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Preface

In this era of accountability, schools are being made more and more answerable for
the achievement and performance of students. Furthermore, in line with the needs
of the global knowledge economy, schools are being pushed to raise standards and
improve the quality of teaching and teachers to prepare students for the current and
future workplace. Consequently, teacher education is a key issue being debated in
the world of education today. This book “Teacher Empowerment Toward
Professional Development and Practices: Perspectives Across Borders” is a timely
response to the need for continuous teacher development around world especially in
developing countries. Teacher professional development (TPD) or continuous
professional development (CPD) involves the empowerment of teachers through
autonomy, accountability and continuous learning. Continuous teacher develop-
ment is the core concern of all educational organizations and is the means by which
teacher improvement can be attained.

Effective student learning does not happen in a vacuum. First of all, schools
needs to be transformed into learning communities, for both students and teachers,
and this is facilitated by the school leadership which implements the policies for
teacher training and teacher development. By fostering a spirit of shared leadership
and collaboration, school management can create a culture of learning where
teachers share their ideas and learning experiences and review their classroom
practices to upgrade their teaching skills for the betterment of the school and
student achievement. Such practices can be further enhanced by the integration of
technology into the classroom that uses instructional tools and online activities to
engage students in their learning. The integration of technology into the classroom
also boosts students’ creativity. However, it requires professional training and
teacher competence in computer-based instruction (CBI).

From the above points, it is clear that teacher education and development is a
matter of critical importance for all schools. Students require quality teachers and
teachers need to continually upgrade their knowledge in order to meet the needs
of the twenty-first century and the changes in student diversity and learning styles.
Teachers are responsible for preparing and delivering high-quality lessons that
maximize learning. Pedagogy therefore needs to keep pace with developments in
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education, moving from a more traditional, teacher-centred approach, such as
memorization or lecturing to more learner-centred methods that engender com-
prehension and application of knowledge. Teachers and students both need to grow
as individuals. The road to good teaching is an arduous one, requiring a wealth of
experience and a variety of techniques.

As the majority of the chapters of this book relate to developing countries, it
draws attention to the fact that there is a serious call for educational reform and an
indication that teacher empowerment as well as professional development is nee-
ded. There is a public outcry over the state of the educational system in Africa and
other developing countries. The decline in educational standards of some devel-
oping countries has adversely impacted teacher education and the quality of their
teaching. Thus, it is clear that the lack of proper educational resources has taken its
toll on teacher’s professional development as well as their teaching practices. Its
also important to note that, even in some developing countries where the educa-
tional system is well structured, there continues to be a struggle to provide quality
education and to offer continuous education and professional development for
teachers.

Therefore, this book addresses the problems and issues related to teacher training
and teacher development in developing countries as well as the educational policies
relating to them. It draws on studies written by authors from a variety of interna-
tional backgrounds, mostly from developing countries and shares their research and
findings. Their research therefore looks at teacher empowerment, professional
development and teaching practices from different perspectives.

The combination of chapters within this book strongly affirms that teacher
professional development is an art of self-empowerment. Teacher autonomy,
leadership and efficacy are set to grow over the coming decades as precursors for
professional development. This book believes that, as demonstrated by the
empirical findings, reports and theories provided by various authors in their
chapters, there is a strong relationship between teacher’s empowerment and their
professional development. An example to illustrate this relationship could be when
teachers are autonomous in designing school curriculum. Here they select their own
teaching materials for instruction and lead their classrooms, and they participate in
the decision-making process. Ultimately it creates a sense of belonging, empow-
erment and accountability. It motivates them to engage in lifelong learning activ-
ities and paves the way for further improvement in their area of expertise whilst also
becoming practitioners.

Empowering teachers is a type of mechanism to boost trust amongst teachers. It
instills a sense of autonomy in teachers to pursue their personal and professional
growth in order to remain relevant in their fields whilst also improving teaching and
learning. It can be argued that, less empowered or motivated teachers may seek
alternative careers and find refuge in other professions or careers that empower and
better motivate them. To further support this argument, the authors in this book are
active researchers in their respective fields related to teacher professional
development.
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The chapters within this book provide insights, findings, theories, concepts and
methods for teachers seeking to improve their repertoire of instructional strategies
or their other professional practices.

Part I of this book shows how shared leadership, autonomy and accountability
are prerequisites for effective leaders and managers and their multifaceted roles. It
also offers self-development approaches for empowering teachers and motivating
them to improve their professional practices.

Chapter 1: ‘Evolution of Teacher Leadership as a Challenging Paradigm in
Rethinking and Restructuring Educational Settings’ by Adnan Boyac and Yakup
Oz reveals teacher leadership to be a changing concept involving transformational
leadership, distributed leadership and organizational structures that guide the
management of schools, as well as promoting constructivist and collaborative
professional learning for teachers.

Chapter 2: ‘Promoting Teachers’ Leadership Through Autonomy and
Accountability’ by Nabi Bux Jumani and Samina Malik looks at teachers as the
cornerstone of schools. Teacher quality and competency are a central issue for
school improvement. Hence, developing teachers’ capacity to engage in self-
directed learning transforms them from being mere administrators and record
keepers to become accountable, autonomous and productive leaders who engage in
decision-making.

