQ /t5 ySSRa Ay
the research question. The questions to be addressedhelB > ¢2 KIF G A& YSI yi
ARSYGAG&KE FTYR agKIG INB GKS O02yySOilAzya oS
S OKSNJ NI yEisFs2duoyi lwill ke2igivkséme aspects of teacher identity as
presented in the literature for the purpose of addressing these questions, illustrating the
multifaceted and complex nature of teacher identity and establishing the links between

teacher idently, teacher transformation and teacher learning.

In his introduction to a volume of articles on teacher identity, Olsen (2008) makes the
O2yySOGA2ya 0SGsSSy GSIOKSNEQ ARSyGAles GKSA

when he argues that
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Teacher identity is a usefulesearch framebecause it treats teachers as
whole persons in and across social contexts who continually reconstruct their
views of themselves in relation to others, workplace characteristics,
professional purposes, and culturefteaching. It is also pedagogical tool

that can be used by teacher educators and professional development
specialists to make visible various holistic, situated framings of teacher
development in practice (p.5).

ht aSyQa adldSYSy( ideii® islhé Static BuKihvilvesit&athér& @& NJ
changing their perceptions of themselves depending on who they work with and where and
how they work. Olsen also raises awareness of the importance of recognising the role of

professional identity in the adext of professional development.

58 onHnnnoX OF LJWidzNBa GKS LISNE2YFfX LINPFSaaA?z2
LINPFSaarzylt ARSyGAGASA | &

FYR gKIG OkSer3 ISMBZuKLSKSV\S\myéxst% GKSe@
KEYNBROGBAKLI B F WR u&BNJ(Ssz{SI
- AGK 020K (G4KS adzomaSoi
3 22t [’]SI-C)KSNh’OZ uK:
KX [jKSA '
2

The connection between teacher identity and professional development is emphasised by
.SA2FFNR SG Ftf ownnnod $K2 F2dzyR GKFG ¢St O
identity affect their efficacy and professional development as well as their alaitity

willingness to cope with educational change and to implement innovations in their own
G§SFOKAY3 LINI OGAOSe 6LIPTPpNL® Ld YFE& 68 AYyTSN
could be to enable teachers to explore their professional role and cotoenew

understandings of themselves as practitioners.

YSt OKGSNXYI Y& OHnAnNndodzy &S 8E G 10 REBA yEEENRAY a003SS{RF 2 3
SEFYAYAYI GSFHOKSNEQ LISNAEZYIFf AYyGSNLINBGEGADS
FALISOGa 27 -uid&stadding-Nsklf@nage, Ssel@steem, task perception, job

motivation, and future perspective (pp.2662). His expansion of these areas is
summarised briefly hereseltesteemdenotes how one feels about oneself and is based

GKS G5 OKSNDRa SOl fdzd GA2Yy 2F KA &K KSNIsselS NF 2 N I
him/her; selfimageA @8 RS&ONALIIA DS FyR SYSNHSa Ay (Sl O
0SFOKSNES GKSANI yFENNYGA@Sa o0SAy3a adwky3ate A
perceptorNEFSNE (G2 (S OKSNBRQ 0Sf A é&herdand itichmely ¢ K I



02dzyR dzLJ gAGK GSIFOKSNERQ @It dzSa jobynietivaiidshS Y2 NI

relates tothe desire to become a teach&rhich shifts and develops over time, particularly

for secondary school teachers, from an interest isubject to an understanding of the

importance of their work;future perspectived N6 @S|t a | GSFOKSNRa SE
KAAKKSNI FdzidzZNE Ay GKS 220¢ OLJPHC OV dfutureY St OK (i ¢

perspectiveexplicitly

refers to the dynand character of selfinderstanding. It is not a static,
fixed identity, but rather the result of an ongoing interactive process of
senseY | 1 Ay 3 I YR O2yaiNHOUAZ2Yy PdP2Yy SQa I OG A
influenced by meaningful experiences in the past and expects about
0KS FdzidzNEXP ¢KAA WKAAG2NAOAGEQ RSSLX & O
should therefore be included in our conception of professional- self
dzy RSNAR Gl YRAYIX O6LID HcoOD
The personal interpretative framework elaborated by Kelchtermans resonatits
aST ANRGQa T NIwhish wallbe usddl TaeNB tifiOBaptef-urthermore, the
elaboration by Kelchtermans of the components of selflerstanding gives us a lens
0KNRdzAK 6KAOK ¢S OFly ARSYGATe GKSenthlXoy]l o0Sis
teacher transformation through CPD with regard to how teachers think, feel and act as

professionals.

Similari 2 YSt OKGSNXYI y&aS /FyNARydza SG +f oO6HnmmO N
explaining that teachers see themselves in relatiorP G KSANJ a Ay G SNLINBG I
O2y GAydzAiy3a AYyGiSNIOGA2Y 6AGK GKSANI O2yGSEGXol
job satisfaction, occupational commitment, sefficacy and change in the level of

Y2UA Q0 GA2Y ®¢ 6 LID pedareas of identity, Canih&sétiahpfodide yisTvithiak S
strong link between identity and CPID the sense thatmeaningful CPD may have a

GNF YAT2NXYI GAGBS STFFSOG 2y GSI OKSNEQ LISNE2Y!I f

their teaching role.

Recogniion of the importance of teacher identity is supported by Clarke (2009) who
0StASPSa G(GKIFIG LT GKS O2YYAUYSyld G2 ARSydAdl
teachers shapes and is shaped by the very mode of our being, then thinking about the
formatioy 2 F 2dzNJ ARSYiAGASa Aa ONHzOALFE F2NJ F € 2°

The insights into teacher identity which were chosen from the literature illustrate that

iSFOKSNBRQ ARSYydAlGeE 2NARAIAYylIdSa Ay GKSAN FNI

frameworksas espoused by Mezirow and Kelchtermans respectively. A number of other
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authors, e.g., Day, Beijaard, Canrinus, and others, were quoted to further develop the
jdzSaGA2ya o6SAy3 | RRNBaaSRo Ly adzYYlINBRI (GKS
manifested in how teachers see themselves as teachers, how they think others see them as
teachers and in how they experience their teaching at a personal, professional and social

level. Teacher identity is not static but changes and develops. This change and
development may be experienced at a deeply transformative level when teachers examine

the frames of reference which underpin their knowledge, values and actions. It may be
concluded that good CPD has the potential to facilitate and enable the transfoemati

process for teachers which, in turcanlead to a weldeveloped professional identity.

3.2 The transformative potential of adult education as a process of

change for teachers

There are two aspects to the change process in relation to CPD for teacherpgrsonal
OKFy3dS 6KAOK Aad (UNIyaFT2NN¥IGAGS G GKS AYRAODA
and systems change in relation to CPD which encourages and accommodates personal
change. It may be worth noting thasome forms of system change could frustrate rather

GKFY LINRPY20GS GNIyaFt2N¥YIFIGABS OKFIy3aSd ¢KS F2
transformation or change. While systems change is relevant it is not the subject of indepth

focus in this thesis but refence is made to it, as appropriate.

WEO1 aSTANRBSG O6mddmM0O SELX I Aya ¢NIYaATF2NYIGAZ2Y
such, it attempts to describe and analyse how adults learn to make meaning of their
SELISNASY OS¢ o6LIOMpyirwzy 2K Sa Fi2zxk N2@Gay 30 KT & MBS (A
scene for understanding how CPD which is transformatare promote important shifts in
0§SIFOKSNEQ FNIYSa 2F NBEFSNBYOS gAlGK O2yasSldsSy

Speaking at a conference on aduttueation and community development in Maynooth, in

1995, Mezirow quoted Socrates:

(s}
¢
N

da™y

Il LISNBR2Y OFly fSINYy 2yfteée (KIFi 6KAOK K
odzi AT KS R2SayQi 1y26 AL:X

how does he know what he is seeking to learn?
aSTANRSG oOomdphpp0 AYUENRBRAzZOSE ¢NIYAF2NNIGAZ2Y ¢K¢
f SENYés SELXFAYAY3 (KFEG a6S WESIENY 6KIG 6S
TNFYS 2F NBFSNBYyOSXIyRZ S 02YS (N LASA) A2Z08N0 £t
0 LIdmO @ aSTANRBSG oOmdppTO LRAYyGa 2dzi GKIFG 2 dzN
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FdadzYLiA2ya GKNRdAdzZZIK 6KAOK ¢S dzy RSNBGIF YR 2 dzNJ
GKFG F FNIYS 2F NBTFSNBy OShahitsiai mihand appit SR 2 F
viewte I GKS F2NXYSNI 6SAy3 Y2NB RdaNIofS IyR (GKS f

YR G2 TFSSRoOoIO] -cFNEY 2K ARKBNRWI (GKS LI
transformation through CPD which facilitates the examination ofrtframes of reference,

Al A& SyO2daNY IAy3d yR SEOAGAY3I G2 NBTFESOG 2y

Transformative learning experiences are emancipatory in that they free
learners from the constraints and distortions of their own frames of

reference. A more fully desloped and dependable frame of reference is one

that is more inclusive, differentiating, more open to alternative perspectives
and more integrative of experience (p.2).

In being emancipatory, transformative learniagcomplishes not merely a change inSof &
point of view, but ado a change at a deeper leval;change in the underlying habits of
mind® ¢CKA& A& NBESGryd Ay GSFOKSNEQ FR2LIAZY

aST ANRgQa (KS2NB sulnfarisedlas jokows2 N | G A2y

1 Differentiating betveen instrumental learning which is task oriented and
communicative learning which is based on values, attitudes and beliefs

f Yy26Ay3d GKIFIG GKS 321t 2F O02YYdzyAOlI GA GBS
negotiate their own meanings and values rather than &sgively accept sociql
NEFfAGe a RSFTAYSR 08 20KSNR¢ o0aSIANRoX

1 Being critically reflective through communicative learning where people reflect
together on the assumptions underlying values, attitudes and beliefs which
guide their work

1 Engagingin critical discourse where people critically examine evidence,
arguments and alternative points of view

1 Becoming autonomous thinkers whereby people develop the understanding,
skills and dispositions necessary to become critically reflective aadgage in
critical discourse

1 Providing the conditions for transformative learning to take place since
Gt SFNYyYSNBR ySSR LINI OGAOS Ay NBO23yAT Ay3
AYF3AYLFGA2Yya G2 NBRSTFAYS LINRofSYa FTNRY
1997, p.10)

f 9yadaNAy3a GKFdG €SFENYSNB aKIF@S Fdf f Ay T2
Sldzl f 2L NIdzyAte G2 FaadzyS GKS @I NR 2 dz
reflective of assumptions; are empathetic and open to other perspectives; are
wilingtolisSy 'y R (2 aSINODK FT2N 02YY2y 3INERdzy
0Sail 2dzRIYSyld G2 3IdARS OGAz2yé 6aSl ANRS
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Mezirow (1990) emphasises that

Because we are all trapped by our own meaning perspectives, we can never

really make interpretations of our eerience free of bias. Consequently, our

greatest assurance of objectivity comes from exposing an expressed idea to

rational and reflective discourse (p.10).
Such discourse may be facilitated when teachers collaborate and reflect critically on the
teaching and learning in their schools. Ciritical reflection and critical discourse are central to
aSTANRGQa GKS2NEB 2F GNIYyaATF2NXIGA2Y YR Ay {f

development of transformative CPD for teachers.

Our understanding of Meli2 6 Q& ©2NJ] 2y ONRGAOIFIE NBTFESOGAZ2
enhanced by the writings of Stephen Brookfield, his colleague at Columbia University.
.NR21FASER omopytT0 aitNBaasSa GKS LRAYyG GKFdG a
and thatthey are positive, creative and innovative, open and confident (p.5). He argues
0K ONR GAOI £ GKAY1AYy3 GAa I LINE RdzOG A @S
2dzi O2YSXOI NAS& | O0O2NRAyYy3 (2 (KS O2yGSEdGa Ay
wellaa yS3AlFGABS S@Syida |yR Aa -BYBRrdbkiiddSfurthed ¢St f
points out that challenging assumptions, examining the influence of context on our
thoughts and actions, exploring different ways of thinking and acting and reflectimg wit

sceptism are central to critical thinking (pp9Y.

.NR21FASERQA gNRGAY3TI 2y (GKS GRA&OdzaaAz2y YSi
work on critical reflection and critical thinking, Brookfield (1986) argues that discussion is

al LJ2 ¢ S NJF daf adultsizWBicl2wish to experiment with ideas, opinions, and
alternative interpretations and to test these out in the company of others engaged in a
AAYAT I NI [jdzSaide oLdmopO® IS FdzZNIKSNJ F NBdSa
analytical abilitk Yy R gAft t Ay3dySaa a2 SEFYAyS (GKS Odz i dz
LI NGAOALI GSXAYy GKS O2tftl02NFGAGBS SEI
LISNB2Ylffé aAIYyAFAOFLYG YSEyAy3a aedaidsSvyaxé oL

Brookfield (1987), in his preface Beveloping Critical Thinkels | O1y2¢f SR3ISa G Kl
LI 3S O2yilAya ARSIFA RS@OSt2LISR Ay (KS 0O2dzNES
(p.xiii), his colleague. KSy (I 1Sy (23SGKSNE aSTANRGQE YR
rich and incisive perspdee for understanding transformative learning and its potential for

/| t5® ¢tKSe Ffaz2 2Ly | @SydzSa FT2N) 6KS RS@St 2

deeply meaningful, transformative level.
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Transformation, however, is not necessarily comfortableasily embraced. Palmer (1998)
speaks of:
the fear that a live encounter with otherness will challenge or even compel
dza 02 OKI y3s 2dzN) f A@SaX20KSNyYySaax ar
transformation, calling us not only to new facts and theories aallies but
also to new ways of living our livesaand that is the most daunting threat of
all (p.38).
In this comment, Palmer is raising an issue that goes deeper thakillipg, mmely the

issue2 T (0 KS (i Sihdérstadditdy, dr sénSefoffidentity

9Pz ® ¢l df2NJ oHANyOL GNRGSa GKIFIG aUGKANILE &8k NEB
a theory of adult learning, it helped explain how adults changed the way they interpreted
their world. This theory of transformative learning is consideredj wiS t & | Rdzf G X ¢ ¢
YAGOKSYKIY O0nunny0o NBASEFNDKSR (KS -FoGdasd 2 LIY Sy |
O2y Ot dzZRSR  GKIFd AGdNXyaF2N¥IGAGS €SENYAy3I (K
incorporated new constructs as they are debated and tested and will, witedly,
O2ylGAydzS (2 AyTFtdsSyOS [ Rdz G fSIFNYyAy3a LINI EAA
aSTANRGQA 2N X ¢let2NI 6unnyov FOlyz2efSR3ISa
there are a variety of alternative conceptions of transformative learning
theory that refertp simjlar ideas and address faptors often overlooked,in the o
R2YAYlIyld GKS2NE 2F GNIyaFz2NXIdAzy o6aSia
spirituality, positionality, emancipatory learning, and neurobiology (p.7).
In this thesis, it is not intended that alternatigenceptions of transformative learning
such as spirituality, positionality and neurobiology will be explor€de emphasis will
rather be on the core theme of transformative learning itself in the context of CPD for

teachers.

3.3 Continuing ProfessionalDevelopment as the Nucleus for
¢SIFOKSNBEQ t NEFSaaAz2ylt [SIFNYyAy3

Having explored the nature of transformative learning and its connection with teacher
identity, the examination of the literature now turns to the role of continuing professional
developmentin pursuit of a deeper understanding of its application and possibilities in
NBfFdGAz2zy G2 GSFOKSNDA LINRTSaarz2yltf €SI NYAy3d
FNRY (GKS fAGSNIGdzZNBE 2y GSIFOKSNEQ LINBRRSAAAZ2Y

viewpoints:
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3.3.1 Understanding what is meant by Continuing Professional Development
3.3.2 The importance ofontinuingProfessionaDevelopment for teachers
3.3.3  Key features of good professional development for teachers

3.3.4  The envisaged outcomes of transformative professional development

3.3.1 Understanding what is meant by Continuing Professional Development

Taken literally, the words continuing professional development (CGR@ifate that a
LISNE2YQa fSEFENYyAy3a gKAOK A& NBfIFIGSR (2 KAakK
throughout the career. Some writers call it continuing professional learning (CPL) and, in so
doing, distinguish between the process of developinend that of learning. Fraser et al
(2007), in a passage that is resonant of Mezirow and Brookfield, examined models of
professional learning and, in clarifying the difference between them, suggest that:
¢S OKSNEQ LINR TSaah 2 yépiesefit e fidfessgsdthaDl y 0SS G|
whether intuitive or deliberate, individual or social, result in specific changes
in the professional knowledge, skills, attitudes, beliefs or actions of teachers.
¢SIFOKSNEQ LINRPFTSaaArAzylf RSQO&toedaiSYy (X 2y
the broader changes that may take place over a longer period of time
NBadzZ GAy3a Ay ljdzZ fAGFGIAGDS akmmHia 2F GSI OK

'daly

The terminology used by the Teaching Council, referred to in the previous chapter, is
Continuing Personal and Professional Development (CPPD). For the purpose of this
literature review, the terminology used by the author(s) in the literature being quoted will

be retained; otherwise, the term continuing professional development (CPD) will be used.

TSHFOKSNBRQ /t5 OFy GF1S Ylye F2N¥a FyR GKSNB
various sites, in a passive or participative mode, as a solo practitioner or as a member of a
group. CPD engagement can include: attending lectures or demonstrations; [aitigim

workshops; being a member of a learning network; working in a sahueérsity

partnership; reading professional material; keeping a professional journal; observing other
teachers teaching and being observed; recording/videoing good practicgagérg in

professional discussions with colleagues or other teachers; mentoring newly qualified
teachers; studying for a pogfraduate qualification; conducting action research and much

maore.