Chapter 3: ‘Sharing School Leadership: Teacher Empowerment or Principal
Relegation?’ by Ismail Hussein Amzat looks at school power-sharing and leader-
ship from a new angle. The author questions that power should be shared, arguing
that total autonomy for teachers renders the principal redundant and powerless.
However, he concurs that shared leadership and partial power-sharing help to
improve school performance and student achievement due to the participation of
teachers in the decision-making process and the development of school programs.

Chapter 4: ‘Changing Definition of Teacher Professionalism: Autonomy and
Accountability’ by Joseph Wu, Hoi-Yan Cheung and Raymond M.C. Chan con-
siders teacher professionalism and how it benefits society from the perspectives
of the different stakeholders of schools (teachers, students, and parents) in Hong
Kong.

Chapter 5: ‘Teachers’ Autonomy and Accountability in Assessing Students’
Physical Education in School-Based Assessment’ by Ruzlan bin Md. Ali and
Arsaythamby Veloo recognizes that school-based assessment (SBA) is one methods
for supporting teacher autonomy and developing their sense of accountability. The
chapter discusses assessment in physical education (PE) and covers both the the-
oretical and practical aspects of this. It also discusses the impact of PE assessment
on the teachers’ orchestration and design of assessment activities as well as their
responses to ensuring fairness in the eyes of stakeholders when determining the
level of students’ performance.

Part II sheds light upon professional training and the role of lifelong learning for
the improving teaching and promoting continuous development of teachers’
knowledge, skills and performance.
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Chapter 6 presents ‘Transforming Education through Teacher Empowerment
and Development in Namibia: Possibilities and Challenges’ by Cornelia
Ndahambelela Shimwooshili Shaimemanya. In this chapter, the author advocates
teacher empowerment as a vehicle for transforming world education, particularly in
developing countries. The chapter also discusses the issue of teacher training,
development and empowerment for the improvement of teacher quality in Namibia
and the achievement of Vision 2030 in a knowledge-based economy.

Chapter 7: ‘Mathematics Continuous Professional Development and Its
Relevance to the New Era in South Africa’ by Zingiswa MM Jojo addresses the
perceived incompetence of mathematics teachers in South Africa. As a solution, the
introduction of sustained professional development, lifelong learning and
peer-learning is presented as well as teachers are encouraged to engage in critical
self-reflection and innovation in the mathematics classroom.

Chapter 8: ‘Professional Training and Lifelong Learning for School Heads of
Departments: A Gateway for Headship Continuous Improvement’ by Sharon Thabo
Mampane focuses on the training of heads of department (HoDs) to promote
lifelong learning through mentoring and coaching, as well as exploring innovative
ways of supporting lifelong learning through school middle-management training
and professional development.

Chapter 9: ‘Engaging Teachers in Lifelong Learning in Oman for Knowledge
Growth and Development: Government Roles and Higher Institutions’ by Ismail
Hussein Amzat, Salim Hamed Al-Mahruqi, Muhajir Teslikhan and Turkiya Al
Omairi presents teachers’ perceptions and engagement in lifelong learning (LLL) in
Oman, and the role played by the government and higher education institutions in
engaging and encouraging teachers in LLL activities. The authors affirm that in
spite of significant efforts on the part of the government to improve the Oman
education system, there are still areas of weaknesses and room for improvement.

Chapter 10: ‘Counseling Ethics Education for Enhanced Professional Identity
and Development: Guidance and Counseling Teachers Lifelong Learning
Acquisition Empowered’ by Noor Syamilah Zakaria, Jane Warren and Ab. Rahim
Bakar presents an in-depth case study exploring and interpreting how guidance and
counseling teachers will help them to learn, understand, experience, and apply
counseling ethics to evolve their professional identity and develop a counselor
education training program. The chapter calls for substantial changes in the
instructional approaches used at higher educational institutions in Malaysia, for the
promotion of lifelong learning of guidance and counseling teachers and the
enhancement of their identity as counseling professionals.

Chapter 11: ‘An Approach to Motivation and Empowerment: The Application of
Positive Psychology’ by Christine W.Y. Mak, Samuel M.Y. Ho, Rita Ching and
Edmund T.T. Lo explains how positive psychology empowers teachers and stu-
dents by giving them hope. The authors attempted to make a theoretical link
between teacher motivation and student motivation using positive psychology. At
the end of the chapter they formulate their ‘SHINE’ intervention for improving
positive psychology among teachers.
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Part III explores the thinking abilities required of teachers in the twenty-first
century teaching, learning as well as the pedagogical shortcomings of conventional
teaching practices.

Chapter 12: ‘Teacher Responsive Teaching and Learning Initiatives Through
Action Research’ by Mary Koutselini introduces action research as a form of
teacher empowerment. Teaching is presented as a cyclical process whereby teachers
plan, act and respond to students’ needs, evaluate their actions and then replan new
actions based on students’ responses and participation. The author suggests that in
this way, teachers and students learn new skills, strategies and communicative
attitudes.

Chapter 13: ‘Teaching and Learning for Real-life: The Application of Real-life
Moral Dilemma Discussion (Re-LiMDD) for Classroom Interaction’ by Vishalache
Balakrishnan explores the application of real-life moral-dilemma discussion
(Re-LiMDD) in the teaching and learning of the social studies classroom and
non-social studies classroom. The author argues that linking content to students’
real lives encourages deep learning and equips them with higher order thinking
skills (HOTS) as a natural and authentic process.

Chapter 14: ‘Infusing Thinking-Based-Learning in the Twenty-First Century
Classroom: The Role of Teacher Skillful Thinking Skills Training’ by Muhammed
Yusuf explores and reviews TBL related theories, applications and practices in
teaching and learning. It also emphasizes the importance of professional training in
TBL for boosting students’ ‘skillful thinking’. The author claims that promoting
skillful thinking will enable teachers to infuse TBL into classroom activities and
enhance students’ skilful thinking across the globe.

Chapter 15: ‘Theory into Practice: The Content of Pre-service Teachers’
Reflections in North Cyprus’ by Anas Musa Ismail and Çise Çavuşoğlu focuses on
the reflections of pre-service English language teachers in Northern Cyprus. The
author states that there is a need to develop and incorporate reflective dialogue
between pre-service teachers and their supervisors, and between pre-service
teachers themselves during teaching practicums.

Part IV contains chapters dealing with the influence of professional learning
communities (PLCs) and the use of information and computer technology (ICT) in
education for teacher empowerment and professional development and how tech-
nology enhances discussion and interaction between teachers and learners both
inside and outside the classroom.

Chapter 16: ‘Fostering Teachers’ Professional Development Through
Collaboration in Professional Learning Communities’ by Steyn Trudie presents a
case study about how a school succeeded in developing a PLC. The author asserts
that PLCs play a big role in teacher empowerment and that the principal’s lead-
ership role is instrumental in driving the professional learning process.

Chapter 17: ‘School-Based Professional Learning Community: Empowering
Teachers as Assessment Leaders in the Change Context’ by Garima Bansal presents
a case study about the influence of a school-based PLC on teachers’ class-based,
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formative assessment practices. The author suggests ways of establishing successful
school-based PLCs that enhance teacher empowerment and professional
development.

Chapter 18: ‘Professional Learning Communities in a Web 2.0 World:
Rethinking the Warrants for Professional Development’ by Yvonne Liljekvist,
Jorryt van Bommel and Christina Olin-Sheller explores the potential of using
technology to develop PLCs for in-service mathematics teachers in Botswana. The
authors believe that these emerging technologies will improve classroom experi-
ences and professional development not only for mathematics teachers but for also
teachers of other disciplines as well.

Chapter 19: ‘Emerging Technologies as Tools for Enhancing Professional
Learning Communities of Mathematics Teacher Development in Botswana’ by
M.J. Motswiri, E. Zimudzi, K.G. Garegae and A.A. Nkhwalume shows how the-
oretical reflections of PLCs in a Web 2.0-world enhance teachers’ professional
development. The authors discuss how Swedish teachers use social media to
expand their PLC beyond the school environment, representing a new behaviour
among teachers that changes the opportunities and framework for professional
development and growth.

Chapter 20: ‘Using an e-Portfolio for Teaching and Teacher Continuous
Learning: A Process for Professional Development Enhancement’ by Byabazaire
Yusuf focuses on the experiences and written reflections of postgraduate and
in-service teachers using e-portfolios to teach English language. The author
maintains that the use of e-portfolios in the teaching will facilitate the sharing of
content knowledge, the improvement of pedagogical skills and the promotion of
collaborative activities. It will also help teachers to engage in lifelong learning and
professional development.

Due to the international backgrounds of its authors, this book spans a range of
areas that are of crucial importance to teacher education and professional devel-
opment, such as teacher empowerment, professional training, teacher knowledge
and skills development and the improvement of pedagogical practices. As such, it
enables teachers to keep ahead of changes in the field of education and stay relevant
in a rapidly changing world. For these reasons, this book will be of interest to
teachers, researchers, practitioners and policy-makers who work in international
settings. It should also be read by academic planners and educationists engaged in
teacher training, teacher development, educational innovation and school
improvement.

Kedah, Malaysia Ismail Hussein Amzat, Ph.D.
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Chapter 1
Evolution of Teacher Leadership
as a Challenging Paradigm in Rethinking
and Restructuring Educational Settings

Adnan Boyaci and Yakup Oz

Abstract This chapter will examine teacher leadership as a challenging concept
associated with school effectiveness and improving student success. From a his-
torical perspective, roles and functions of teacher leadership have evolved over time
depending on the system paradigm employed in school settings. The shift from the
paradigm of machine bureaucracy to the redefinition of the school as a professional
learning community has underlined a wide range of critical concepts explaining
both formal and informal roles of teacher leadership via teacher autonomy, trans-
formational and distributed leadership, and school improvement. Teacher leader-
ship roles have been accepted as teachers acting as catalysts for disseminating their
skills, knowledge, and the best practices to their colleagues, albeit the boundaries of
formal structures of school organizations even if they do not have any adminis-
trative titles or formal responsibilities in the school processes.

1.1 Introduction

In today’s world, education systems play a more vital role in the development of
countries than ever before. As knowledge provides more added value than any other
resource, the importance of education becomes both more prominent and salient. In
this context, projects aimed at increasing schooling rates, student outcomes, and
school effectiveness at each level of the education system are high on governments’
political agendas.