In many countries, including Ireland, the traditional modeG®D until the mi®0s was
mainly the lecture format, delivered to teachers who were usually passiver non

participative recipients. It was aimed at the transfer of knowledge and based on the
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assumption that transmission would lead to implementatafrcharge. Stephen Brookfield
(1986) compares this form of CPD, i.e., bringing in an expert to give a lecture to teachers to
tell them how they should do their job, to the teaching methodology used by teachers in
their own classrooms. He decries the fact thatthis type of CPD teachers were not
involved in planning the programme; that the issues of concern to them from their own
classroom were not addressed, that they did not identify with the eahtand that the

modus operandcontradicted the spirit and théorm of effective facilitation (p.249).

Day and Sachs (2004), capture the multidimensional nature of CPD, including that of adult

learning, and provoke a myriad of attendant questions:
Continuing professional development (CPD) is a term used to desdrithe
activities in which teachers engage during the course of a career which are
designed to enhance their work. Yet this is a deceptively simple description
of a hugely complex intellectual and emotional endeavour which is at the
heart of raising andmaintaining standards of teaching, learning and
achievement in a range of schools, each of which poses its own set of special
challenges. Moreover, because teachers, like the students they teach, think
and feel, are influenced also by their biograph&sgial histories and working
contexts, peer groups, teaching preferences, identities, phase of
development and broader socjlitical cultures, the purposes, design and

processes of CPD will need to mirror these if it is to result in effective
outcomes (pP3).

These particularly powerful and challenging comments set out a framework of ideas for
further exploration in this study, of which the following is a selection: What are the CPD
activities in which Irish teachers, and indeed teachers internationally, nfe=t engage?

How do these activities enhance their work? To what extent can CPD activities take
cognisance of and accommodate the multiplicity of personal and professional aspects of
Sl OKS NREI theyA idfiGehidé practice mainly at the level of effeeness, or
efficiencies? To what extent do they promote gualitative transformatipimsthe outlooks

and practices of teachers and in the learning environments in which they wStkfe of
these questions will be addressed in this study while otheesbeeyond the scope of this

work.

Many other writers have proposed definitions of CPD which are similar to, or have
elements of, that proffered by Day and Sachs. Guskey (2000) defines professional
RSOSt2LIYSyid Fa aiK2asS LINE Ofkaac the profeBsionalOd A G A (
knowledge, skills, and attitudes of educators so that they might, in turn, improve the

f SENYyAY3I 2F addRSyiGaeg oLdMcUL® Ddzi {1 S& | NHdzS 3
inextricably linked and this is increasingly a reitig feature in discussions on CPD, namely,
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K2g GKS o0SySF¥Aaida 2F GSIFIOKSNEQ /t5 FNB YIFIyAT

explored in this chapter in the section on the envisaged outcomes of CPD.

More recent approaches to CPiave collaborative processes at their heart. CPD as a
collaborative process, or collaborative processes as a vehicle for CPD, are documented and
supported by many writers. Formal and purposeful opportunities for teachers to engage
collaboratively in CPBre fairly common in parts of the US and other countriegluding

networks, research groups and schamiiversity partnerships. Nieto (2003) argues that

many teachers receive their greatest inspiration from other teachers, rather than from

outside expers, as they work on dap-day problems together. They find opportunities for

O2ftF 02N GADBS LINRBFSadaaAirzylft SFENYyAy3da 6KSy a
organisations; they attend and participate actively in conferences; they present workshops
together; and, in a myriad of other ways, they demonstrate that collegiality is essential for
322R (S| OKAIVITKE? dAHlK® paykoSP R2Sa y2 & NMBBEMGQ&E2 aSi
have strong transformative resonanceEhere are shades of critical reflectiand critical
RAa02dNEST | Ro20FGSR o6& aSIiANRS> Ay bASiz2Qa
GLI NIAOALIF SR ALANRGSREEE Ay (OGKSANI O2yOSNEHI
O2y@SNEF A2y as gKAES ySOSandtittsBaestianloffacé dndi 2 06 S
a20AFf Oflraa Fa o6SAy3 aid2dAK F2NJ YIye (GSI OKE
the complications involved in talking about, writing on, and puzzling over persistent

dilemmas, however, the processcanbeupglifi | YR GNI yaF2NXI GAGBSE 6 LI

¢SIFOKSNJ ySGg2N]l a4 LINRPGARS | LI NIAOdzf I NI F2 NYzY
processes. Lieberman (2000) contrasts the activities of these groups with the traditional
G2yS &aAT S FAGA it SELBRIRSt a DSKNB &I 0 RS A AR A RE
a0K22fa YR GKSANI RAFFSNAYy3I ySSRad Ly F2O0dza
took, as an example, the National Writing Project (NWP) in the U.S. which then had 161

sites, having been in existent® 25 years. She explained that the programme begins with

a 5week workshop held on a university campus and, from the beginning, the activities are

aimed at promoting the community aspect of the group. The teachers take turns in the

I dzi K2 NDAKOREANZEYZRBEO f Saaz2y yR f233ay3a St OK
GKSe RAaOdzaa yR 3IABS FSSRol Ol 2y SIFOK 2ddKSN
developing awareness of the development of personal relationships and cultural norms in

the group (p.224).
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The literature shows that CPD is a complex multidimensional process. It is clear that the
model of CPD as the transmission of knowledge, which prevailed in the 60s and 70s, is no
longer regarded as being adequate or appropriate in addieA y 3 Sl OKSN&RQ f St
It is being replaced by interactive CPD activities and by teachers working collaboratively
with colleagues in schools and engaging in learning networks beyond the school. There is

potential for transformation in these appaches to CPD.

3.3.2 The importance ofontinuing ProfessionalDevelopment for teachers

The importance of CPD for teachers is very well illustrated in the many accounts of CPD
found in the literature. It is intended that the selections from the litewra which are
referenced in this section will illustrate the transformative dimension of professional
learning for teachers. The literature quoted illuminates the promotion of a deepening
sense of professional salhderstanding, or identity, as distinfiom merely an increase in

skills, competences and efficiencies.

In reflecting on teachers as lifelong learners, we trust that student teachers are helped to
understand that initial teacher education is the beginning of their journey of lifelong
learning as teachers. Their awareness of the continuum of teacher education may be
heightened when, as newly qualified teachers, they take on their first teaching
responsibilities. As they grow and mature into their role, teachers may realise that they are

in needof regular professional nourishment. Well2 y OSA PSR /t5 Yl & o6S i
to this nourishment, to the renewal of purpose in their teaching, to reinvigoration of their
practice through new knowledge and skills development and to the replenishofethie

mental, physical and emotional wellspring of their teaching.

The importance of enabling teachers to grow and mature, personally and professionally, is

reflected in the words of Parker Palmer (1998):

As a young teacher, | yearned for the day whewolld know my craft so
well, be so competent, so experienced, and so powerful, that | could walk
into any classroom without feeling afraid. But now, in my late fifties, | know
that day will never come. | will always have fears, but | need not be my fears
- for there are other places in my inner landscape from which | can speak and
act.

Each time | walk into a classroom, | can choose the place within myself from
which my teaching will come, just as | can choose the place within my
students towards which myeaching will be aimed. | need not teach from a
fearful place: | can teach from curiosity or hope or empathy or honesty,
places that are as real within me as are my fears. | can have fear, but | need
not be fear- if | am willing to stand someplace elsemy inner landscape

(p.57).
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One of the aims of high dzl t AGeé /t5 O2dzZ R 6S (G2 RS@St2LI
teachers feel confident, in themselves and in their students, and can bring creativity and
imagination to their work. There may be a cent@lement of riskaking by a teacher in

R2AYy3 (KAy3a RAFFSNByilfeo aSTANRBGS OmMppmMO L3
I OGA2Y Ydzad 0S RSFHfdG 6AGK o0SF2NB GNIyafFz2N¥Yl
involve progressively greater riskfa 3 Ay RSOARAY 3 | OGA2Y &aidSLHAcE
bound by prescriptive curricula and syllabi which could stunt and stultify their own and
GKSAN) aiGdzRSyiaQ RS@St2LYSyide LRSIHffteésxs GKS K
facilitate attention to KS 2 dzi SNJ f I yRaOF LIS | a GKS GSI OKSND

(0p))

changing educational scene is enhanced through CPD.

¢KS AYLRNIFIYyOS 2F GSIFOKSNBRQ lFoAfAGe G2 O2LS
as distinct from mere victims of it, is higiiited by Fullan (1993), who deals with it in the

O2y GSEG 2F GKS Y2NIf Lz2N1LR &S 2F SRdzOFGA2Yy &
regardless of background, and to help produce citizens who can live and work productively

in increasingly dynamical2 YL SE a20AS(iAS&¢ oLpnod Cdzf £ |y
situation where they have to manage educational change on a continuous basis as skilled
change agentsWhile Fullan writes mainly on the leaderskip change in the context of
educationalreform, the potential for teacher transformation is implicit, to some degree, in

KAda 62N)] 2y OKIy3dS 3ASYyiNRY So3adr KS ARSYGAT
foundation for building greater change capacity: personal vibigitding; inquiy, mastery

YR O2ftfl 02Nl GA2YyE¢ OLIOMHO @ Cdz t 'y I NBdzSa (K
SEFYAYAY3IS YR YF1Ay3a SELXAOAG (G2 2d2NBESt 3S&
come out of the closet with doubts about ourselves and what weR&A Yy 3¢ 06 LJdMo 0 @
Cdz t I yQa ¢g2NRa NBaz2ylrasS ¢gAGK aSTiANRBgsQa 02y
reference as a result of which they may change their values and attitudes. However, apart

from these intimations of transformation in the first book 6fdzf I y Q& Changéh f 2 3 &
Forcesthere islittle exploration of the transformative dimensions of professional learning

in the second (1999) and third (2003) books in the series

Hargreaves (2003) is more incisive on the issue of transformation bejiévat there is a

moral imperative that teachers attend not only to their own professional learning but also

to their own personal and professional development. In so doing, he distinguishes between
professional learning as skills, on the one hand, andwiedgebased learning and
LINEFS&aaArz2zylt yR LISNE2YlIf RSOStf2LIVSyd (KNP dz:
YR 2G0KSNJ @ANIdzSa Ay (KSyaSt@Sa yR 2G0KSNAXZ
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(p.63). Thus, he argues, teachers who have dgeel@a secure sense of identity, through
professional development and personal growth, can engage as confidently with adults as
they do with children. In that context, he notes the importance of senior teachers being
available to support younger teacheracawould welcome retaining them for this purpose
through postNB G ANBSYSy G AyAGAlI GAGSad IS OflAYa GKI
developmentboth matter in the knowledgeéd 2 OA S & &d0K22f ¢ OLJbcouv ®
expands on the importance d@he whole school, not just individual teachers, engaging in
fSENYAY3 a |y 2NBFYAAlIGA2YE gKSNB a¢cKSe ¢2d
2y GKSAN) O2ft SOGAGS AyiSttAaSyOS FyR Kdzvl y
(p. 127).
Fullan (P93) perceptively points out that the school as a learning organisation enables
teachers to see the whole picture and their individual parts therein and prepares them to
collectively adapt to rapidly changing scenes in education. According to Fullan

Our highquality teaching force; always learning; is the sine qua norof

coping with dynamic complexity, i.e., of helping to produce citizens who can

manage their lives and relate to those around them in a continually changing
world. There are no substites to having better teachers (p.104).

Ly F AAYAfFNI @SAYy 2F (K2dAK{GiX Ddzal1Se 6wnnno
extremely important as it is central and fundamental to improvements in education. He

does not agree with those who reghiCPD as the remedy for perceived deficiencies in

S OKSNBRQ 62N) odzi NI GKSNJ OASga Al +Fa&a AYLRN
SRdzOF GA2y d | ReylFYAOZI LINBPFSaaArzylf TFASERXC
SRdzOF G2 NR (p16). I £ f f S@St ace

D22R GSIOKSNE KIFI@S 0SSy RSaONARGSR Fa (GK2as
out that this does not happen in isolation; rather in their work in a community. Nieto set

up an inquiry group to investigate what keeps teachers going, fronchvMbmergedwhat

Keeps Teachers Goih@2003), and found that teachers need to engage in learning on a
O2yGAydz2dza o6l aAaz Ay O2YYdzyiAileée gAGK 20KSNRO®
of an intellectual community means understanding that teachingnisched not only by
AYRAGARdzZ f SEOSttSyOS Ffaz2 oe& O2tftSOGAQGS STF
developing a culture of CPD through group processes, be they wstadfe interschool or

based on other commonalities.

Another reasorwhy CPD as a collaborative process is important is that it can give a voice to

unrepresented individuals or groups. Johnson et al (2000) in the U.S. discuss this in relation
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to the nature of participative collaborations such as schatVersity partnerstps where
teachers who may be isolated in their classrooms are empowered to reflect on the
circumstances which curtail them. Johnson et al comment, in particular, on female
teachers who are in the majority in the teaching profession but were quite Siletiitthey

began to develop a public voice on school policies and other matters, through

O2tft 062N iA2yaod ¢KSe aleée GKIFrad ao2ftftlo2N G
supporting and growttproducing values, offers those of us who care about chilcaad
a0K22fAy3 | LRGSYGAlIffte LIRGSNFdA G22f F2NI 4N

Lieberman (2000) agrees that collaborative groups are perceived to be more amenable to
facilitating beneficial change in schools and also acknowledges that they alle¢héate

isolation many teachers feel in their classrooms, as they take cognisance of, and build on,

tSF OKSNBR Q Yy SSRghe beleiRes that 8cBod® dolinbtdalways recognise the
importance of developing a supportive culture for learning. She sees liyatontrast,

informal and more formal CPD networks consciously build relationships towards achieving
GKSANI 321 ta FYyR GKFd aSylroftAy3d YSYoSNBR G2 L
that advanced their professional identity, interests, and leagnireleased great energy and

L2 6SNE OLIPHHOU @

In the Preface td.earning AnewHogan et al2007), Professor John Coolahan states that

whole-hearted engagement with wetlesigned continuing professional
development activity can be a catalyst thatleashes new energies, fosters
fresh enthusiasm, cultivates deeper understating and-fioees pedagogical

skills Tre nature of teaching requires such-irevigoration on a periodic basis

(p.i).
The importance of CPD for teachers is related to their ghanrole and their concept of
GKSYyasSt gSa +a LINRPTFTSaarzylta Ay GKS O2yGSEG 72
maintain pace with fundamental shifts in local and global societies, it requires teachers
themselves to be creative in the ways th@ynceive and carry out their role and in the ways
0KSe RS@OSt2L) GKSANI {Seé NBflIUA2yaKALA gALGK S
LG A& OfSIFENIOGKIFIG /t5 A& AYLRNIFYOG AY YFEAYQOlF A
of teaching in making a®iF SNBSSy OS Ay &d0dzRSyiaQ fA@Sao

3.3.3 Key features of good professional development for teachers

Opportunities for CPD take many forms and are facilitated in varying situations, at different

levels, through multifaceted structures and systems. WHile traditional form of CPD as
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knowledge transmission does not accord with transformative CPD, it may be argued that
information-giving sessions are still necessary in some instances. However, participative
YSGK2R& 2F /t5 6KAOK NBSHiRDET 6N AMNRD Oy | FRY
reflection can bring a new dimension to lifelong learning for teachers. This is highlighted in

the following extracts from some of the literature on CPD.

Butt et al (1992) commented that CPD programme developers cdrated on changing
G§SF OKSNBEQ o0StASTax FdGAGdzZRSa FyR LINY OGAOSa
approach, arguing that

Seeing the teacher as an adult learner entails acknowledging that she holds

an articulate and elaborated practical knowtgd of classroom practice that,

AT SEIFIYAYSR 2y Ala 26y 3IANRBdzyRaxr YAIKG y2
WEGOGAGdzRSEA QY WAYAaAGUNHzOGA2Y Il f LINF OGAOSaqQo
implies that teachers will seek a kind of knowledge that can, imesavay, be

incorporated in the structure of knowledge they have developed; it also

means that they will learn in several ways, from several sources and in

various manners at different moments in their careers (p.54).

Brookfield is concerned that mandatory continuing education, i.e., compulsory CPD, may
GOl la | YFE22NI 0ft201 (G2 SFFSOGAGS fSIFNYyAy3
reflection and critical thinking in relation to transformative CPD for hesas, it is useful to
NEYSYOSN] . NP2 FASEtRQa oOmMpyT0O AYyaaakd GKIG

Trying to force people to analyse critically the assumptions under which they

have been thinking and living is likely to serve no function other than

intimidating them to the point where resiance builds up against this

process. We can, however, try to awaken, prompt, nurture, and encourage
this process without making people feel threatened or patronized (p. 11).

In that context,. N2 21 FASt RQa omdpyc0> &AE linSadult LINA Yy OA
education/facilitated learning are particularly relevant and applicable to CPD for teachers

and are summarised as:

1 participation is voluntary, the learner makes the decision to engage in the learning
process

T LI NIAOALI yia NBlEwathQ driticSrh 0y beZparkoSaNdidéussian
but it is offered without belittling others in the process

9 facilitation is collaborative; leadership and facilitation roles may be shared and
there is a continuous negotiation of activities and priorities

1 praxis is engaged imthere is a cyclical process efigaging, applying, analysing and
reflecting on an idea
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9 adults engage in critical reflectiog people question their values, beliefs and
behaviours

1 people are supported in becoming sdifected, empowered adultsg they learn
how to be proactive rather than reactive (pgl9).

NPE21FASEtRQa LINAYOALX Sa IINB FdzyRFEYSyidlt G2
potential to be transformative. It is intended that they will underpin whatever suggestions
emerge in this study in relation to the creation of a CPD framework fachters. In that
context, it is hoped that they might be brought to the attention of policy makers,
facilitators and teachers engaged in CPD activities in this country and be incorporated into a

set of principles around which a CPD framework might be eckat

DarlingHammond et al. (1995) argue that professional development should provide
2L Nl dzyAGASE FT2NJ 0SS OKSNBEQ ONRGAOLFE NBTFE SOL
processes of teaching and learning and of the students they teach. Theyafpefédctive

professional development accommodating teachers as learners and as teachers, allowing
GKSY aiG2 aidNUzZA3ES gAGK GKS dzy OSNIFAYy(diASaE GK
number of characteristics of effective CPD which have resonanck wit N2 21 FA St R
principles of adult learning including: tasks of teaching, assessment, observation and
reflection; participantf S R AYIljdZANES NBFt SOGA2Yy | yR SELISNY
work with their students; being sustained and supported aming connected to other

aspects of school change.

Equally true to the principles of adult learning, a key feature of good professional
development is the opportunity it provides for teacher interaction, sharing of knowledge

and experience and discussion classroom practice. Teacher inquiry groups provide this
opportunity and Crockett (2002) reports on a yédamng study of one such group. Her article

focuses, in particular, on the specific activities that generate critical reflection within inquiry
grouLJd @ ¢KS LldN1}2asS 2F GKS addzRe ¢l a aidz 3ASy
and practices about mathematics teaching and learning in and through the activities that
constitute their daily workg planning lessons, teaching lessons, and assessiiy&wi G & Q
G2N) Fa GKS& AydSNI Ol HRI0A She deshopst hdw theyglioogh NE 3
argued, challenged assumptions, reached consensus at times, planned lessons, put ideas

into practice in the classroom, discussed the outcomes and jointly assés8ed?R Sy G a Q 62 N

Thus, professional conversation, as a key aspect of CPD, generated an opportunity for
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G§SFOKSNEQ AYyONBIFIaSR fSFENYyAya 2F YFGKSYlFGAC

knowledge and facilitated an enriched teaching/learning experience icltssroom.

Writing in the late 90s on their work with teachers who were learning skills towards using
Instructional Conversations (ICs) in their classrooms, Goldenberg and Gallimore (1991)
F2dzy R GKIFG a{GFFF RS@St 2 LIV Sy i XvargzaalidetailS of 3 NB dzy F
0SFOKSNEQ RIAf& @g2N] fAGSa FyR Ay | F2N)¥ i
INIJ Rdzl G S a S79)ATyie ahthods Indetidvith ¢ group of teachers, once a week, after

school hours, over a period of a year and found thit @K SNE Q Sy 3l ISYSy i 6A
and with an outside expert must have a number of important features. These features
NBljdZA NS GKFG AG Ydzady o6S adzadlrAySR 20SNI | LI
situations; be goabriented and focused towals learning new knowledge and skills and be
intellectually stimulating, where teachers develop a conceptual understanding of
pedagogical processes. They found that teachers must study the intellectual substance of

what they are teaching and that recorditgssons for review and analysis is critical, albeit

uncomfortable, at times.

W2Kyazy Sié +f énunnn0 RSOf I-NfportidgKandi grodtd £ £ | 6 2 N
LINE RdzOAyYy 3 @I f dzSa¢ oLIPoT0 YR SYLRSSNE LIS2 LI ¢
out that people working together can achieve more than people working alone. They
acknowledge, however, that some arephepared for the potential discomfort inherent in

working relationships in collaborative groups and the result may be that some teachers

leave the group and return to the relative comfort of working alone in their classrooms.

They claim that action research on collaboration points to its benefits and they caution that
avoiding collaborative engagement can be to the detriment of teachersilegrto grow

together as a community. They foresee that as more setoiversity collaborations

develop and become welinown, they may be more highly valued and appreciated (p.38).

The foregoing extracts from the literature on features of good CPBtifgevhat might be
deemed desirable such as communication, collaboration and changing attitudes and beliefs.
These contribute towards transformative learning. The following extracts in this section
give some examples of how the environment may be creéataad the means may be

developed whereby this transformation may occur.

While collaboration in professional learning communities is promoted as a means of
engaging in professional learning, Dooner et al. (2008) found that little is known about

setting up &d sustaining such groups and for that reason they analysed a small group of
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teachers working together over a tweear period. LY G NJ OAy 3 (KS I NP dzZLIQ.
GKSe& dzaSR 2SA01Q&a omMdT p0 T2 dzbiderdelenddnbere 2 F O2
membes identify what motivated them to join the grouggommon meansby which
YSYOSNE dzy RSNEGFYR K2g¢ (2 condmdle@didiwhiteK 2 GKS
members were committed in face of the potential for separate purposesdivetse means
whenthegrold o NRB{1S Ayid2 avYlffSNI INRdzLJA Ay 6KAOK
research will be drawn on at a later stage in this study in the context of making suggestions

on the development of collaborative learning groups.

Duncombe and Armour (2004), inladng their experience of researching CPD for Physical
Education (PEPD) in two primary schools, highlight key aspects of CPD or CPL (Learning).
These are tradition, structure, management and personal factors. The traditional approach
to CPD has been fadite courses which centre on giving teachers new facts and skills but
GKSe |aaSNI GKIFIG daoeé F20dzaAy3d 2y K2g GSI OKSN
Y2NB STFSOGAGS fSIENYyAYy3a YAIKEG 200dzNE ckd Lldmp c ¢
2F GAYS YR 2LILRNIdzyAde & oFNNASNB G2 GSI O
to argue that:

The whole point of CPL is that teachers learn from one another by observing

each other, discussing problems and reflecting on practice together.

ipvolve§ the sharirjg o[ ideasuand resources and is only po§s[ble ij thgre is ) A

UAYS AY UKS &a0OK22ft RIe F2NJ 0SIFOKSNR U2 Sy
In relation to management, one head teacher was receptive to proposed CPD while the
otherwaslea | OO2YY2RI GAy3d 5dzy 02Y0S FyR | N¥Y2dzNJ
effective and accepted, its merits as a form of CPD need to be acknowledged and
SyO02dzN»y 3SR o0& KSIR GSFOKSNE YR 2GKSNJ YIF Yyl 3S
Personal factes can include teachers themselves being opposed to collaborative practices,
staff members being unapproachable and teachers deeming it unprofessional to offer
advice without being asked. Here, the point being highlighted is that teachers need to trust
one another before they will engage in schdi@lsed CPD. Duncombe and Armour (2004),
argue that professional learning needs to be seen as part of teaching and not zm aati
more CPD/CPL activities need to be incorporated into school life. They bbktymsitive
schootbased CPD experiences will help to convince teachers that it is worthwhile.
¢KS yIddNB FyR SEGSYylG 2F GSIHOKSNEQ AYyF2NXYIf
0KS OdzZf GdzNBE 2F (GKS &aoOKz22f o in. tfree ssc¢hdaR-8aA y3 G S

relatively new school in the US Midwest and two in Lithuania, one of these being a Russian

50



school - JurasitgHarbison and Rex (2010) based their analysis on written and verbal
accounts using a framework that included the school missi@aditions, building layout,
organisational arrangements and professional relationships. These will be further

explicated in making suggestions for the future of CPD in Ireland.

Guskey (2000) states that an important aspect of CPD is being clearisbgaals. Goals
ensure that the purpose and the intention of the process are understood and they guide
the content, methodology and evaluation of the endeavour. Guskey is particularly
interested in evaluating the consequences or effects of CPD anad thiat having clear
goals makes it easier to decide what information needs to be collected to ascertain
outcomes. He also recommends that CPD be seen as ongoing, with learning opportunities
being present in all the activities with which teachers engagg,, teaching a lesson,
conducting an assessment, reading professional material, having a professional
conversation with a colleague. He considers that professional development should be a
systemic process, envisaging change over an extended periodnef that takes into
account all levels of the organisation and accommodates individual and organisational
development. He further advocates that parents be involved in professional development
activities, as appropriate, together with the occasional iseatent of other adults in the
school community who interact with students. He recognises that promoting these aspects
of CPD is a radical departure from the traditional experiences of CPD but believes that such
a systemic approach is necessary if we araddress the complexity of improvement in the

education system.

3.3.4 The envisaged outcomes of transformative professional development

McKenzie (2007) and others have highlighted that the quality of education is dependent on
the quality of teachingwhich is in turn dependent on teachers who are consistently
engaged in professional development. Professional development contributes to the health
2T a0K22tfaQ SO2f23&8 ¢KAOK Aad RSAONAROSR o8
structure, curriclum, teaching and evaluation. He argues that:

If intentions are shallow, programmes and practices are likely to be shallow
also. If school structure inhibits teachers from learning from each other, the
quality of teaching is likely to be unremarkabliepedagogy is unremarkable,
interest by students in what they study is likely to be meagre and if
evaluation practices belie deeper aspirations, both teachers and students will
attend to evaluation practices and neglect those aspirations. Developing
effective schools requires attention to the configuration among these
dimensions. It requires an orchestration of these aspects of schooling
(p.355).
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Quality CPD, involving whesaff collaboration on aims, structure, curriculum, teaching
and evaluation,cd Sy addzNBE GKIF G GKSANI a2NOKSAGNI A2y ¢ 3

¢tKS NBtSFHasS 2F GSIFIOKSNEQ [yR &aiddRRSyiaQ ONBI
regard to a collaborative project involving teachers and students with language and
communicationRA FFA OdzAf GAS&a Ay Fy 9y3IfAaK aLISOAlIE ac
AaGNBYy3IGKE YR SELISNIAASE GKSe FStd O2YF2NII G
manner, they developed a shared sense of responsibility for the success of the project

there was a sense of learning together and being part of a group ensured that the
momentum was maintained. The learners, some with severe learning difficulties, grew into
interacting more meaningfully with each other, with teachers and with other pastnat a

a20AFf YR Odzf GdzNI f € S@Std ¢KS (GSIFOKSNA ¢ SNX
rapid development of their confidence and by their ability to take the lead. All of this
O2y(iNROdziSR (2 GSIFIOKSNEQ RSSLISeNEerdzéaRIENE (| VR
LINEPFS&adaA2ylfA4aY YR GKSAN aSyasS 2F ARSyGAGe
on personalised approaches to learning and empowering learners through sharing the
NBalLRyairoAfAde F2N f S| NY Ay Bacherks th&kopibfuSityto 6 LIDp p
g2N)] UGKNRBAZAAK dl LISNA2R ¢gKSNB (23SGKSN) GKSe@
02y &l NHzOGSR | NRPdzyR GKSANI SELISNASYyOSa IyR NBT
transformative agents as they exercise the necessabisrivith learners without fear of
FTIAEdINBE FYyR Ftt2pa Fye TFlrLAtdNB G2 68 KIFNySa
teachers also learned that they could work creatively around legal requirements and
LINBE& ONR LJG A @S  OdzNNAR O deen teathgrRandi Ié&arnérs haddscOreliidé? O A G &
Y230 LR6SNFdzZ OFGFrftead F2NJ £ SFENYyAy3IE 6LIbcy v d

bASG2 ouHnnov LRAyGa 2dzi GKFIG aidSIFOKAYy3 OlFy
that this is largely attributable to the busyness of daily life in schdwre teachers do not

have time to converse with colleagues. Consequently, it is usually at home at the end of

the day, tired and away from their colleagues, that teachers reflect and ponder on the

events of their teaching day. Having worked with Bogtablic school teachers on what

sustains them in their professional role, Nieto proposes that teachers need to meet and
KIS aO2y@SNEIFGA2ya | 062dz2i GSFOKAY3AI Fo2dzi
GKSAN) Of FaaNB2Ya | yR G&NB INBS& t QZIVNRdhAEA (082  HiYK2Sy
(p-78). While recognising the value of collaborative processes as CPD endeavours, Nieto
Ffa2 FOly2¢ftSR3ISE GKFG GKS LINRPOSaa Aa yz2a ¢
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on their practice are not always comfortabhs some find it difficult to admit that they are

struggling with certain problems. A high level of trust needs to be built up in the group

before honest and meangful dialogue can take pladed® Ty 0 ©® bASiz2 02yO0Oft d:
spite of the complicationsvolved in talking about, writing on and puzzling over persistent

RAESYYlIas K2gS@OSNE (GKS LINRPOS&daa OlFy o06S dzLJ A¥Fd

Professional portfolios are usually associated with the teacher as an individual but they can
also be undertken as a wholschool collaborative staff process. An account of the
experiences of six schools in the U.S. that engaged in a portfolio project is given by Craig
OHnnov FyR AffdzAaGNIGSas FTNRY (S OKSNEQ 26Y |
In one case, it became clear to the teachers

that the school portfolio needed to be +eamed with productive inquiry

questions which would confront critical issues facing the school as an

organjsation and themselves ~as educators working in -fadace o

rell UA2yaKALA 6A0K dzy RS NESCNIHNG &F putpisk f RNB Yy X 0 |

allowed the teachers to more ably differentiate cosmetic portfolio

construction from inquiry deeply rooted in their educational practices as

teachers (p.821).
Another group of partigiants in the same project decided to conduct a survey on teaching
and learning in their school which involved teachers and students in vigorous discussions.
As a result, the teachers constructed a Venn diagram which illustrated powerful learning
and posiitve engagement. This diagram, based on many hours of debate, formed the basis
2F TFdz2NIKSNJ RAaAOdzaaA2y FyR SyO2dz2Ny 3SR (KS F
O2ftFr 02N GA2Y A F glé& 2F (y286Ay3IéE OLIDYHHDU
individual td.JA 0a 2F AYyGSNBaidz AyOfdzZRAy3I (S OKSNEQ
30K22f LRNIF2fA25 Soads 2yS (SFOKSNI aOKNRY.
unenthusiastic participant to passionate supporter/leader in a Webwn writing
LINE 2 SRDOX ol LILISR KAa &d0dzRSydiaQ LINRPINBaa Ay O
f SINVYAYIkRAZO2FSNE 61 a& aGKS y2GA2y 2F NBaAfA
LIKSy2YSy2yés aO2yySOtAzya o6SGveSSy GSFOKSNI N
fF@SNBR Yyl idaNE 2F (y26fSR3IS RSGSt2LIYSyidé | vy
GK2f S¢ OLIDYHPOL D
Professional Development Schools (PDS), commonplace in the USA but not in Ireland, are
worthy of inclusion in the literature review, in considering thet@mes of CPD activities

and experiences they engender. Thesee ordinary schools with an extra dimension

formally incorporated into their structures and procedures. They were also known as
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clinical schools, partner schools, and professional practice schools. Basically, their purpose

is to facilitate partnerships liereen schools and universities/colleges, including greater
involvement of teachers in the preparation of student teachers and greater interaction
0SG6SSy a0OKz22f | yR dzyA@SNRERAAGE LISNE2YYSEt I Ay (

professional develpment.

According to Darlingdammond et al. (1995):

PDSs create settings in which novices enter professional practice by working

with expert practitioners while veteran teachers renew their own

professional development as they assume roles as mentonsversity

adjuncts, and teacher leaders. Professional development schools also

provide serious venues for developing teaching knowledge by enabling

practicebased and practiceensitive research to be carried out

collaboratively by teachers, teacher edtms, and researchers. PDSs enable

teachers to become sources of knowledge for one another and to learn the

AYLRNIFYG NBtSa 2F GO2fttSF3AdzS¢ FyR af SI NY
In reporting on a PDS relationship between Teachers College (TC), Columbia University and
the Beacon School in New York, Crocco et al (2003) outline a joint intern action research
LINE2SOGE | OGA2Yy NB&ASEFNOK 6SAy3 aSSy a daONRI
Beacon a means of sustainable, wetegrated professional development toelp the
a0K22f RSIf gAGK AGa 26y LINBaaiAy3ad SRdzOI GA2y
opportunity provided by a PDS for educators to examine their practice through a systematic

process of reflection, observation and collaboration.

Having reviewd the literature on school/university collaboration, Dickens (2000)
O2y Ot dZRSR UGKIFG G/ 2ff1 02N GA2Y I-sugpéth@Bnd A & 02
growth-producing values, offers those of us who care about children and schooling a

potentially powertizE G 22t F2NJ GNI YAT2NN¥AY3A 2dz2NJ Sy FANRY"

OEIFIYAYAY3d (KS STFSOGa 2F LINRFTSaaAazylt RS@St 2
(2002) undertook a-§ear longitudinal study using a sample of 207 teachers, in 30 schools,

in 10 districts, in States in the U.S. They based their research on what they described as
structural aspects of CPD (form, duration and collective participation), and core aspects
(active learning, coherence and content), albeit acknowledging that these are not the only
imLI2 NI Fyd FSIFGdzNBa 2F /t50 ¢tKSe F2dzy R GKI G
GSFOKAY3I LINF OGAOSa AYONBIFI&ASR (0SI OKSNBQ dza$s 2
L AYyd 2di GKFG GOKEYy3S Ay (51 OKAigteht mhighdzf R 2 C
idz- t AGe LINRPFTSaarzylf RSOStE2LIVSy(dé oLdMapoL ®
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investment in CPD should provide-depth, sustained support for a small number of
teachers or shorterm, limited support for a large number of teachersccArding to
Desimone et al (2005), the issue of the deployment of resources is largely one of funding
(p-105) and funding will be of interest when commenting on provision for CPD at a later

stage in this study.