In order to increase student outcomes, a lot of school improvement reforms all
over the world have affected each other. These reforms have changed the roles of
shareholders in the education system and given them new responsibilities. In par-
ticular, school managers and teachers have become the very basic agents of change

A. Boyaci (&) � Y. Oz
Department of Educational Administration, Anadolu University, Eskisehir, Turkey
e-mail: adnanboyaci2100@gmail.com
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not only in classrooms, but also in communities. Schools as social organizations
have experienced a transformation from structurally administrated organizations
into organizations led by all the stakeholders. School managers are no longer the
only leaders in schools, but teachers are too. Hence, the aim of this chapter is to
examine teacher leadership from a developmental and international perspective,
respectively.

This chapter consists of two parts. The first part begins with a brief history of
teacher leadership, the definition of the teacher leadership phenomenon, and the
roles of teacher leaders. Later, a broad conceptual framework comprised of three
teacher leadership-related sections are presented: (1) school structure, (2) transfor-
mational and distributed leadership, and (3) constructivist learning theory.

The second part, which is comprised of two sections, is related to policy
implications and focuses on teacher leadership in the Turkish context. The former
section is related to the history of teacher leadership and the professionalization of
teaching in Turkey. The following section aims to shed light on how teacher
leadership functions in the Turkish context.

1.2 A Brief History of Teacher Leadership

During the twentieth century, schools were hierarchical and bureaucratic organi-
zations solely led by school principals, since the schools themselves were relatively
small and served a limited number of people. However, over time the nature of
schools has evolved, in line with social and economic changes (Sergiovanni 1996),
and the distribution of roles has started to change.

Teacher leadership can be examined in three periods. In the beginning, formal
administrative roles were appointed via managerial changes, when teachers
obtained positions or titles as department heads or union representatives (Hart
1990). That was a top-down school leadership model (Hart 1995) and the roles of
teachers were extensions of school administrations (York-Barr and Duke 2004).
These formal roles maintained the existing school hierarchies in decision-making
processes (Owens and Valesky 2010).

However, in the second period, based on legislation and school reform move-
ments, teachers began to become more important for sustainable student achieve-
ment (Muijs and Harris 2007) and started to take more responsibilities in
accordance with instructional goals in schools (York-Barr and Duke 2004). With
the ‘No Child Left Behind’ and site-based management initiatives, schools were
considered to be too complex for principals to lead by themselves (Leblanc and
Shelton 1997). Moreover, school-site managerial strategies that give pedagogical
control to teachers became popular, and teachers were freed from the consequences
of other people’s decisions, due to being given managerial positions within the
school hierarchy (Conley and Bacharach 1990). Within this framework, teacher
leadership evolved into a role of instructional leader (Hart 1990; Smylie 1996).
Hence, the principal’s responsibilities began to decrease and increasing student

4 A. Boyaci and Y. Oz



achievement by enhancing teacher’s power and autonomy became inevitable
(Murphy 2005; Smylie et al. 2002). In this form of teacher leadership, teachers were
encouraged by career ladder programs (Little 1988) and had roles designed to
utilize their expertise, such as curriculum leaders, mentors, and staff developers
(Lewis 2014, p. 10) which were a blend of bureaucratic roles with human resource
development functions (Owens and Valesky 2010).

Finally, the third period of teacher leadership has emerged. According to Silva
et al. (2000), it is anti-hierarchical and values collegiality and professionalism that
make teachers creators and reformers of school culture. In return, teachers promote
change among their colleagues by encouraging examination of instructional prac-
tices, experimentation with new methods, and curriculum reform (York-Barr and
Duke 2004). This brings about a new concept known as the professional devel-
opment school. According to Darling-Hammond et al. (1995, p. 91), these schools
are developed around a constructivist understanding of learning for both teachers
and students, and with all members of the school community, they produce
new knowledge and profound understandings. In professional development
schools, teachers learn by teaching, redesigning schools, and collaborating
(Darling-Hammond et al. 1995). Teacher leaders now need to share decisions about
the missions, goals, programs, operations, assessments, and pursue a better teaching
and learning for the entire school (Spillane 2006) so that they can produce the best
educational practices with effective communication and dialogue (Darling-Hammod
and Richardson 2009).