In discussing the National Writing ProjestW{/P) in the U.S., Lieberman (2000) says that the
LINP2S0OGQa YSiK2R2f23ASa YR FOGAGAGASEA KI @S
group members of being both a teacher and a learner in the group. They feel valued as
members and as colleagues in th&VR community and they value being able to share
GOKSANI LI aaAz2ylaGsS O2yOSNYy F2N) 4KS &dz00Saa 2
G¢KS b2t A& | LINAYS SEFYLXS 2F K24 ySis2N])
community, be responsive to varied rdexts, and provide a powerful nexus for teacher

f SENYAY3AE O6LIPHHNOD® Ly &adGdzReEAYy3d GKS b2tz [ A
participant teachers in their classrooms and found that they were using many of the
strategies they had learned in the netior YR A G KIR AaNBYSHSR (KS)
teaching, contributing significantly to their connection to their students and to their
STFSOUAPSySaa a OftlLaaNe2y (SHOKSNRBRE OLIPHHNDOD

and communities and were engagi other teachers in improving their practice.

In summary, the foregoing extracts from the literature illustrate to a greater or lesser
extent that adult learning has a transformative dimension which Mezirow (1991) expressed

as:

the process of using a pri interpretation to construe a new or a revised
AYOGSNIINBGEFGAR2Y 2F GKS YSIyAy3a 2F 2ySQ
FOGA2Y XYl 1Ay3 | RSOA&A2YS YIF1Ay3a |y |
reframing or solving a problem, modifying an attitude, poducing a change in
behaviour (p.12).

Q¢ ¢

g

This is particularly relevant to teachers as they engage in CPD activities to which they bring

an array of prior knowledge, skills and attitudes upon which they can reflect individually

and collectively, leading to deeper and more meaningful developmetiteim teaching. It

is worth noting also that a distinction is made by Dr&gverson (2004) between

GG NI yaTF2NYI (clleayiihgt thatt h8lps Nfuksytd develop capacities to better

manage the complexities of work and liteand informational learimg - increases in

1y26f SRIS FyR aiAtta GKFIG INB faz2z AYLERZNIF Yy
YR LRaaArofe GKSANI O2YLIS(SyOArASaeg O6LIDHOO
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Conclusion

The selections from the research literature discussed in this chapter are intended to
provide insights which assist in addressing the research questiod, K| & ¢2dz R ©
necessary for the creation of a national framework for continuing professional
development (CPD) for teachers in Ireland which would ensure their transformative
developmenK €The eview oftransformative principles of adult learning also provides a

context for the data analysis to be undertaken in the main body of the research.

In summary, an overview of the literature shows that the importance of continuing
professional develament can be analysed at individual, school and system level. Learning
for individual teachers can be both personally and professionally enriching, with the
acquisition of new knowledge and additional skills bringing renewed enthusiasm and fresh
approachego their work with young people. Teachers have greater confidence in their
work with students and adults resulting in a positive transformation in their relationships
and in their practice. When there is a whelehool approach, i.e., when the schookis
learning organisation, the school community enjoys the multiplier effect of the individual
benefits of personal and professional learning and development where staff work in a spirit
of co-operation and collaboration. A positive school ethos is patpaliien wholeschool
policies and practices which are learrmmtred and respectful of all stakeholders are
developed and embodied in the life of the school. At system level, the benefits of whole
school and individual teacher learning and development &hbe evident in effectiveness

though this is not always measurable.
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Chapter Four
Harvesting the Data: Methodology Used

Introduction

This chapter will describe the methodology used in the study. Three methods of research
are employed, i.e., a queennaire survey of teachers, interviews with individual
stakeholders in the education system and focus group Interviews with teacliers.
important to note that tie author, as is permissible in social science resedschot seeking
generalisabilityn a strictly scientific sense for the findings, nor for universalisability in any
absolute ora priorisensebut for a rational approach within clearly defined termBhat is,

the claims to knowledge being made here are advanced as warrantable claims to
professional knowledge in the field of educational practicein other words, the
epistemological basis for their warrant includes an ethical, or professionally committed
dimension from the start. This would also be true, though in different ways, of other
practices like nursing, social work, medicine. Where education is concerned, authors like
Mezirow and Brookfield, as we have seen in the previous chapter, have explored in some
detail the import of such an epistemologiesthical orientation for practiceof adult
learning. From a methodological perspective however it is important to stress here that
the knowledge claims made for a transformative learning proceed from a stance which is
intentionally norLJ- NI A & Y 06 S ¢ B ¥akh@&viedgerlaiing wever which
seek an eveprovisional universalisability, i.e. open to rational criticism, revision and
improvement. In this thesis, such a standpoint is informed not only by adult learning
theorists like Mezirow and Brookfield, but also by authlike Palmer (1998), Day (2004),
Nieto (2003) and others. From the point of view of making advances in professional
practices of CPD, it also seeks to draw on the work of researchers such as-Darling
Hammond, DuFour, and Guskey. Finally, my own experiéncagange of professional
educational roles seeks to make its own contribution in elaborating the professional

knowledge base for a transformative kind of CPD for teachers.

Within the context set out abovehe research methods were designed to maxintise
JFGKSNAY3 2F NBESOIyl AyF2NXYIGAZY (G2 +F RRNB:
necessary for the formulation of a national framework for CPD for teachers in Ireland which
g2dZ R SyadaNBE (S OKSNBEQ GNIFyaF2N)I (Asdafed RSOSTE 2
in the Introduction to this study, if CPD is to be fruitful in the fullest sense, the

transformative dimension needs to be acknowledged from the start. Where this is the
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main emphasis, other aspects of CPD, such askili;ng, are seen in aftirent context,
i.e., the main emphasis in CPD moves from instrumental concerns such as effectiveness to

enhancing the quality of the educational experiences provided in schools.

In light of the foregoing, relevant information would include the thotgghopinions,

attitudes and experiences of teachers and key stakeholders, focusing on the teaching
LINEFSaaAzy |yR 2y GSIOKSNEQ /t5d ¢KS addze
influencing factors which inspire people to enter the teaching professieniotd by

teachers themselves and as perceived by people outside the profession. This is important
because if the motivating factor is the moral purpose of teaching then CPD will be building

on a strong foundation. The study further seeks to gather imfdfon on initial teacher

education, this being the first step on the continuum which is a lifelong learning process
0KNRdzZAK2dzi GKS GSIOKAy3 OF NESNW ¢SFOKSNRQ L
this is of paramount importance with regai@2 (Sl OKSNBEQ dzy RSNAGI YRA
Sy3ar3asS Ay /t50 ¢tKAa fSIFR&a G2 Ly SELX 2N} GAZYy
YSGK2R2t23AS4a YR GKS LISNOSAGSR o6SySTAiida G2
ARSI & 2y @St OkitSréldiequetiad5 Ay G2 GKS

As stated at the outset in Chapter 1, | have a personal professional interest in the subject of
0SFOKSNEQ /t50 L oFa SYLX28SR Ay-ad&chssTASE R
teacher for the first 6 years of my careat, school Principal for 21 years, the Deputy
National Ceordinator of an Isservice programme for 2 years, the National@dinator of

an inservice programme for 6 years and Chief Executive Officer of the Teaching Council for

7 years from its foundatiomi2004. Also, the subject of my thesis for an M.A. in Adult
Education was partnership between the home and the school and this further developed

my interest in CPD for teachers.

| have experience of nurturing and mentoring newly qualified teachers abdiggnning of

the CPD continuum and of leading and supporting many teachers at other stages along the
continuum. | am aware of the transformative potential of CPD from personal and
professional experience.  The witinging experiences | was privileged ¢najoy as

practitioner and leader, as polieg { SNJ I YR AYLI SYSYGSNE Ay GKS
have shaped the approach to this study and influenced the theoretical perspective
underpinning it. That perspective is derived from the principles of ashlilication which

have been referred to in the previous chapter, arising largely from the work of Mezirow and

Brookfield.
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Having been closely involved with the subject matter, | had to be mindful of the potential
for bias in designing and conducting the rageh. SaviBaden and Howell Major (2013)
encapsulate the research difficulties for someone in my position. Far from suggesting that
valid research is not possible in such circumstances, they highlight the necessity for a self
critical, circumspect appr@daK > SaLISOAlIff& GKSNB 2ySQa 26y
concerned:

' YRSNEGFYRAY3I NBASEFNOKSNERQ Okeftéeda | yR LIS

beliefs and values. Researcher beliefs and values affect the way research is

designed, planned, undertaken and weitt up. As a result, it is important for

researchers to understand themselves and their stances, so that they come

to know the ways in which stances influence the research lens adopted.

Qualitative researchers need to understand themselves since thistaffiee

research and its processesfar more than often is realized. Yet the self
reflection needs to be purposeful, otherwise it risks being-seltilgent

(p.82).

Based on my experience in the field and in discussion with my supervisor andritidal
FNASYRA&AY L NBFfESOGUSR 2y Yeé 0StASTa YR @I f dzS
the subject from a 360 degree perspective, acknowledging the multiplicity of stances and
viewpoints surrounding it. | aimed to maintain a distance @&y LI} NI A OA LJ y (& Q
and my reactions to them and | remained alert to the continuing necessity for this
throughout the research. | developed a critical stance which enabled me to view responses
GKNRdzZAK GKS fSya 27F d4agKe enhy Bidideepekilgamy 6 S a2

understanding and interpretation of the data.

4.1 Research Methods Chosen

Themethodology uses three main research instrumenkese being: 4.1.1 a Questionnaire

Survey of Teachers; 4.1.2 Interviews with Individual Stakeholdetsieducation system

and 4.1.3 Focus Group Interviews with teachers. These thrsteuments enable some

searching explorations of CPD to be carried out with a range of educational professionals in
Ireland and internationally, as detailed towards the endtldé paragraph. In all cases,
purposeful, or purposive, sampling was used, concurring with Merriam (1998) that this was
GolFaSR 2y GKS FaadzyLliazy GKFG GKS Ay@Sadaaidar
insight, and therefore must select a sampleé ¥ ¢ KA OK G(GKS Yz2aid OFy 68
Merriam further states that the criteria one establishes for purposeful sampling directly

reflect the purpose of the study. The purpose of the study was to consider the provision of

CPD fomall teachers and theedection criteria reflected this in the inclusion of teachers of
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varying sectors, ages, gender and teaching experience. As the provision of CPD involves all
stakeholders, the criteria for their inclusion covered representatives from the Department

of Edut GA2Y YR {1Affaz GSIOKSNJ SRdzOF i2N&SX &aol
bodies, teacher unions and CPD providers. Cohen et al (2007) support this method of

aSt SOGA2y BKSNB a4 K-SeptiOigfofraaBoNFfomihdse Wi are @ I dzA NB
posiit A2y G2 3IAGBS AlGé¢ OLIDMMPO P

The questionnaire was issued to teachers in four areas of the world, i.e., Ireland, Scotland,
Canada and Australia, for reasons which are dealt with below. However, as the main
research question related to Ireland, the sestriucured interviews were conducted with

25 key stakeholders in the field of education in this State and with 3 from other
jurisdictions. Four focus group meetings were held with primary and-pastary teachers

in Ireland. The extensive evidence providedtivy research is presented as quantitative

FYR ljdzk €t AGFGASBS RIEGE® ¢CKA& FLILINBFOK NBTE S
aSikK2aR2t238 Ay ORdOIFGA2yFE wSasSkNDK:E gKAOK
YSGK2Ra Aa fFNBSt& | bhdNGuadiitativ@ lrdseardhesiaieSmeiX lj dz €

RAAGAYOUGX o0dzi LI NI 2F GKS gK2tS GKAY(lAy3d LI
GaSljdzSy dAal ft RSaAdya O0o6KSNB GKS ljdzr t AGEFGABS
guantitative method with data from the first informg the conduct of the second) from

O2y OdzNNByYy (i RSaAdIyaxé oLIPNncHOD ¢KA& addzRe TA
the results of the Questionnaire Survey influenced the framework of enquiry and
highlighted and refined the areas of questionitigbe pursued subsequently in the semi

structured interviews and the focus group interviews.

The analysis of the data, in the context of the theoretical discussion in Chapter 3, forms the
basis for drawing conclusions and making suggestions on a frarhewdF 2 NJ G S OK S N& ¢
The analysis undertaken here is based on three legs, where an initial quantitative method is
used both to garner broad information in relation to the question being answered by this
thesis, and then to inform the two qualitative mettl® so as to elicit deep information
around the issues raised. The research methods used for this study accord with Smith
(2006) who argues that
X02yaidNWzOlAzy 27 1y26ft SR3S A& j dzA G S LJ2 a :
standardized, and controlled means. Hunyfa Q LISNOSLIWiA2yas 02yO0S
pattern-recognizing abilities have developed through evolutionary processes, and
though fallible, they are still capable of constructing truthful knowledge,

knowledge that maps the real world well enough to take action aotle
problems (p.473).
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The following paragraphs will outline the development of each of the three methods in the
following sequence:he reason for choosing the research method; the design of the
research method; the criteria and the conduits for séheg participants; contacting the

participants and conducting the research; recording the research findings.

4.1.1 Questionnaire survey of teachers

There were a number of reasons for choosing to issue questionnaires to teachers as a
means of gathering infmation. The questionnaire provided access to the thoughts and
opinions of a number of teachers in Ireland and in Scotland, Canada and Australia, giving a
national and an international dimension to the study. It made it possible to garner a
significantamount of information in a concise format, on motivation, teacher education,
teacher identity and CPD, albeit that this might need to be filtered to select the most
relevant data. It gave the respondents an opportunity, in their own time, and in thaqyriv

of their own place, to study the questions without the perception of pressure from an
observer or interviewer. While acknowledging the benefits of completing a questionnaire
in the presence of the researcher who can offer immediate clarificatioreatiad, Cohen

G Ff ownnt0 0SEASOS GKIFG aXKFE@Ay3a GKS NBasS
sense of compulsion, where respondents may feel uncomfortable about completing the

guestionnaire, and may not want to complete it, or even star{jit344).

The information collected through the questionnaires would be of value in gathering
SOARSYOS 2F (SIFHOKSNEQ SELISNASYyOSa |yR 2LIAYA
endemic to questionnaires and strengthens the need to bolster the researchotlitr

methods likely to yield deeper information. Therefore, a particularly important purpose of
conducting the questionnaire survey, as indicated previously, was to set up the framework

for the individual interviews with stakeholders and the focus graoterviews with

teachers whereby the findings could be probed at a deeper, qualitative level.

Where the use of questionnaires as a research instrument is concerned, Cohe(260a).

help to identify ad A G F 3SR &S1jdzSy O0S T2 NJ LI whighiciindbe | |j dzS.
summarised as follows: deciding the purpose of the questionnaire; planning the population

sample to be used; generating the topics to be addressed; deciding the format of
responses; writing the questionnaire items; checking that all isfize® been included;

piloting and refining the questionnaire and issuing the final questionnaire. On the whole,

this sequence was adhered to in planning the questionnaire for this study.
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The questionnaire was designed to elicit information which spannettia range of areas

2F GKS (S OKSNRa LINRPFSaaAirzylf fAFST FEf AN
NEBIFRAYySaa (G2 Sy3ar3asS Ay LINRFSaaAirzylt RS@St 2Ll
initial teacher education programme and their profesgb identity as being inextricably

linked to their engagement in professional development. With a view to ensuring validity

as well as thoroughness in designing the questionnaire then, | wanted (a) to establish the
professional disposition of teachers @mtering their career in teaching, (b) to get some
information on the content and facilitation of their teacher education programmes, (c) to
ascertain their subsequent engagement in lifelong professional learning activities and their
experience of continmig professional development and (d) to gather their views with

regard to future provision for CPDn these questions | specifically did not ask respondents

explicitly if their experiences of initial teacher education or of CPD to date had been
transformaive for them. But | remained on the alert for any indication in their responses, in

the Comment section of the question, that this was so.

¢KS TFdzZAf [[dzSaGA2yyIFANBE OFly 6S F2dzyR G ! LIL
convenience it is summarised as follows, using the questionnaire section and subsection
headings:

Section A. Personal and Professional Details

Section B. Qualifications and Teaching Experience

Section C Becoming a Teacher

Section D Your Initial Teacher Education Programme / Course

Section E Teaching as a Profession

Section F CPD Experiences

Section G Future Provision for CPD

The questionnairevas designed to yield both quantitative data from the responses and
qualitative data from the opeended Comment section in each question. | was conscious

that the completion of the questionnaire would be dependent on the simplicity of the
design and thenumber and type of questions. Therefore, to facilitate respondents, | used a
number of types of questions and offered suggested responses to each question which
could be rank ordered, selected or ignored, as appropriate. In my communication with
respondents (Appendix 4, p.22, Vol.2), | allowed for responses, advising them to skip

any question or response they did not wish to address, as | know from experience that
having to leave a box blank, for want of information, can cause people to abandon a
quesi A2Y Yl ANB® ¢KAA& | LILINBI OK Aa &dzZILRNISR o8

opportunity should be provided for respondents to indicate that they have no opinion, or
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(KFG GKSe R2yQd 1y26 (GKS +yasSNI (2 hatthed NI A Od

jdzSadAz2y R2Sa y26 FLWIe& G2 (GKSYE O6LIPOoHHO D

With regard to the Comment section referred to previously, this provided an opportunity
for respondents to add their own responses and/or to comment on the area being covered,
if they so wished. This wastavailed of by many but where comments were added they

were valuable in illustrating the responses.

The first draft of the questionnaire was evaluated by my supervisor who made a number of
recommendations which were subsequently adopted. To further enseliability, as
advised by Bell (1987), the amended draft was then trialled over a number of weeks by a
total of 14 teachers who were identified using personal contacts and included male and
female teachers from the primary and pgstimary sectors inréland. The questionnaire

was sent by email together with a covering letter which asked the pilot group to give
feedback on the following: length of time it took to complete the questionnaire; whether
any questions presented the respondent with a diffigudtnd in what way; whether there
were sections or questions omitted which they would have wished to see included and

whether any technical (IT) difficulties were encountered in completing the questionnaire.

The feedback from the pilot survey was veryipes and informative. Respondents found

that it took between 30 minutes and one hour to complete the questionnaire and no one
experienced technical difficulties. The feedback informed the amendments which were
incorporated into the revised and finalisequestionnaire. These included: asking
respondents the number of schools in which they had taught in Question 8; including
GarotAy3ae a + LISNE2Y 6K2 AyTFtdzSyOSR (KS

R

SELX FAYAYT 4o NRAYIyaDRAEAGE: I RRAYHSa 02y S:

that was not adopted was that there should be an incentive offered to potential

respondents, e.g., inclusion in a raffle for a prize.

As can be seen from the sequence of the questions, the design of the quest®nvas
intended to have a biographical trend. It was hoped that this would encourage
respondents to reflect on their career to date, i.e., why they pursued teaching as a
profession, who influenced them, what they experienced in their initial teachecatitan

and their perception of teaching as a profession. It was intended that this would set the

O2y GSEG F¥2NJ GKS GSIFOKSNRa 26y GKAYlAy3d 2y K.

questionnaire was being completed. This focus was also plannedhdapurpose of the

aldzRé ¢6KAOK gla IAYAYy3I (G2 RSGSNNAYS GSI OKSNH
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to the type and format that they found most beneficial and their views with regard to the
provision of CPD in the future. This would enable thiauto form conclusions and make
adzZasSaitrzya gAGK NBIFNR G2 GSIFIOKSNERQ /t5 yS§
given by Cohen et al (2007):

Completing a questionnaire can be seen as a learning process in which

respondents become more at homeith the task as they proceed. |Initial

guestions should therefore be simple, have high interest value and

encourage participation. This will build up the confidence and motivation of

the respondent. The middle section of the questionnaire should coriein

difficult questions; the last few questions should be of high interest in order
to encourage respondents to return the complete questionnaire (p.337).

L ¢2ddZ R tA1S G2 RNl g |GOGSyUuAaAz2y G2 vdsSadarazy
experienceof the value of CPD is queried. In the range of responses, | allowed as many
options as possible without mentioning the transformative perspective on CPD in an explicit

gl eod L O2dA R KI @S AyOfdzZRSR NBalLkRyaSa adzOK
Syalr3aS Ay ySg gl ea 2F 2Nl AYyIXET aL KIF @S |
0SS OKSNJ KIFd OKIYy3aSRXEX o6dzi L NBFNIAYSR FTNRY
validity in the response. | wanted to see would respondents see thisdabemselves and

feel moved to include any extra dimension, for which there was provision in the Comment

section.

In setting the criteria for the selection of a sample of respondents, | regarded it as
important that the completed questionnaires wouldclude teachers from both primary

and postprimary levels, male and female, at varying stages in their career, with varying
degrees of engagement (or none) in CPD activitiesncluded a substantial number of
people teaching in Ireland as the outcome oé tresearch would be most relevant to their
situation. | also chose to issue the questionnaires to teachers in Scotland, Canada and
Australia as | wanted an international comparative dimension to the study. The
comparative element was intended to ascerntaivhether or not Irish teachers differed
substantially from teachers in jurisdictions similar to Ireland. The teacher education
systems in these regions have much in common with Ireland and they also have Teaching
Councils, or their equivalent, similar tioe Teaching Council in Ireland. | will outline later in
this chapter how the questionnaire findings were recorded and presented for analytical and

comparative purposes.

A number of channels were used to select the personnel to whom questionnaires were

issued in the chosen jurisdictions. In all contact and correspondence, | stated that | was
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undertaking a PhD on CPD for Teachers and that | was doing this in a personal capacity,
outside of my employed position at that time. | outlined the criteria, presipdisted,

which | had set out in the hope of compiling a cohort of ddth respondents which would
include a broad spectrum of the teaching profession with regard to sector, age, gender,

qualifications and experience.

The majority of Irish respondentgere selected by Education Centre Direcforschose the
Education Centre network and the Directors therein as a possible conduit for accessing
questionnaire respondents because of their access to teachers at local level. The Directors
of all centres wre contacted by letter (Appendix 3, p.21, Vol.2) explaining thas asking

for their co-operation in each finding approximately six teachers, based on the criteria for
selection of respondents outlined previously, who would be willing to engage wih th
questionnaire and complete it.I asked that the names and email addresses of those who
agreed to participate would be sent to me and | would make direct contact with them.
believed it was important that the Directors would know that | hoped the swudwyld be of
interest and benefit to the Teaching Council in developing a national framework for CPD for
teachers, in consultation with teachers, Education Centre Directors and the partners in

education.

A small number of respondents In Ireland were assked through two other sources. |
was particularly interested in including the views of a group of teachers with proven
commitment to CPD; in other words, exemplars among practitioners of a lifelong
professional learning philosophy. | met such a group eourse seminar when they were
undertaking a university postgraduate programme on mentoring and they expressed an
interest in supporting my research. Contact was subsequently made with this group
through their course leader. | was also interestecheiuding the views of teachers from a
school which was in an area designated as disadvantaged, where particular challenges
requiring innovative intervention are encountered. Such a group emerged through a
contact who also offered to source respondentdhe interest of supporting my research.
With both cohorts, the contact persons distributed details of the research, similar to those
distributed to all other respondents. Those who wished to participate made direct contact

with me and the contact peoplere not necessarily aware who had done so.

®In Ireland, there are 21 futime Education Centres whose core function is the provision of CPD for
teachers. Each Centre has a Director and a designated catchmeendfaschools.
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The Scottish contacts were sourced through the General Teaching Council for Scotland
(GTCS)The Chief Executive Officer (CEO) was given information about the study similar to
that given to the Education CemtrDirectors in Ireland. | asked for his-ameration in
finding a group of teachers, using the criteria outlined previously with regard to the
diversity of respondents. | was given contact details for 23 randomly selected teachers of

whom 12 returned corpleted questionnaires.

The Canadian and Australian respondents were sourced through the International Forum of
Teaching Regulatory Authorities (IFTRA), bodies which are similar to the Teaching Council in
Ireland. | met the CEOs from the respective bodies Ontario, British Columbia and
Southern Australia at an IFTRA conference in Cardiff in June 2009 and | spoke to them
62dzi Y& NBaSINOK 2y GSIFIOKSNBERQ /t5d rd G4KS
formally request their caperation in sourcing t@chers in their jurisdictions who might be
willing to complete the survey questionnaire. In my subsequent communication with them

| used the same information as that given to personnel in Ireland and Scotland. The
Teaching Council in British Columbia)(B& a formalised system for dealing with research
requests which | was able to avail of. On payment of a fee of $105, the BC Council
contacted teachers whose names they held on a database as teachers who had indicated
their willingness to participateniresearch. These teachers were given details of the study
and they were invited, if interested, to make direct contact with me. 41 teachers responded
and they were issued with questionnaires, of which 26 were completed and returned to
me. The respondets from Ontario were randomly selected by the College of Teachers in
Ontario. | was given contact details for 66 teachers in the Ontario area to whom | sent
questionnaires, of which 34 were completed and returned to me. 12 teachers in Southern
Australia vere contacted, of whom 6 returned questionnaires to me. While this is a small
number, | regarded it as important that they would be included, as their opinions are as
valid as all others. In presenting the findings, all regions will be identified byeruanbl by

percentage to ensure that the reader is fully aware of the sample size.

L NBSOSAOSR (GSIFOKSNEQ O2ydl O RSGFAftAaZT YIAYyfE
above, and | emailed each teacher. | thanked them for their willingness tizipate in the

research and for their agreement to complete the questionnaire. | attached the

questionnaire and requested that it be completed and returned to me by email at their

convenience.
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Table 4.1, gives an account of the number of questionnaires issued and returned from each

area together with the relevant percentages.

Table 4.1: Questionnaires issued and returned
Sent Returned | Reminder| Retuned | Reminder| Returned | Total Total
Oct/Nov | Nov/Dec | Sent Aug/ sent after Issued | returned
2009 2009 Aug Sept April April
2010 2010 2011 2011
Ireland
Education Centres 102 54 48 10 37 10 102 74
School 8 5 3 1 8 6
Postgraduate Students | 23 6 17 4 23 10
133 65 68 15 37 10 133 90
48.87% 11.27% 7.5% 67.66%
Canada
British Columbia 41 22 19 4 41 26
Ontario 63 28 35 6 63 34
104 50 54 10 104 60
48% 9.61% 57.69%
Scotland 23 10 13 2 23 12
43.47% 8.69% 52.17%
South Australia 12 2 10 4 12 6
16.66% 33.33% 50%
Totals 272 127 145 31 37 10 272 168
46.7% 11.4% 3.7% 61.74%

The first issue of the questionnaire took place between late October and early November
2009. The overall response rate at the end of December 2009 was 46.7%. A reminder,
including the questionnaire, was sent in August 2010 and this brought a furthesnss of

11.4% by September 2010, the accumulated response then being 58%. At the risk of
harassing people, a final effort to increase the response rate was made in April 2011 with
reminders and repeat questionnaires being sent to Irish respondents oifilgis was
supported by my supervisor who agreed that the validity of the Irish response would be
strengthened by an increased return of completed questionnaires. This brought a further

7.5% response which increased the Irish response from 60% to n8atly 6

The overall total number of questionnaires issued was 272 of which 168 were completed
and returned yielding a response of nearly 62%. Cohen et al (2007) quote the Office of

Population Census and Surveys (OPCS) which typically receives 40% r&wingdhe
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original dispatch of a public survey, with three subsequent reminders yielding a further
20%, 10%, and 5% respectively, totalling 75% (p.346). The initial response to the
questionnaire issued as part of this study exceeded that of the OPGfidbudt match it in

the follow-up receipts. This may have been due to the time lapse between reminders.

At varying stages, a number of respondents gave reasons why it had not been possible to
complete the questionnaire and they promised that it woblel done within a given period
ranging from days to weeks. A number of people made no response to the first or second
issue. A number promised to make a return but all did not do so. The latter was
disappointing and somewhat frustrating but | had to gutcehat it would not be
appropriate to make further contact. It brought home to me how dependent a researcher
is on the willingness and goodwill of survey participants and | appreciate that much

gratitude is owed to those who become involved.

The questinnaire respondents were guaranteed that their responses would be treated as
anonymous and that any data being used would be anonymised. For the purpose of
recording incoming completed questionnaires, and to facilitate categorisation for analysis
of the data, it was necessary for me, as researcher, to be able to identify respondents. To
this end, an Access Spreadsheet was set up to record the names, email addresses and
region/category from which the respondents were drawn. A reference code was given to
each participant, based on the initials of the region/category together with a number. As
the gquestionnaires were returned by email, the reference code was entered as a Footer to
the questionnaire, preserving the anonymity of the respondents as promiseereraccess

to the original returns might be required by my supervisor or external examiners. The
questionnaires were marked "returned" on the Access Spreadsheet and they were stored in
a Returned Questionnaires electronic folder. They were also priatedthe hard copies

were filed according to region.

This questionnaire, dealing as it did with the subject of CPD for teachers, was highly
relevant to the respondents as teachers and that, | believe, would have enticed them to
treat it seriously, to corider their opinions carefully and to choose their responses with
honesty and integrity. | also became aware, from the many notes and messages
accompanying the returned questionnaire, that teachers were indeed very interested in the
topic and many expresseal wish to read the thesis following its completion. Having said
that, | also recognise that for some it may have been a chore to which they attended

without wholehearted interest or diligence. Cohen et al (2007) are clear in their
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understanding of thispa A G A2y 6KSy G(GKSé& aidldS GKIFIG awSalL
completing a questionnaire. They might be strongly encouraged, but the decision whether

G2 0S02YS Ay@2ft SR YR ¢KSYy (G2 S6AGKRNI g FNP
318).

The quesbnnaires generated a very large amount of data. There were 22 questions, each
with a number of potential responses, so the total number of responses from a participant
could be 215. While all responses were not going to be discussed in the analyss of t
findings, it would be necessary to give the overview of responses from the aggregated
whole, i.e., all respondents from the regions surveyed. It was also deemed necessary to be
able to query the data across a range of criteria, i.e., by individuadnely gender, by age,

by sector, by qualifications, by experience and by a combination of any one or more of

these, if necessary.

An IT programmer set up the data entry system for me. An Excel Spreadsheet with drop
down menus customised to the questiorira was created to enter the data from the
completed questionnaires and | personally entered all the data manually. A computer
package could have been used for this purpose such as the Statistical Package for Social
Sciences (SPSS), which is commonly meedadays. In handling the large volume of
material manually, | wondered would an IT package have been a more efficient way of
doing it so | sought the advice of an IT consultant with a view to converting the data into
SPSS, if feasible. Having seenvibek to date, the consultant was satisfied that converting

the data to SPSS would not give me any advantage with regard to the processing and
presentation of the data over and above the system which was created for me by the IT
Programmer. | was happy fwoceed as initially planned and | recognised that my own
handling of the data, rather than processing it through a standardised computer package,

helped me to become familiar with emerging trends in the responses.

It is important to state at this stage¢hat the statistical evidence produced by the
questionnaire data was not going to be defined, analysed or summarised according to
0§SOKYAOFf F2NXNdz I ST RAaAOdzaaSR o0& [/ 2KSy SiG If
adlk daaidwiedadtwod 2¥ESR 1Sadaés aRSLISYRSyYyd | yR
suchlike (pp.50%05). The empirical dimension of the research was not the centrepiece of

the study, but was largely preparatory to the qualitative study. The questionnaire was

chiefly used to estblish the attitudes of a wide sample of teachers to CPD.
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However, in preparation for setting up the interviews, the presentation of the statistical
evidence as stacked bar charts and pivot tables would satisfy that which Cohen et al (2007)
describe as

a form of analysis which is responsive to the data being presented, and is

most closely concerned with seeing what the data themselves suggest, akin

to a detective following a line of evidence. The data are usually descriptive.

Here much is made of visuakchniques of data presentation. Hence

frequencies and percentages, and forms of graphical presentation are often
used (p.506607).

I conducted a final check on the accuracy of all data entered with the assistance of a
colleague. This involved lookingraore than 35,000 response boxes. It was a painstaking

exercise and required high levels of concentration. A small number of errors was detected

and corrected. This checking exercise also provided an opportunity to make final decisions

with regard to anbiguity in some responses where people simultaneously indicated
FINBSYSYy(d FyR RA&aFIANBSYSYyd 6AGK a2Y$8 adrasSy:
were not absolutely clear, the response was omitted. This is in line with decisions made by
returning offcers at election counts where ballot papers have not been completed as
RANBOGSR odzi GKS @20SNDa AyaSyiadirzy Aa 200Ai2d
being voted for. Despite being a tireensuming exercise, | regarded it as being

worthwhile as it enabled me to state with assurance that all data from the questionnaires

had been entered accurately.

4.1.2 Interviews with individual stakeholders

Interviews were chosen as a research method to elicit the views of key stakeholders in
educah 2y GAGK NBIINR G2 GSFOKAY3a IyR GSIFOKSNAQ
to collect qualitative data for the study. Cohen et al point (2007) point out that:
interviews enable participantg be they interviewers or interviewees to
discuss leir interpretations of the world in which they live, and to express
K2¢g GKS@ NBIFNR aAilddza GA2ya FTNRBY GKSANI 26\
AYGSNIBASSG Aa y20 arayvyLie O2yOSNYySR gAlK O
life itself, its human embeddeuss is inescapable (p.349).
The stakeholder groups in Ireland areo a large extent, partners in the process of
education policy formulation and this is implemented through their participation in
statutory bodies such as the Teaching Council anddte $tgencies such as the National
Council for Curriculum and Assessment (NCCA). Bearing in mind their potential
O2yGNROGdziA2Yy (23X YR AyFitdzsSyOS 2y5> 7Fdzii dzZNB |
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important to interview key people in each of the staketmidyroups. Consequently, the

number selected for interview was quite large but the omission of any of them could have
AaSNISR (2 RSYAINIGS GKS 3INRJzZIQE NRES Ay (K.
diminished the representational nature of the datahoped to garner as the range of
stakeholder representation provided a rich and diverse set of perspectives on the subject of

S OKSNARQ /t50®

¢tKS RSaAdy 2F (GKS AyiSNBASga O2yil AySR St
| 2y GAYydzzyé I & 1D98paidbdllowds® a SNNA I Y

Table 4.2: Interview Structure ContinuuiMerriam (1998:73)

Highly Structured/ Semistructured Unstructured/Informal
Standardized

Wording of questions Mix of more and lessstructured | Openended questions
predetermined guestions

Order of questions Flexible, exploratory

Predetermined

Oral form of a survey More like a conversation

The wording of the interview questions was predetermined but the questions were-open
ended to facilitate elaborated responses rather than close@ quii A 2 y &> NI |j dzA NR y':
ay2¢ | yasSNaO® ¢tKS 2NRSNJ 2F GKS JjdzSaiArzya
logical, sequential pattern. A copy of the interview agenda is available at Appendix 5 (p.23,
Vol.2). There was provision for a mix of more dessstructured questions to facilitate
addzLILX SYSYy G NE ljdzSadAazya G2 F2ftt26 2y FNRY (fF
interviews to be flexible and exploratory, allowing the interviewees to give perspectives
which were unique to their situatian While the interviews were not an oral form of the
questionnaire, the set of questions was linked to the questions in the questionnaire in
order to provide a qualitative dimension to the research which could be linked to the
quantitative data. The aim as that the tenor of the interviews would be like a
conversation where the interviewees would be at their ease and would feel free to speak
candidly. Thus, while the interviews could largely be described asstamtured, they
O2y T2 N)XSR (2 8)acSoNMandaiof én a blended) approach:

In most studies the researcher can combine all three types of interviewing so

that some standardized information is obtained, some of the same -open

ended questions are asked of all participants, and some tinspést in an
unstructured mode so that fresh insights and new information can emerge

(p-75).
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The majority of interviews were conducted with key stakeholders from the education scene

in Ireland who held senior positions/leadership roles and were responsislgolicy

making and strategic planning. ¢mall number of interviews were conducted with

personnel in the international jurisdictions, mainly where teachers completed
questionnaires. The maitiakeholders in education in the Irish system #ne Depatment

of Education and Skills, Teacher Educators, Teacher Unions, School Management Bodies,

t FNBydG ! 3a20A1F0GA2yas tNAYOALIfaAaQ tNRFSaarzyl

statutory and support agencies.