1.3 Conceptual Definition of Teacher Leadership

Teacher leadership is a difficult phenomenon to define (Childs-Bowen et al. 2000)
and it has been delineated by different researchers in different practices across time.
When the implication of the clarifications is examined, it can be seen the conceptual
framework of teacher leadership lies behind different explanations. For instance,
Harris and Muijs (2004) mainly highlight the contributory role of teacher leadership
in the development of their colleagues. Similarly, Troen and Boles (1994) propose
teacher leadership as a ‘collective leadership type where teachers develop profes-
sional qualifications by working in collaboration’ (p. 11). Moreover, Wasley (1991)
defines teacher leadership as ‘the proficiency in encouraging colleagues towards
change’ (p. 32). According to Swanson et al. (2011, p. 153), teacher leadership is
‘knowledge, skills and dispositions demonstrated by teachers who positively impact
student learning by influencing adults.’ Teacher leadership also proposes that tea-
cher leaders have more influential roles within and beyond the classroom (Barth
2001; Katzenmeyer and Moller 2001; Beachum and Dentith 2004; Rutherford
2006; Watt et al. 2010). Besides, teacher leadership also requires accountability of
such influential roles from teacher leaders by making teachers responsible for
achieving the outcomes of their leadership (Katzenmeyer and Moller 2009, p. 6).
Consequently, teacher leaders influence and change the behaviors of colleagues in
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the school. When they do this, it is a collaborative action with colleagues and
teacher leaders should be accountable for the results of the expected performances
of their leadership.
Roles of Teacher Leaders: Lieberman and Miller (2004) point out three roles for
teacher leaders as advocates, innovators, and stewards focusing on the teacher
leaders’ role in the process of change. Advocates stand up for the improvement of
student learning, innovators come with new implementations to transform the
school, and stewards serve for sustainable improvement. However, in defining
teacher leadership, one of the critical points that needs to be taken into consider-
ation is to evaluate the formal and informal roles of teacher leaders.

Crowther et al. (2002) emphasize formal teacher leadership roles to understand
and explore the dynamics of successful school revitalization. These formal types of
teacher leadership roles mostly include career ladder teachers, mentor teachers
participating in district-level committees, or site-based management teams working
with principals and other colleagues (Hart 1994). In this sense, the roles of teacher
leaders have been articulated with formal titles and administrative positions (Harris
2005; Sherrill 1999, p. 57) which also make teacher leaders responsible for the
formation of school improvement teams, instructional support groups, advisory
councils, curriculum development, planning professional development, policy
development and decision-making, budgeting, acquiring and allocating material
resources, scheduling activities, assigning tasks and advising with regard to per-
sonnel matters in school organizations (Smylie 1992).

On the other hand, teacher leadership roles have also been considered to be a
catalyst for disseminating skills of teachers beyond the boundaries of formal
structures of school organizations. The teacher leaders are also required to dis-
seminate their knowledge and best practices to colleagues although they do not
have any titles or formal responsibilities in the school processes (Spillane 2006;
Katzenmeyer and Moller 2001; Leithwood and Jantzi 2000a). Such teacher leaders
emerge spontaneously and organically and take initiative to address a problem
(Danielson 2007). Informal teacher leaders may have a wide range of roles in
almost everything in school settings such as encouraging parent participation,
working with colleagues in small groups and teams, modeling reflective practice,
articulating a vision for improvement, resolving instructional problems (York-Barr
and Duke 2004), choosing textbooks, hiring principals, determining the teacher in
the next classroom, designing the new curriculum, hiring librarians, or buying
computers for schools (White 1992).

However, sometimes these formal and informal roles may be obstructed or
supported by different factors originated from the professional norms/culture,
organizational structure, and resources of and interpersonal relationships, com-
mitments and intellectual/psychosocial characteristics of individuals, incentives,
recognition, and role clarity in school organizations (Katzenmeyer and Moller
2009; Murphy 2007; Johnson and Donaldson 2007; Lieberman and Miller 2004;
York-Barr and Duke 2004, pp. 270–271; Doyle 2000; Zinn 1997).
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1.4 Theoretical Paradigms for Reinterpretation
of Teacher Leadership in Managing
and Leading Schools

Teacher leadership has evolved over time based on the changing paradigms that
affect the delivery of educational services in schools. These paradigm shifts are in
administration, leadership styles, as well as the teaching and learning approaches
applied in educational settings. During each paradigm shift teacher leadership gains
new dimensions that affect the roles of teacher leaders.

School Structure and Teacher Leadership: Changes in the administration of
schools are related to the distribution of authority in the formal organizational
structure of them. For a long time, schools were seen as factories having hierar-
chical organizational structures. Within the scientific management and rational
system theory, the emerging terms were efficiency, optimization, design and
improved performance (Scott 1992), that were supposed to promote formalization
and essentiality of specialization, standardization, hierarchy of authority, division of
labor and a narrow span of control (Hoy and Miskel 2005). These approaches
existed in the pyramid theory of a school having a top-down management style
where the state and other distant authorities were the managers, whereas heads,
teachers, and students were workers. The idea that lay beneath these approaches
was that the way to control the work of others was to assign one person to take
responsibility for direction, supervision, and inspection (Sergiovanni 2001). Hence,
within this perspective, teacher leadership had formal roles based on title or cre-
dentials, and were extensions of the state and district boards or school
administrations.

However, this theory had a narrow perspective on schools, due to perceiving
them as formal organizations, and was not appropriate for the school’s purposes,
ways of working, relationships among families and students, content of work of
teachers and the nature of effective teaching and learning environments
(Sergiovanni 2001). Consequently, two popular approaches were developed
regarding the structures of educational organizations: (a) schools as loosely coupled
organizations put forth by Weick (1976) and (b) schools as professional bureau-
cracies by Mintzberg (1980, p. 239).

According to Weick (1982, p. 673), schools are not like other organizations
because of their being more loosely joined. Additionally, since the sphere of the
organization is fairly large, expecting a few teachers to keep track of all students
seems rather unrealistic. Also, ties among people are loosened because very few
people are permanently involved in everything that happens within a school.
Moreover, loose ties between decisions and implementations occur often, because
administrators need to catch up with procedural transactions. Schools are partially
capable of fulfilling managerial activities compared with business organizations, in
which an intervention to the processing is much more feasible (Weick 1982). As a
result, the loosely coupled characteristics of schools reveal the significance of the
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professional role of teachers, their interactions among students and managers, and
their positions as leaders in the classrooms.

Apart from that, Mintzberg (1980) emphasizes professional autonomy within the
concept of professional bureaucracy. He defines five types of structures for orga-
nizations. Educational institutions can be categorized as professional bureaucracies
among these structure types. The operating core is the most essential part of a
professional bureaucracy. It is where the input is transformed to output within
organizations. In educational institutions, it is the classrooms where teaching and
learning processes occur.

Professional bureaucracy relies on the standardization of skills in the operating
core for coordination in which jobs are highly specialized but minimally formalized
(Mintzberg 1980, p. 322), so that the decentralization and standardization of skills
are provided at the same time (Hoy and Miskel 2005). In other terms, teachers are
given considerable autonomy in their work since they are highly trained specialists
in the operating core, they work relatively freely, not only of the administrative
hierarchy, but also of their own colleagues, and this coordination is achieved by
standard skills and predetermined behaviors. They also tend to maintain collective
control of the administration of organization, so that managers share the adminis-
trative tasks with teachers (Mintzberg 1980, p. 334). Having a professional
bureaucracy structure, schools depend on professionally autonomous teachers and
teacher leadership can also be considered to be a new form of the professional
autonomy of a teacher. Thus, opportunities for collective inquiry, scrutiny, reflec-
tion, and decision-making processes are needed for promoting teacher profession-
alism and school success (Tschannen-Moran 2009).

Both the approaches of Weick and Mintzberg toward organizational structures
have transformed the concept of teacher leadership from an administrational
responsibility to a more professional and instructional activity where teachers come
forward and take responsibilities, such as curriculum leaders, mentors, and staff
developers starting with the site-based management and school improvement
practices until today.

Moreover, Hoy and Sweetland (2000, 2001) base their justification on the
mutual interaction between the bureaucratic structures of school organizations and
teacher autonomy. They claim that centralization and formalization may not hamper
the dissemination of teacher autonomy. In their framework, schools are bureaucratic
organizations composed of centralization and formalization. However, bureaucracy
does not always play a disabling role in the autonomy of teachers. School structure
may facilitate teacher’s work and allows them to make professional decisions and
share them among fellow teachers. Also, enabling formalization composed of
flexible sets of best practices may facilitate more effectively dealing with the
inevitable problems (Hoy and Miskel 2005; Hoy and Sweetland 2000, 2001). These
enabling and hindering school structures have different features and different results
in educational contexts and improve with different processes experienced by
teachers over time as shown in Table 1.1 (Hoy and Miskel 2005).
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As seen in Table 1.1, enabling school structure promotes teacher autonomy,
empowerment, and professional development. This kind of school structure may
provide a more conducive environment for the development of teacher leadership.
Teacher Leadership in the Context of Transformational and Distributed
Leaderships: Changes in leadership theories related to school managers and the
emergence of new leadership styles are also essential in explaining teacher
leadership. Although the ‘great man’ theory of leadership that emphasizes the
personal skills of leaders is still effective in schools (Murphy 2005); based on the
behavioral and situational theories of leadership, professional teacher leaders can
also be developed (Katzanmeyer and Moller 2009) and teacher leadership is a
corner stone for educational change and school improvement (Katzenmeyer and
Moller 2009; Harris and Muijs 2004). Especially in discussing the delegation of
power in school organizations, the concept of teacher leadership has come to the
forefront in connection with transformational and distributed leadership theories.

Leithwood and Jantzi (2000b) suggest that transformational leadership has three
components, namely setting direction, developing people, and redesigning the
organization. Transformational leaders motivate, inspire, and move people toward a
goal or a vision (Bass 1985) and trust them with responsibilities and two way of
communication (Bass and Avolio 1994). While doing that they use idealized
influence, intellectual stimulation, inspirational motivation, and individual consid-
eration (Boyd 2009; Bass and Bass 2009). Transformational teachers provide

Table 1.1 Enabling and hindering school structure

Formalization Enabling Structure Hindering Structure

Promotes flexible rules and procedures Enforces rigid rules and
procedures

Views problems as learning
opportunities

Views problems as constraints

Values differences Demands consensus

Encourages initiative Punishes mistakes

Fosters trust Fosters suspicion

Centralization Facilitates problem solving Demands compliance

Promotes cooperation Embraces control

Encourages openness Fosters mistrust

Protects teachers Punishes teachers

Encourages innovation Discourages change

Seeks collaboration Rules autocratically

Processes Participative decision-making Unilateral decision-making

Problem solving Enforcement

Context Teacher trust Teacher distrust

Truthfulness and authenticity Truth spinning and deception

Cohesiveness Conflict

Teacher sense power Teacher sense powerlessness

Hoy and Miskel (2005)
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teacher development opportunities and solve problems together, and help staff
members to develop and maintain a collaborative, professional school culture
(Leithwood 1992).