The interviewees were selected on theadis of the potential quality rather than the

jdzl yiAGe 2F GKSANI O2y(iNROdziA2yas O2y OdzZNNAy 3
not the number of respondents but the potential of each person to contribute to the
development of insight and undetsty RAy 3 2F (KS LIHnSs¢lectin$ie y ¢ o6 LI
sample group forordo2 Y S AYUiSNBASsazr aStAGS AYyUSNBASGHA
(2004) was used. These authors say that

This may be defined both in terms of tterget groupd SA y 3 & GRFRMBRE |y
of some kind, and theesearch techniquased, most characteristically what is
known as semé (0 NHzO G dzZNB R A Yy (i S NIJ A SebtivgsToxobtdiri S y
information about decisioamakers and decisioN | 1 A y 3 LINR OS
characterized by a situatiom which the balance is usually in favour of the
respondent...because of their high level of knowledge of the subject matter
dzy RSNJ RA&aOdzaaAz2y YR GKSANI ISYySNrf AydaSt
respondents may count more than others in terms béit influence on the
decisionmaking process (p.205).

D¢ =

a

From my most recent and previous roles in the Irish education system, | was familiar with

the roles played by various people in the stakeholder groups. | leveraged my network of
professional contat & I+ AY SR GKNRdzZAK2dzi Y& LINRPFSaairzyl f
That is, | had access to domains of knowledge and personnel not readily available to other
researchers. | identified the key people | wanted to interview, these being in very senior
positions in the bodies/organisations identified above. | approached them in person, by
telephone and/or by email, requesting their -operation in agreeing to be interviewed. |

was fortunate that | had direct access to each person | identified for ienand |

received no refusal to my request. With regard to the number to be interviewed, |
considered carefully who could contribute most to the research rather than deciding on a

particular number to be interviewed. Burnham et al (2004) state that:
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researchers tend to undertake too many interviews, thus extending the

O2YLX SGA2y GAYS FT2N) GKS LINR2SOGXI LRAYD
interview yields diminishing returns. One needs to be able to recognize when

0KS Gal GdzNY GA2y Lidey Oféinterkigws WMidre @ISR Ay |
interview is adding relatively little to the stock of information or
understanding. Bearing in mind all these caveats3@@nterviews might be

a reasonable target for a project in which elite intewiag was the princial

method (p208).

While the foregoing may be valid, the interview schedule for this study was set up some

weeks in advance of conducting the interviews and it would not have been desirable to

cancel interviews at any stage on the basis of having reachad- ( dzNJ G A2y L2 A Y {
inevitable that there would be some overlap and repetition, given the ekosenature of

the lIrish education stakeholder community. However, this need not be construed as

GF RRAY3 NBtFIGADStEe fARNX By RENBKSYRAZD] ©2FL QG
hear the views of each stakeholder group and any repetition which emerged reinforced
a2YS O2YYz2yteé KStR @OASga yR 2LAYA2YyaA | 02 dz
As it happens, interviews were conductedw?8 people, coinciding with the range of-20

30 suggested by Burnham et al (2004). For the purpose of anonymity, | assigned an

identification code to each participant, as outlined in Table 4.3.

Table 4.3: Identification codes for stakeholder interviewse

No. Code Group/Organisation
1 TE1 Teacher Educator
2 TE2 Teacher Educator
3 TE3 Teacher Educator
4 TE4 Teacher Educator
5 DES1 Department of Education and Skills
6 DES2 Department of Education and Skills
7 DES3 Department of Education and Skills
8 EC1 Education Centre
9 EC2 Education Centre
10 SS1 In-career Support Service
11 SS2 In-career Support Service
12 P1 bliaAaz2ylt tIFINBydao 1aaz20
13 P2 blFdA2yLFf tFENBydGaQ 13aaz20
14 PPM1 Postprimary Management Body
15 PPM2 PostprimaryManagement Body
16 PPM3 Postprimary Management Body
17 PM1 Primary Management Body
18 PM2 Primary Management Body
19 TU1 ¢SFEOKSNEQ ! yAzy
20 TU2 ¢SFEOKSNBEQ ! yAzy
21 TU3 ¢SIFOKSNEQ ! yA2Y
22 PT1 t NAYOALIf ¢SIFOKSNEQ ! 3aa2
23 PT2 Principalt SI OKSNEQ ! 3a20Al (A 2y
24 TC1 Teaching Council (Ireland)
25 TC2 Teaching Council (Ireland)
26 Intl Teaching Council (International)
27 Int2 Teaching Council (International)
28 Int3 Teaching Council (International)
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It may be worth noting that there was a gap of some weeks between the first six and
subsequent interviews. This allowed time to listen to the interviews and to consider the
appropriateness of the style of interviewing, the content and sequence of thetipuns

and the opportunities provided for interviewees to contribute relevant information above
and beyond that which was explicitly sought. | considered that my input in a few instances,
my own contributions, could be more concise and | resolved to barewf this and to

curtail my style of questioning.

¢CKS YlI22NA(Ge 2F AYyGSNWBASsa oSNB O2yRdzOGSR Ay
was usually their place of work. Three interviews were conducted via Skype, one was by
telephone and all weregecorded. A number of interviewees requested and received the
questions in advance. One could say that this afforded those participants an opportunity

to prepare their answers while others had to reply spontaneously as the questions were

posed during lie interview. Some might say that the latter yields a more honest response.

| respected that those being interviewed were responding with integrity, regardless of
answers being prepared in advance or not. In any case, | could not risk refusing teegive t
guestions in advance as this could in turn lead to a refusal to be interviewed. Also, from my
LINEGA2dza LISNRE2Y ! § 1y26ft SRIS 2F (GKS AyidSN]
communication, | judged that people were speaking from conviction rather thangtrp
O2YL}2asS GKS GNARIAKGE FyasSNBRO®

At the beginning of the interview, the interviewee was thanked for agreeing to participate

and the purpose of the study was outlined. Anonymity was promised and interviewees

were assured that if the researcher wantéat any reason to quote them by name, their
permission to do so would be sought in advance. The interviewees received explicit
assurance with regard to the value of their contribution, but this was also implicit as the
interviewees could assume they werelacted on purpose because, as Merriam (1998)

I NBdzS&a> (GKS® GKIFIR a2YSGKAy3I (2 O2yGNROdzi SXIy
2F AYUGSNB&ald (2 GKS NBaSI NDKSNE o6Lpyno o

All 28 stakeholder interviews and the 4 focus group interviews were recorded tigth
agreement of the participants using an iPad and the recording was later transferred to a PC.
. SAy3 NBO2NRSR RAR y2i aSSy (2 AYyGSNFSNB 4

conversation.
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At all times, | was conscious of maintaining a pace anditbigh best accommodated the
AYGSNIBASSESSQa O2yaAiARSNIrdGAz2zy |yR LINRPOSaaAy3
(1998) guidance that:

Being sensitive in the datgathering phase of the study involves a keen

aSyasS 2F GAYAYAXLY A yguhsriN@aldvdok siehcer & Y S| y a

when to probe more deeply, when to change the direction of the interview.

Every sense of the investigator must be alert to the cues and nuances
provided by the context (p.22).

| considered the advantages and disadvantages sifigu the MaxQData software for
analysing the qualitative datadVhile | could have used this package, | did not see that it
would enhance the analysis of findings from the interviews as it appeared to be a very
mechanistic method of measuring responses eaththan allowing for professional
judgement and discernment to be used in handling and interpreting the data. MaxQData
also requires transcripts and | had decided at that stage, in consultation with my supervisor,
not to transcribe the interviews becausé the volume of data involved. | was also given to
understand that listening to the recordings, or selections thereof, provides a richer
experience for those with access to them than that gained when reading a transcript. This,
of course, may be a matteof personal preference. However, as it happens, all of the
recordings of the 28 stakeholder interviews and of the 4 focus group interviews were
transcribed in full amounting to over 325,000 words. Hard copies of all the transcripts are
being provided dr the examiners as a case record for this thesis. An electronic version of
the transcripts together with the audio recordings of the 32 interviews are also being

provided on a USB Memory Key.

4.1.3 Focus group interviews with teachers

The reason fortOK2 2 dAy 3 F20dza 3INRdzL AYUSNBASsa o1t a

I NP dzy Ré -td-fgce situatfoh, @SJurther explore some of the areas covered in the
questionnaire survey. SaviBaden and Howell Major (2013) agree that focus group

Ay (i SNIDA SforanRSEILII K2 RA &2 O0dzaadaAz2zy YR TFT2NJ RSGSt 2 LIV
NBadzZ & Ay AYyTF2N¥IGA2Y 0SAy3a 3ISYSNIGSR Y2NB
KIgS | KAIK FIOS GlLtARAGEE 6 LIPoy o ® ¢tKS ¥F2
and postprimary teachers.The findings from the questionnaire survey set up the agenda

of issues to be explored at these meetings.

The design of the focus groups interviews was based on a groug, & tachers sitting

around a table having a guided conversgitio 2y (Sl OKSNEQ /t5® ¢tKS R
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would be around one to one and a half hours. The focus group interviews would be

recorded on an iPad and later transferred to a PC.

The questions which were put to focus group participants followed theepatof the

survey questionnaire and the individual interviews. This accords with -Baden and

| 2¢6Stf al22NRa oHnmoO GRBLATFAOIGAZ2Y GKFIG ac2cC
alYyS OFGdS3z2NrRSa GKF G |1jdzSadd A )yltawvashirapbidarkt yidk A JA R dzl
this was so as the responses would be used in triangulating and/or differentiating the data
which would result from the three research methods being used. The design of the focus
group interviews allowed for only some participartb respond to every question as it was
anticipated that there would be much repetition if everyone answered each question. This
would also be tantamount to conducting a number of individual interviews simultaneously.

To reduce repetition, it was plandehat some individual responses would be followed by

the researcher seeking an indication of agreement or disagreement from the other
LI NOAOALI yia 6A0GK AYyUiSNBSOUA2Yya &adzOK | a daA
anyone have a differeddA Sg K¢ ¢ KNRdzAK fAaiSyAy3a yR 206aSN

QX

to make a judgement on the use of this strategy at any given time during the discussion.

As with the questionnaire survey, the aim was to have male and female teachers from the
primary and posprimary sectors, from varying aggoups and with various experiences of

initial teacher education and of CPD.

Table 4.4 gives the composition andiew of the focus groups:

Table 4.4: Composition and coding of the focus groups
Primary Focus Group A Primary Focus Group B
Participant Codes Participant Codes
P/A/1 = Primary/Focus Group A/No. 1 o
P/A/2 = Primary/Focus Group A/No. 2 P/B/1 : Pr!mary/Focus Group B/No. 1

o P/B/2 = Primary/Focus Group B/No. 2
P/A/3 = Primay/Focus Group A/No. 3 o

. P/B/3 = Primary/Focus Group B/No. 3
P/A/4 = Primary/Focus Group A/No. 4 .

o P/B/4 = Primary/Focus Group B/No. 4
PIA/S = Primary/Focus Group A/No. 5 P/B/5 = Primary/Focus Group B/No. 5
P/A/6 = Primary/Focus Group A/No. 6 - y P '
P/AI7 = Primary/Focus Group A/No. 7
PostPrimary Focus Group A PostPrimary Focus Group B
Participant Codes Participant Codes
PP/A/1 = PodPrimary/Focus Group A/No. 1 _ .
PPA/2 = PosPrimary/Focus Group A/No. 2 PP/B/1 B Posﬁ’r!mary/Focus Group B/No. 1

_ : PP/B/2 = Pod®rimary/Focus GrouB/No. 2
PP/A/3 = PodPrimary/Focus Group A/No. 3 _ .
_ : PP/B/3 = Pod®rimary/Focus Group B/No. 3

PP/A/4 = PosPrimary/Focus Group A/No. 4 PP/B/4A = Poserimarv/Focus Group B/No. 4
PP/A/5 = PodPrimary/Focus Group A/No. 5 - y P '
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| used purposeful sampling as a guide in selecting the groups, but also availed of
opportunity sampling, as my own professional role brought me into contaitt & wide

range of potentiallydatarich informants. In one case, the Director of an Education Centre
selected the teachers and organised the venue. In two cases, a lead person was asked to
find a group. In another case, the researcher selected indavigarticipants and brought

them together.

Of the three research methods, the focus group interviews were the most difficult to
organise. Furthermore, finding a willing group of teachimn the Teaching Council

namely Primary Group A, proved to beetimost problematic. A number of Teaching

Council personnel had been interviewed on a ¢o@ne basis, as stakeholders, but | also

wanted to have a focus group interview with teacher members of the Council. | regarded

this as important as the formulayp 2 F L}t A0& 2y (GSIFOKSNBRQ /t5
| 2dzy OAf Qa NBalLRyaiAoAfAded I ydzZYoSNJ 2F I L
Executive Officer (CEO), who explained about my research at a Council meeting. The CEO
sought volunteers who wouldneet me on a date a month hence when | knew all the

Council members would be meeting for part of the day. There was no response until the

day of the proposed meeting and then only three primary teachers responded, a number

that was not regarded as viablerfa focus group interview. The CEO again reminded
members about the study and asked anyone who was interested in participating to contact

me. Again, the same three teachers responded and | decided to go ahead with this group

with one of them agreeing téind others from among Council members to join them, which

she did.

Focus group participants met over tea/coffee and refreshments before the focus group
interviews began. This allowed introductions to be made where people did not know each
other previaisly and it helped to put the participants at their ease. At the beginning of the
interview, the researcher thanked the participants for agreeing to be present and for giving
of their time so generously. The purpose of the research was outlined andiparti
confidentiality and anonymity in reporting the outcome of the interview were assured.
Participants were asked to respect the confidentiality of what would be said and not to

ARSYGATE 2NJ RAZOt2aS8 SHOK 20KSNDRa O2yd NR 6 dzi A

TKS F20dza 3INRBdAzL) [dzSaidAz2yAy3d az2dzaAKd G2 St AOA

as they were at the time of the interview, to allow them to speak with their full voice and to
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give full expression to their views as currently held. These views cbalinge over time.

Even where elements of a transformational approach existed they might not have thought

it through, e.g., what would this commit us to in practice?posing the questions and
prompting discussion where necessary, as researcher | askumhe role of
researcher/moderator, as defined by Sa#aden and Howell Major (2013). They state
GKFG a¢KS Y2RSNIG2N) KFa &aS@SNIt AYLERNIFyY
interviews, including listening, observing and ndté | A y 3 £-38Q). LIlhisy ofurtioer
StFo2NXGS 2y (GKS NBaSINOKSNRa NRftS la alaj
conducting the meetings, | adopted and integrated these roles with the exception of note
taking, which was not a significant task, except where | needgdttprompts as reminders

for myself with regard to supplementary questions arising from the discussion.

As with the individual interviews, the four focus group interviews were recorded on an iPad
and transferred to a PC. A brief recording sound test was conducted with each participant
in situ before the interview began to ensure that they were close endiagthe iPad.
Despite this, the quality of the recording was not as good in all cases as was achieved in the
one-to-one interviews. This was sometimes due to the participant moving back from the

iPad and in some cases the participant spoke in loweredsone

4.2 Collating and analysing the data

The following paragraphs outline the procedures and methods used to analyse the data
from the three research sources detailed in this chapter, namely the guestionnaires to
teachers, the individual interviews with stakeholders and the focus group intervidthis
teachers. While the findings from each will be presented separately in Chaptérs 5

inclusive, there will be cross referencing between them, as appropriate.

Firstly, the questionnaire data for every question and its subset of responses were dollate
and presented in stacked bar charts and pivot tables, looking at the composite picture
across all four geographical regions and then at the regions as separate entities. Further
comparisons within and across the regions were differentiated and presetearding to
teaching sector, qualifications, age and gender. From these charts and tables it was
possible to harvest much information on the lives of teachers in relation to their
professional journey, as told by the teachers themselves. The data wleamost relevant

to the study in addressing the research question on the transformational dimension of CPD

are analysed and discussed in Chapter 5. It would not be feasible to present all of the data
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in the text of this study. A full set of 187 Bar Chadiving the composite response from
each of the four jurisdictions, for each part of each question, is included in Appendices 9

22 (pp.27%146, Vol.2).

The interview recordings from the individual interviews and from the focus group
interviews were listned to a number of times. For each interview, at the first listening,
brief notes were made and the overall sense of the interview was recalled. At the second
listening, more detailed notes were taken and responses were categorised and entered on
a tabk customised to each section or theme of the interview. It then became apparent to
me that | needed to be able to read as well as hear the full detail of the interviews to do
justice to the contributions and to capture some fine nuancing. Thereforedéntmok to
transcribe the individual and the focus group interviews in full. This was a mammoth task,
amounting to over 264,500 words in the individual interviews and over 61,000 words in the

focus group interviews.

When the transcripts were completedhe material from each individual interview and

from each focus group interview was categorised according to the interview themes, i.e.
motivation to teach; initial teacher education; professional identity; public perception of
GSFOKAY3IT (ihde ®KS®MiBuiRg pofedsiSndlidevelopment; the benefits of
continuing professional development; the development of a collaborative culture in Irish
a0K22fa |yR FdzidzZNB LINRPGAAAZ2Y FT2NJ GSIF OKSNEQ (
The material ér each theme was then collated, a) for the individual interviews and b) for

the focus groups, containing a substantial bank of data for each theme. The individual
AYGSNIBASESSAaQ FyYyR (GKS F20dza 3INRdAzLJAQ ARSy (A
thematicaly collated data for the purpose of analysis. Each set of thematic data was
AONHzOAYAAaSRE AYGSNNRIFGSR FYyR FylfeaSR G2
collective thoughts, opinions and perceptions. Based on the analysis of the material,
suitabS  ljdz21Sa ¢SNBE &St SOGUSR gKAOK NBLINBaSyuSHK
enabled the building of the research narrative in Chapters®%inclusive. The data were

also very valuable in providing details for the compilation of response charts which

illustrated the findings from the interviews.
Conclusion

Having given an account and justification of the research procedure in this chapter, the next

chapter, Chapter 5, will present and analyse the findings from the data which was
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generated by the guestitmaire survey. Chapters 6 and 7 will present and analyse the
findings from the individual interviews with stakeholders. Chapter 8 and 9 will present and

analyse the findings from the interviews with the teacher focus groups.
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Chapter 5

Questionnaire Fidings: Presentation and Analysis

Introduction

This chapter presents and analyses the findings from the questionnaire survey conducted
with teachers in Ireland, Canada, Scotland and Australia. The main findings from each
theme in the completed questionma&s are set out in this chapter in the same sequence as
the themes were set out in the questionnaire, i.e., motivation to teach, initial teacher
education, professional identity, experience of continuing professional development and
the future of CPD. Is intended that the analysis will sharpen the focus on a number of key
issues under each of these themes. We will return to these issues in Chapter 10 where they
will be considered in conjunction with the findings from the individual interviews with
stakeholders (Chapters 6 and 7) and the focus group interviews with teachers (Chapters 8
and 9).

In this chapter, the sequence of the presentation of findings and the analysis for each
theme will be as follows:i)(an introduction to the question(s) in each theme; (ii) the
findings from the responses to the question(s) as illustrated in accompanying bar charts,
charts labelled (a) representing the responses from the Irish teachers and those labelled (b)
representirg all 168 teachers who participated in the survey; (iii) a brief analysis of the

most significant findings from each theme.

5.1 Overview of theQuestionnaire Survey

A Questionnaire (Appendix 2, p.2, Vol.2) was issued to a total of 272 teachers iruthe fo
areas mentioned above. Further details of the survey are given in Chapter 4. It was
intended that the responses to the questionnaire would inform the thrust of the individual

interviews with stakeholders and the focus group interviews with teachers.

The following is a brief recap on the details of the questionnaire. There were 22 questions

Ay it 0SIAYYAYy3I gAGK (GKS NBaALRYRSYy:GaQ LINE-
to teach; Initial Teacher Education; professional identity; experientecontinuing

professional development and continuing professional development in the future. Each

question had a set of proposed responses which the respondents could choose and/or rank
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order, as appropriate. There was also an optional Comment spackeaend of each
jdzSaGA2yQa aSi 2F NBaLRyaSao I aYlff YAy2NA

The order of the questions was intended to create a chronological sequence, taking the
respondent on a careefiocused journey in relation to his/her expeniee of the continuum

of teacher education. It was hoped that this would be a reflective process which would
AYF2NY GKS NBaLRyRSyldiQa G(GKAY(1Ay3d FyRZ GKSNBF

The 168 completed questionnaires which were received from teachers equallédo62ll

those who were invited to participate across the four jurisdictions. When analysed
separately, the total response rate from teachers in Ireland was 68%. The large volume of
data which was generated by the completed questionnaires required addcselection of

the most relevant responses which would best address the research questwh the
purpose of the study, i.e., to inform the formulation of a CPD framework which would

facilitate transformative CPD for teachers.

5.2 Presenting andAnalysing the Questionnaire Findings

The bar charts presented in this chapter feature the responses from teachers in Ireland
separately from those of the combined 168 respondents (in which the Irish respondents are
also included). Apart from the findingsesented in this chapter, many responses have
been further analysed for which charts have been included at Appendi2@q8p. 27146,

Vol.2) as indicated in Chapter 4. Where any of these further analyses contribute to a
deeper understanding of the fifiggs presented in this chapter, they are referenced in this
chapter. It would have been possible to produce many more charts, drilling into each
response according to various criteria, e.g., age, gender, teaching sector and teaching
experience. A judgemernad to be made, however, with regard to the inclusion of those

which would add greatest value to the thesis.

The following brief guide to viewing the data in the charts in this chapter may be helpful:
W These arecoloud2 RSR aaidl O]l SRé o6 NJ OKI NI &
w The itle of each chart corresponds with the relevant question in the questionnaire
w The bottom horizontal axis shows the number and text of each response, the text
from the Questionnaire being abbreviated in some cases to fit the chart
w Each bar (column) repsents the responses
w The colours on each bar indicate the choice and/or ranking of the responses
w ¢KS 1S@& G2 SIFIOK O2f2dzNJ Aa 3IAGSYy Ay (KS a]
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w There are two charts for each question:
o the (a) charts represent the cohort of Irish respondents and

o the (b) charts represent the combined responses of all 168 respondents.

5.2.1 wSaLRyRSyiaQ tNRFALf SA

This section dealt with Questions -18 and gathered information with regard to the
responde/ 1 A Q LISNER2YIlIf |yR LINRPFSaaazylf RSGFAfa&®
been decided to include only the data from Questiong 4 dealing with the education

sector in which the respondent is teaching, i.e., primary or fposhary, number of gars

teaching experience, gender and age. Questiors&relating to teaching and nen

teaching qualifications, current teaching role and number of years service in each school
where the respondent taught are being omitted. While it would be interggstim analyse

this data, it would not add significant value to the study.

The tables are as follows:

Table 5.1 Number of respondents by teaching sector
from 4 jurisdictions

Table 5.2 Percentage of respondents by teaching sector
From 4 jurisdictions

Table 5.3 Number of respondents by teaching experience
from 4 jurisdictions

Table 5.4 Percentage of respondents by teaching experience
from 4 jurisdictions

Table 5.5 Number of respondents by gender/age
from 4 jurisdictions

Table 5.6 Percentage ofespondents by gender/ age
from 4 jurisdictions

Table 5.7 Number of respondents by gender/sector/age
from 4 jurisdictions

Table 5.8 Percentage of respondents by gender/sector/age from

4 jurisdictions
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Table 5.1:  Number of respondents by teachingector from 4 jurisdictions

Count of Responders by Sector
100

90

80

70

60

50 B Primary

M Post-Primary

40

30

20

. L

. .

IRELAND CANADA SCOTLAND AUSTRALIA

Table 5.2:  Percentage of respondents by teaching sector from 4 jurisdictions

% of Responders by Sector
100%

90%
80%
70%
60%
50%
40%
30%
20%
10%

0%

IRELAND CANADA SCOTLAND AUSTRALIA

m Primary

 Post-Primary
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Table 5.3:  Number of respondents by teaching experience from 4 jurisdictions

Count of Responders by Experience

100

90

80

70

60 W 31-40 years
m21-30 years

50
W 11-20 years

40 m6-10years
m0-5 years

30

20
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0 I

IRELAND CANADA SCOTLAND AUSTRALIA

Table 5.4.  Percentage of respondents by teaching experience from 4
jurisdictions

% of Responders by Experience

100%
90%
80%
70%
60% W 31-40 years
m 21-30 years
50%
M 11-20 years
20% M 6-10vyears
W 0-5years
30%
20%
10%
0%

IRELAND CANADA SCOTLAND AUSTRALIA
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Table 5.5;
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Table 5.6:
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% of Responders by Region, Gender, Age
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86

SCOTLAND

Female Male

AUSTRALIA

Number of respondents by gender/age from 4 jurisdictions
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Table 5.7:
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5.2.2 Motivation to Teach

This section deals with Qs. 9 and 10, documenting motivating factors in choosing teaching

as a profession and the influence of significant people in making this choice. In Q.9
NBEaLRyRSyta ¢SNB [a1lSR dhy NBTESOUA#g:E oKL U
responses, 9.0t 9.15, are charted in Table 5.9(a): Irish respondents and Table 5.9(b): all
NBaLR2yRSyi(iao® vdzSadAz2y wmn a1 SR a2K2k oKL
and the responses 10.0110.8 are charted in Tables 5.10(a): Irish rexfents and Table

5.10(b): all respondents. This information could be important when considering the need

for opportunities for regenerative CPD where teachers may need to be refocused -and re

enthused.

The reader is reminded here that in this chapter, tfe@ tables refer to the Irish
respondents only and the (b) tables refer to all respondents. A complete set of bar charts,
illustrating the results for each proposed response in the questionnaire, analysed by region,
is available for Question 9 at Apperd (pp.2735, Vol.2), and for Question 10 at Appendix

10 (pp.3640, Vol.2) .

Both the Irish and international teacher participants in this stutBarly stated that the
Y230 AYLRNIIYd NBlFazya FT2N glyidAay3a G2 o6S |

[N

work with children/young people" (9.02) and "to impart knowledge" (9.03). The lowest
NIylAy3a NBFa2ya ¢SNB IAGSY H1Y anthdiiR2 KK IABS & K22\
holidays" (9.12). These results correlate closely with the findings of Canrinus et al (2011)
from their research data on 1,214 secondary school teachers in the Netherlands in relation
G2 GSFOKSNBRQ aSyasS 2F LINRPFSaarz2ylft ARSydAde
XGKS F'yYasgSNBYREGRIK&S2UBYY 2y (S OKSNAQ NI
0SSl OKSNJ NBuwh&king &tR childiférr and adolescentsad been
mentioned by the highest percentage of teacheisove for subject matter,
transfer of knowledge and skilland intrinsic career valugreferring to

interest in teaching and always having wanted to become a teacher) are the
three most mentioned reasons (p.602).

With regard to Q.10, on who/what influenced them to be teachers, the majority of Irish and
international respondents chose 10.05, saying that they were-selfivated. After sel
motivation, the questionnaire respondents said that teachers and parents had the greatest

influence on their decision to become teachers.
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Table 5.9(a): Motivation to be a teacherg Irish Respondents
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Table 5.9(b): Motivation to be a teacherg All Respondents

100%
90%
80%

m No Response
70%

(=)

60% m Unimportant

50% m Important
40% B Quite Important

30%

(=)

m Very Important
20%

=)

10%

0%

90



It is heartening that teachers want to impathowledge, to share their own love of learning
FyR G2 YF1S F RAFTFSNBYOS Ay (KSAN) atdRSydaQ
framework for transformative CPD for teachers. The importance of transformative learning for
teachers, in relaon to understanding students and making a difference, is highlighted by

Cranton and Carusetta (2004) who state that

As the frame of reference for the concept of student becomes more open
and permeable through transformative learning, it allows for the
development of genuine relationships with students in which the educator
makes a difference in their lives and feels a difference in his/her life (p.291).

Making a difference is fundamental to the aims of education in the Introduction to the Primary
Schod / dzNNX Odzf dzY Odmpppd ¢KAOK adl dSa GKI-G a9R
to-day development of the child and in contributing to the personal, social, cultural and
economic fulfilment of the future adui ®¢ 6 LI® G A A incheilpbfessidaal fole &2 y (i SE
educators of young people, teachers bear much responsibility for the fulfilment of the aims of
SRdzOF A2y ® CKSNBT2NBS Al A& 62NIK SEFYAYAY:S
the profession, as illustrated in Tables Pénd 9(b). To do this, the three highest ranking

responses are considered separately at first and then as an integrated whole.

CANBGEEY aYIFI{Ay3a I RAFFSNBYyOS¢ OFyYy YSIy ONSBI
an agent of transformation or t@ring a situation. Where practice is in good order, this is
facilitated through building productive relationsisipbetween the teacher and the
pupil/student, and in cebperation with parents/guardians and the wider society, whereby
teachers help young pegde to achieve their potential as people and as learners. Young
LIS2LJ) SQa tAdSa +a (GKSe& | NB SELISNASYOSR OdzNNJ
OKI'y3aSR YR GNIyaF2N¥YSR & F NBadzZa 2F GSI
schoolingis a unigue experience and it is incumbent on the teacher to ensure that it is a
Ll2AAGADBS SELISNASYOS a G(KS a0K22ft FrFrOAtAGH ¢
and also as a member of society. At another level, for some children, makiffgrarte can

mean providing a safe environment where school is a haven of warmth, love and attention in

contrast to a different atmosphere in the home.

{SO2yRftez (SIFOKSNBQ Y2U0AQFdA2y bi2 62N)] oGAGE
caring,y dzZNJi dzZNAy 3 &ARS (2 GKS (S OKSNRA LISNBER2YLl A
in the world, young people need guidance, direction, supervision and leadership as they grow

and mature. Young people also need personalised attention, they nedadw that the
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teacher cares, they need to be respected, they need to have fun, and they need the teacher to

be kind and fair.

CKANREf&@Z AlG 6l &a GNIFYFRAGAZ2YIE GKFG GAYLI NOAy3
interesting, but maybe nosurprising, that teachers ranked this as being a very important
motivator in their choice of career. While knowledge is central to teaching and learning, the
FOG 2F GAYLINIAYy3IE 1y26fSRIAS Aa y2 f2y3ISNI a
same exént as it was in former times. Nowadays, it is increasingly recogniseddhaaton

meansT I OAf Al GAYy3 @2dzy3a LIS2LX SQa t20S 2F S| Ny

and enabling them to source knowledge via modern media.

Taken as an tegrated whole, the role of the teacher in making a difference in the lives of
young people, doing so because of a wish to work with young people and wanting to impart
knowledge requires continuous reflection, together with personal and professional
develgppment on the part of the teacher. School can be the place where rapid changes in
technology are first brought to the attention of the teacher and these can challenge the
teacher if he/she is not as dp-date as the students. Social and behavioural gearcan also

pose challenges for teachers in the classroom. While teachers have to pursue the common
good in the classroom, they also have to be vigilant in ensuring that they understand and can
cater for individual young people's needs. Broadly spedkingi KA & A& LI NI 2F
role and this requires teachers to understand society and how it impacts on young people. In
their academic role, teachers must fulfil the requirements of the curriculum or syllabus and
keep abreast of developments subject pedagogy. In both the pastoral and academic roles,
G§SIFOKSNR ¢Aft KI@S /t5 ySSRa 4KAOK INB NBf

of the reasons they wanted to teach, i.e., to make a difference.

Returning to the issue of ideffifing the people who influenced teachers to decide on teaching

as a career, in most of the responses to Q.10, teachers declared themselves to be largely self
Y2UA O GSRo® CKAA NBazylrasSa oAGK GSIFOKSNaEQ |
personaldesire to be a teacher rather than being influenced by external factors or even by
significant people in their lives. While the combined responses from all regions show the
majority of teachers to be sethotivated, the disaggregated results show Irelattd be
somewhat different. Here, parents and teachers in Ireland were slightly more influential than

in other regions in their influence on woulik teachers.
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Table 5.10(a)influences to become a teacheylrish Respondents
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Table 5.10(b)influences to become a teacherAll Respondents
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Traditionally, in Ireland, having a secure pensionable job, such as teaching, was highly valued.
Thus, many parents encouraged their children into the profession. Also, teachers who saw a
potential aptitude for teaching in their students were in a pasitio encourage and influence

them. Given the current straitened circumstances in the country in relation to the education
system, together with economic and societal issues, the attraction of teaching as a profession
may change for better or for worse the future. Ideally, one hopes that teaching will continue

to attract high calibre entrants and make teaching as a profession even more desirable, if
possible. On the other hand, the economic downturn of recent years has impacted on
Sl OKS NA Q of Gavitdk Andludifigy salaries, which are unlikely to improve in the
foreseeable future. Also, speaking to teachers, some say they would not encourage their own
OKAft RNBY (G2 SyidSNI GKS LINRPTFSaairzy FyR GSIFOKS!
would not want to experience the very demanding life of their parents, as they observe it. Itis
G2NIK ljd2iAy3 {IKEOSNHB O6HAnMHUL HK2 ay20iSR (K
concluded that the academic standard of applicants is amongshititgest, if not the highest,

Ay GKS 62NI R¢ OLIdM@pO d {F Kt 6SNB RNBg GKAa O2
that

Ireland is particularly fortunate that to date, virtually all its publiftinded

undergraduate primary teacher education pragimes attract recruits from

the top 15% of academic achievers in the (school) Leaving Certificate

examinatio. Competition is also very keen for entry to ppsimary

teaching, with many of the top achievers at undergraduate level accepting a

place on he consecutive Professional Diploma in Education (p.8).
Happily, the attraction of teaching as a profession has not diminished in this country in recent
years as is evidenced by the continuing high standards (measured by Leaving Certificate points
resulty achieved by students who go into undergraduate programmes of initial teacher

education, mainly in the primary sector.