In this sense, teacher leaders may have similar roles as transformational leaders
regarding school improvement and increasing student achievement. Similarly,
teacher leaders navigate the structure of schools, nurture relationships, model
professional growth, and help others with change and have a required set of skills
that include understanding the policies of the school, rallying collegial support,
assisting others in the change process and challenging the status quo (Silva et al.
2000). Within that context, in the late 1990s, teacher leadership was defined
through transformational leadership (Ash and Persall 2000) aspiring to enhance the
standards of schools with low academic achievement.

The other leadership style related to teacher leadership is distributed
leadership. Distributed leadership is a leadership practice shared by many members
of an organization (Harris 2003). According to Gronn (2002), it is a collective
phenomenon in which members are involved in the flow of activities and also a
concrete action that combines initiatives and the expertise of members in order to
create a greater outcome than their individual actions. Based on Bolman and Deal’s
(2008) ‘overbound’ and ‘underbound’ systems that power concentration high and
low, respectively, the power in distributed or shared leadership falls somewhere in
between (Topolinski 2014). Therefore, distributed leadership is basically about not
only the actions of a hero based on knowledge and skills, but the interactions
between members and situations (Spillane 2006). All individuals contribute to
leadership practice whether they are formally designated as leaders or not (Harris
and Spillane 2008, p. 31).

In the context of educational institutions, distributed leadership can promote
school effectiveness by building school capacity (Leithwood et al. 2011; Pont et al.
2008) and improving school and student learning (Harris 2011; Hallinger and Heck
2009; Leithwood et al. 2006; Bennett et al. 2003). Harris (2004, p. 16) found that
successful heads recognizing the limitations of a singular leadership approach see
their leadership role as being primarily concerned with empowering others to lead.
Besides, in terms of accountability, school principals can no longer be the only
decision-makers working to improve schools and student achievement (Watt et al.
2010; Beachum and Dentith 2004). Hence, teacher leaders may support the accep-
tance of decisions and responsibilities to successfully achieve the goals of the school
(Seashore Louis et al. 2010). Accordingly, distributed leadership theory has much in
common with the dimensions of teacher leadership (Aliakbari and Sadeghi 2014).
Teacher Leadership in the Context of Constructive Learning Theory:
Regarding constructivist theory, each learner individually and socially constructs
meaning and knowledge which is produced by the experiences of a learner or a
community of learners (Hein 1991). Teachers need to improve the quality of their
teaching, expertise, the innovativeness of their teaching skills and effectiveness
through continuous learning (Harris and Muijs 2004) in order to maintain student
learning. According to the constructivist theory of learning, they either do this
individually or collaboratively.
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Starting from the 1990s, professional learning communities emerged as a way to
engage teachers and staff in collaborative learning to improve student outcomes
(Harris 2002). A professional community allows teachers to work collaboratively to
reflect on their practice, examine evidence about the relationship between practice
and student outcomes and make changes to improve both teaching and student
learning (McLaughlin and Talbert 2006).

In discussions of teacher leadership, constructivist learning theory has provided
a platform on which skills, knowledge, and experiences concerning teacher lead-
ership are learned and shared in a constructive way among colleagues so as to make
schools professional learning communities. In these communities teaching and
learning necessitate a holistic process in which the learning of teachers accelerates
the learning of students and at the core of this process is the collaboration and
interaction of teacher leaders with colleagues and students (Hord 1997; McMahon
et al. 2005; DuFour and Eaker 2005). Collaboration for the improvement of student
learning is one of the main principals of teacher leadership, which necessitates
shared vision, responsibility, and experiences of mutual trust and support.

Hence, if teachers have the chance to develop their own professional learning,
they are able to provide colleagues with their expertise, skills, and information.
When teachers work in schools that promote learning and collegiality, they are able
to reveal their leadership skills (DuFour 2004). In such communities, teachers move
from thinking individually to perceiving themselves as members of a community in
which they are responsible for both their own and their colleagues’ professional
learning (Lieberman and Pointer-Mace 2009), which explains the roles and func-
tions of teacher leaders.

1.5 Teacher Leadership Policy and Practices in Turkey

Theory and practice are constructed by the norms, beliefs, and the values of the
social system in which education as a system and organization is built (Child 2003
cited in Shah 2010). Weber (1993), underlines the relationships between religious
beliefs, sociocultural attitudes and the values of individuals, and social action
formed by the interaction of institutions in society. In the Weberian framework of
social systems, it is necessary to understand formal rationality and substantive
rationality with a focus on the impact of cultural, religious and political systems
(ideational system) on social institutions. Education is one of the major components
of this system and a deeply cultural concept; thus, culture and the ethos of lead-
ership vary in fundamental ways across nations (Fullan 2008).

The concept of teacher leadership and its practices also vary across societies and
cultures. Different perspectives on and interpretations of viewing teacher leadership
not only originated from the philosophical and theoretical assumptions behind it,
but also from the different articulated components of culture such as religion,
tradition, values, norms, and the emergence of the ethos of leadership throughout
the history of societies. How a particular society perceives and conceptualizes
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teacher leadership, depending on the dominant cultural and belief systems pre-
vailing in that society or community, could be helpful to understand its imple-
mentations and to compare it at different sociocultural settings.