As they were selfnotivated, it may be deduced that the respondents saw teaching as a career

in a very positive light. Despite not radnk’3 KA 3IKf & GSIFOKSNBRQ Ay T d
teachers, his is a particularly significant finding as their prior knowledge of teaching was most
likely based on their owrexperience as students in school. That experience may have
encompassed some orlabf the following probabilities: they were happy in school; they
admired their teachers; they liked learning; they enjoyed the social dimension of school and

the camaraderie with fellow students; they gained recognition in school for their talents; they

associated school with an interesting variety of activities and much more. In a minority of

%4 ¢ K Soff @adatiin 2011 for B.Ed. programmes in colleges of primary teacher education was 470 out

of 600 points. An analysis of CAO figures shows that only 15% of students who applied for a place in

higher education achieved points equal to or higiieK I y 1 KA & ®§ Ol @flyYyR HAMMO ®
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cases, some teachers with negative memories of their own schooling admit to entering the
profession to change the system from within, ensuring that young peoptaem care will
have a good school experience, unlike their own experience. This is supported by a strongly
worded comment from a Canadian respondent to this sectbthe questionnaire who said:

| wanted to be a better teacher, than whaeachers]l had had, growing up. |

think children deserve enthusiastic, knowledgeable and adaptable teachers,

with consistent discipline, who change their curriculum to suit their classes,

rather than teaching the exact same lessons every year for 15 years! gome

my own teachers were wetheaning but ill equipped to teach their assigned

subject or grade levels, while others were boring, outdated, inappropriate, and

SOSy ONXzSt @ {2YS 2F Y& OflraavyliaSa WFStf

teachers, and | waed to try to improve the odds for those kinds of

children/youth now. Throughout my 22 years of primary, secondary and

tertiary education, | have had only 12 excellent teachers, most of which were

at the university level. With schooling getting tougher (endearning

expectations, at earlier and earlier ages), | want to do my part to help children
be successfulgC.35).

It may be noted that there has been greater elaboration of this section than will be afforded

the sections that follow. The reason is that this represents the voice of teachers themselves
giving expression to a very personal dimension of their beings, theiivation to teach. This

YIe 0SS 2F AAIYATAOIYOS 46KSYy O2yaAiARSNAy3I (S (
which reengages them with, and renews, that initial motivation in wanting to make a

difference in the lives of young people.

5.2.3 Initial Teacher Education

This theme is covered in Q. 11 where respondents were asked to tick the areas of study
covered in their programmes of Initial Teacher Education (ITE), and to indicate how they were
delivered or facilitated, i.e., were they dealittvas separate or as integrated areas of study or

as a combination of both. The responses on ITE in Qs. £110120 are charted in Tables
5.11(a) and5.11(b). A complete set of bar charts, illustrating the results for each proposed
response in the quea®nnaire, analysed by region, is available for Question 11 at Appendix 11

(pp.4151, Vol.2).

This question is important for a number of reasons. It sought to identify the areas of study in
NBaLR2yRSyiaQ LINPINFYYSE 27F L stepsdin trarslétingrtieY S R
motivation to teach into the reality of being educated as a teaclerthe context of the
research question specifically, it sought to ascertain whether or not there might be significant
areas of learning for teachers which weretrcovered in their ITE programmes.g, Social

Inclusion, Differentiation, etc¢ KSa$S | NBIF4 YA3IKG ySSR G2 06S | RI

96



The responses in relation to ITE programmes indicate that the foundation studies, i.e., History
of Education(11.01) Philosophy of Educatio(l1.02) Sociology of Educatiofl1.03)and
Educational Psychologil1.04),were mainly covered as discrete areas of learning while a
greater proportion of the Pedagogical and Professional Studies were studied in an iategrat
way. It is also clear from the survey results that some areas of study were treated separately
to a greater extent than one would expect, or that is desirable and beneficial, e.g., Teaching
Methodologies (11.09), Implementing a Curriculum/Syllabus (1), and Classroom
Management Practices (11.13). This is true for all regions and, when examined separately, it

also holds true for Ireland.

It is important to note that the separate attention to the foundation studies is not necessarily a
cause for cacern. However, it becomes problematic where the design of programmes of ITE
results in fragmentation, i.e., where there is a lack of connectedness and coherence between
the foundation studies and the pedagogical areas. In 2009, the Teaching Coupait, @fsits
statutory remit, began the process of reviewing and accrediting programmes of initial teacher
education. Following the initial reviews, in the majorityf its review reports, the Council
recommended that there would be greater integration dfebry and practice. The Review

Reports are to be found on the Teaching Council websitenat.teachingcouncil.ie

New issues in education are emerging and these have to be catered for in teacher education,
asindicated previously.In Ireland, programmesf ITE are being reconceptualised whereby
changes are begin introduced in light of research on teacher education and in the context of
the extended programme duration. However, this will only benefit newlylified teachers

from 2014 onwards. As graduates of thea@nceptualised programmes take up teaching
appointments in schools they will bring new thinking and new ways of working with them
which will be observed, and may be adopted, by colleagues. Als®, tone, as these
graduates are promoted into senior positions, particularly as Principal Teachers, they will be in

a position to lead the implementation of change in schools.
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Table 5.11(b)Experience of Initial Teacher EducatigrAll Respondents
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5.2.4 Professional Identity

tKAda GKSYS Aa O2@0SNBR AYy vdzSadAzy wmu dzy RSNJ
respondents werd- & | 8d®ed @n your personal and professional experience, and on your
observation and knowledge of professional practice in teaching, please indicate the extent to
GKAOK @2dz F3INBS $AGK GKS TF22tft26Aay3a adlrasSy$s,
professionalidentity and also included aspects of the public perception of the teaching
profession. The responses 12:012.30 are charted in Tablésl2(a) ands.12(b). A complete

set of bar charts, illustrating the results for each proposed response in the guoratie,

analysed by region, is available for Question 12 at Appendix 12 {6{,520!.2).

As can be seen from Tabléd2(a) and5.12(b), the most striking findings on teaching as a
profession were that the majority of respondents strongly agreed with statements that
"teachers deal with complex situationgl'2.10) that "the professional role of teachers extends
beyond the transmission of knowledgél2.13)and that "a teacher's role includes accepting
and promoting the values of justice and equali(it2.24) These were followed closely by
agreement that "classroom engagement is based on positive stu@acher relationships"
(12.23)and that "teaching has a distinct body of professional knowled@&:11) While a
sizeable number of teachers agree, only a small number strongly agree that "teaching is a high
status profession'(12.01)or that "teachers enjoy a high level of public tru¢t2.05) The
evidence also indicates that a significant numbereazdhers in all jurisdictions surveyed feel

undervalued and underewarded.

These responses indicate that teachers have a strong sense of their professional identity with
NBIFNR 2 LINRPFSaarzylf (yz2st SRaddthe eitdason &2 Y LI -
the role of the teacher beyond the imparting of knowledge referred to in the responses to
Question 9 on motivation to be a teacher. The agreement with the role of the teacher in
relation to social justice also echoes the motivattormake a difference which was evident in

the responses to Question 9. However, teachers do not seem to believe that the general
public has a high regard for the profession of teaching. Teachers frequently cite media
coverage of the profession as beinggative, but this is just one perspective. An attitudinal

survey on the public perception of teachers, conducted in 2009 by an independent company

on behalf of the Teaching Council (Appendix 7, p.25, Vol.2) found that there was a high level of
trust in teachers and a high level of satisfaction with their work. Relevant extracts from that
adzNSe akKz2g¢g GKIG GSFOKSNAR FNB Nryl1SR aS0O2yR
their work and teachers are ranked third after doctors and nurses in terg®2 LJX SQa S @

trust in them. A survey carried out on behalf of the Medical Council (Appendix 8, p.26. Vol.2),
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the professional body for doctors, in 2012 found that teachers were ranked second to doctors

gAUGK NBIFNR (2 LIS2LX SQa (GNMHMzald Ay GKSY oydzZNAES

A strong sense of professiondentity is important as it influences the selbnfidence of the

G§SIF OKSNE G6KAOK Ay GdzNy Aa NBFESOGSR Ay GKS
parents and colleagues. Professional identity is also closely related to professional
responsih f AGé BH6KAOK Aa | 1S@& [aLlsod 2F GSIOKSN

development.

5.2.5 Experience of Continuing Professional Development

The theme, Experience of Continuing Professional Development, is covered inql,lhd
examines:NB 4 L2 Y RSy (1 4 Q S yoHralDRMSighal ledrnying; \CRPD/ experienced
RdZNAYy3 (KS NBaLRyRSyiaQ OFNBSNmB (2 RIGSZT Ay
LISNODSAGPGSR o06SySTAaida 2F /t5 (2 NBaLRyRSpiaqQ L.
values with regard to CPD and their perception of the support they received to facilitate their
Sy3rasySyid Ay /t5® ¢SIFOKSNEQ NBalLRyaSa G2
023y A&alyO0S 2F (SIHOKSNBRQ @A S g il b2 yaluablk & ahbiging E LIS N
CPD for the future.

The specific focus of the questions under the theme of Experience of Continuing Professional

Development was set out in the questionnaire as follows:

 Q.13relatedtd a4 LISOG & 2 F-foiimalbrafésSoNa I€arniigaytivities.
1 Qs.14 and 15 dealt with frequency of engagement and types of formal CPD.
1 Qs.16 and 17 dealt with the formats of CPD experienced and the perceived benefits of
these.
1 Q.18 dealt with the CPD methodologies perceiveddspondents to be most suited to
their learning styles and therefore most beneficial to them.
T vomdep a2dza3KG G2 SEAOAG NBaALRYRSydGdaQ FddaAado
T voHn jdzSNASR NBALRYRSY:GaQ LISNDSLIIAZY 2F 3
f Q.2laskedaboWB a LR YRSy (Gi&a4Q LISNE2YlIf SELSNASYyOS

Q.13 asked respondents to indicate the frequency of their engagement or association with a
range of noAformal continuing professional development experiences. The responses from
13.01- 13.05 are charted in Tables13(a) and5.13(b). A complete set of bar charts,
illustrating the results for each proposed response in the questionnaire, analysed by region, is

available for Question 13 at Appendix 13 (pp/&B Vol.2).
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The responses t®.13 indicate that staff meetings are the occasions which are the most
frequent source of professional engagement for teachers, followed by school department
meetings. The other areas with which teachers say they engage professionally, though to a
signifiantly lesser degree, are elective and mandatory @&tlvitiesrespectively. Engagement

with the latter may not always be wholehearted as there is little choice about participating.

The highest ranked areas of engagement identified in Q.13 may involve igw level
professional development as staff meetings may be based on an agenda of administrative
rather than professional items. There may be little opportunity for professional dialogue
which could greatly enhance the role of the teacher in the ctass and the quality of
education in the school. Department meetings are more likely to be based on curricula and
syllabi but teachers may be concerned with planning for the delivery of the subject(s) rather
GKFY &aKFNAY3 FyR Ay (tSeNdiie Baching pfihe Subjedtks). 2 § K S N &

The lowest ranked area of engagement was that of writing professional material. This covers
many areas such as: journal writing which is private and personal to the teacher as in reflective
pieces on their teachiy writing for academic purposes as in essays, assignments or a thesis as
part of postgraduate studies and functional writing as in school planning and policies.
Anecdotally, teachers are frequently heard to speak of their fear of writing and thistes qui
surprising considering that teachers teach their students to write, regardless of what level or

subject(s) they teach.

Other less experienced areas of professional engagement were mentoring, liaising with
Colleges of Education, Universities, the Té@aghCouncil or a similar regulatory body.
Engagement in these areas is dependent on the opportunities that are available to teachers.
In that context, an official mentoring programme was not mainstreamed in the State until
2011 when an induction programnarfor all newly qualified teachers was introduced. The pilot
programme on which it as basetid afford some teachers the opportunity to be mentorkn

the case of liaison with Colleges of Education and Universities, class teachers facilitate school
placenent for student teachers but, to date, in most cases, they do not partner HEIs in the
process of monitoring and assessing these students. With regard to liaising with the Teaching
Council, this is a relatively new body, having been established in 2006le W teachers
employed in State schools are now required to register with the Council, the majority of

teachers have not developed a strong professional affinity with it, as yet.

One might have expected evidence of greater involvement in profedsiomdies, subject
associations and professional support groups from teachers in the questionnaire responses.

Such groups are usually organised by teachers for teachers and are normally found to be very
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Table 5.13(b)Engagement in no#iormal CPD¢ All Respondents
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Table 5.14(a): Participation in formal CPD to datérish Respondents
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Table 5.14(b): Participation in formal CPD to d&téll Respondents
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Table 5.15(a):  Participation in formal CPD in recent yedrssh Respondents
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Table 5.15(b):  Participation in formal CPD in recent yeatAll Respondents
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beneficial by their members. Issues such as time, distance from the meeting venue and other
commitments may be factors which contribute to nparticipation. This will be explored

further in the individual stakeholder interviews aimdthe focus group interviews.

Qs.14 and 15were similar in so far as they presented teachers with a list of formal CPD
provision. In Q.14, respondents were asked to indicate the frequency of their engagement, if
any, with these CPD provisions over thasmf their career. Q.15 sought a straightforward
indication of engagement or neengagement in the same type of provision over the previous
five years. The responses from 14:(0114.08 and 15.0% 15.08 are charted in Tablésl4(a),
5.14(b),5.15(a) andb.15(b). Complete sts of bar charts for Questions 14 and 15 are available
at Appendix 14 (pp.781, Vol.2) and Appendix 15 (pp-88, Vol.2), respectively.

Ly GKS LNRaAaK O2yiSEils GKSNB KIF& o0SSynentin 6ARS
formal CPD over the past X015 years. The national, systdmased provision through the
Department of Education and Skills and the local provision through the Education Centres have
been outlined in Chapter 2 on the background and context foOtEaS NE Q / t 5 Ay L NX
the extensive provision, albeit sometimes on ath hocbasis, it would be expected that the

Irish responses would show active participation in CPD.

According to the responses to Q.X¥dom all participantsthe CPD most frequely engaged

with was schocebased CPD activity, optional CPD organised locally or regionally and
mandatory CPD organised nationally. The responses for IQirtéred those for Q.14. Most
teachers had engaged in schdmsed CPD followed closely by optibr@PD organised
nationally or regionally. These areas will be pursued further in the interviews and focus group
meetings to establish, if possible, the types and levels of CPD engaged in at school level,

regionally and nationally.

Qs.16 and l#espectivey, sought toidentify the formats of CPD with which teachers most
frequently engaged and the formats of CPD which teachers found most beneficial. The list of
possible CPD formats is identical in both questions. The responses for- 16.08 and 17.01

17.08 are charted in Tablésl6(a),5.16(b),5.17(a) and5.17(b). Complete sts of bar charts

for Questions 16 and l@re availableat Appendix 16 (pp.891, Vol.2) and Appendix 17
(pp.9296), respectively.

The CPD format most frequently experiencby dl participants combined and by lIrish
respondents separatelywas that of formal lectures, interactive seminars, CPD as a
collaborative process with colleagues and information delivery seminars. The format of CPD

found most beneficial was similar for botjroups,i.e., CPD as a collaborative process with
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colleagues, interactive seminars and professional network or support group discussion.
Therefore, a parallel can be found in that that which was most frequently experienced was also
that which was most begficial in two areas, i.e., collaboration with colleagues and interactive

seminars. It is significant that practising teachers rate collaboration with colleagues highly as it

is noted that this did not feature highly as a motivating factor in Question 9.
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Table 5.16(a):

100%
90%
80%
70%
60%
50%
40%
30%
20%
10%

0%

Format of CPD experiencddsh Respondents

m No Response
= Never

m Less Frequent
B Frequent

m Very Frequent format

113



Table 5.16(b)Format of CPD experienceghll Respondents
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Table 5.17(a): Benefits of various formats of CPIBish Respondents
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Table 5.17(b): Benefits of various formats of CEBIl Respondents
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Q.18 aimed to ascertain the methodologies used in CPD activities which best suited the
NBAaLRYRSYyGaqQ fSIENYyAy3a adef Sa hdmyaR teaxliers.Oe ¢ S NJ
responses 18.0%1 18.15 are charted in Tablés18(a) and5.18(b). A complete set of bar

charts, illustrating the results for each proposed response in the questionnaire, analysed by
region, is available for Question 18 at Appendix(48.97-104, Vol.2). While there is a clear
distinction in the survey between Qs. 16 and 17 which pertain to the format of CPD and Q.18
which deals with CPD methodologies, there is also some overlap between these two aspects of
CPD.

The survey findings fro Q.18 show that the methodologies which teachers found best suited

their learning styles and those that were most beneficial in rthegaching were
demonstrationsmodelling, making and doing and small group activities. These usually provide
concrete idea which teachers can replicate in the classroom and, anecdotally, those engaged

in facilitating CPD in Ireland find that, on the whole, this is what teachers want from CPD.
¢SIFOKSNEQ AYyGSNBad Ay /t5 gKAOK LINBMKRSE LIN
endeavouring to develop a culture of engagement in transformative CPD which may challenge
G§SIFOKSNEQ GKAYlAy3d Fo2dzi GKSANI LN OGAOSO

The lower ranking methodologies were writing activities, listening activitiedinenactivities

and roleplay2 NJ aAYdz | GA2yad ¢KS 101 2F AyiSNBadG A
low level of engagement with professional writing as indicated in Question 13. As a CPD
format, online activities had not been experienced very frequently accordindp¢orésponse

in Question 16 nor were they highly regarded as being beneficial in Question 17. These
opinions are reinforced here when dime CPD activities are considered as a CPD
methodology. This may be due to lack of opportunity for engagement-dimerCPD activities

and this will be revisited in the context of future provision for CPD.
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Table 5.18(a): Most beneficial CPD methodologidssh Respondents
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