In this part of the chapter, a brief history of the teaching profession and the
leadership roles of teachers in a Turkish context are explained, focusing on their
perceived social, cultural religious values in Turkish society.
A Brief History of Teacher Leadership in Turkey: Teacher training in today’s
Turkey can be traced to the late Ottoman period in which the first modernization
movements were initiated. Education has always been regarded as one of the most
important agents of change in the reform movements for the social, economic, and
cultural development of the country in both the Ottoman Empire and the modern
Turkish Republic (Shaw and Shaw 1977; Somel 2001). Furthermore, political
education has always been accepted as the carrier of dominant ideology of the
reforms shaped by the bureaucratic elites. In this process, teachers have gained new
‘modern’ roles as leaders in the transformation of society. Since the teaching
profession has a highly valued status originating from the social, cultural, and
religious values, teachers have been placed on a status of disseminating ‘modern’
ideology of the reforms as the social leaders (Boyaci 1998).

With the proclamation of the Turkish Republic, Mustafa Kemal Atatürk, its
founder, placed education and teachers at the core of the modernization process of
the Turkish Republic as in the late Ottoman period, except that he ended the dual
structure of education in society, traditional-modern, by abolishing all traditional
educational institutions in accordance with the Union of Teaching Law in 1924.
From that date, teachers became the central members of the state bureaucracy and
were engaged with distinctive state functions within which their primary mission
was to educate the masses along the lines of Kemalist principles. They were aligned
with the modernization and secularization process in Turkey focusing on
Western-oriented social, economic, and political transformations (Boyaci 1998).

The transformative power of teachers as leaders in society continued with the
opening of village institutes in 1940. Their students were mostly from the villages.
The ultimate goal was not only to train teachers to teach students in rural areas but
also to train students coming from rural areas as leaders of village communities to
foster the socioeconomic and sociocultural development of the country. Especially
with transformational leadership roles and the skills of teachers, village institutes
played huge roles in the modernization of society until they were closed in 1954.
Teachers were leaders not only in schools or classrooms, but also in society, and
were carriers of the mission of the young republic aiming to transform the people
and the country into a contemporary civilized nation (Boyaci 1998).

In 1960s, the professional qualifications of teachers were criticized and they
started to lose their missionary and transformative roles. In this context, technical
and institutional skills came to forefront. There were career ladder applications as
master teacher and head teacher revealing formal roles before. However, this time
teachers gained new roles such as program specialists and teaching coordinators
(Guven 2004).

12 A. Boyaci and Y. Oz



In these days, leadership role of teachers in transforming the nation is not in the
first order in the political agenda of the government, but teachers still have lead-
ership roles in society. Today, teacher leadership roles in schools have come to
forefront in order to provide school improvement by increasing professional
qualifications of teachers. In this sense, in accordance with the European
Qualifications Framework, professional qualifications of teachers were prepared in
2005 (MoNE 2006). Besides, teacher career ladder was redesigned the same year
due to the old system being dysfunctional. Same titles are still being maintained as
teacher, master teacher and head teacher. By redesigning the career ladder for
teachers and creating the teacher qualifications framework, Turkey has tried to
improve and support teacher leadership and the professionalization of teaching.
Teacher Leadership in Turkish Context: It is hard to find a definite agreement on
the definition and dimensions of teacher leadership in world literature, and it is the
same for teacher leadership concept in the Turkish context.

Despite the Turkish legislative framework for education mostly arranges the
function of the education system centrally as an integrated part of the public
administration system, education laws, and regulations recognize the autonomy of
schools and teachers, especially for issues such as the improvement of teaching and
learning activities, school environment interactions, and the professional develop-
ment of teachers. For example, the Board of Education and Discipline (Talim
Terbiye Kurulu) as the highest level committee at MoNE decides curriculum
structures, roles, responsibilities, competencies of teachers, recognizes and
encourages teacher autonomy by taking care of sociocultural and socioeconomic
environmental characteristics of the schools. In this sense, in spite of the instruc-
tional curriculum being centrally structured and implemented all over the country,
teachers are allowed to make the necessary changes required by the social, cultural
and economic settings of their schools.

In terms of the participation of teachers in decision-making processes in schools,
MoNE has tried to reform the school management system by establishing decen-
tralized models focusing on inclusive process management since the beginning of
1995. For example, Total Quality Management (TQM), School Improvement
Teams (SIT) were put into practice. The ultimate goal has been to create an
autonomous school and for professionals to be much responsive to their community
out of the centrally organized bureaucratic order of command. By doing so, it is
assumed that the accountability of schools could be realized at local level.

Moreover, for the empowerment of teachers in Turkey, MoNE has employed a
model called School Site Professional Development (SSPD). This model assumes
that the professional competencies of teachers could be improved by focusing on
the indigenous conditions of the schools they work for and the individual demands
of the teachers. In this sense, school principals are entitled to arrange professional
development activities and encouraged to motivate teachers to attend different
professional development programs including M.A., M.Ed., and Ph.D. Paralleling
the employment of this model, graduating from M.A., M.Ed., Ph.D. or certificate
programs and attending in-service training activities organized by public, private,

1 Evolution of Teacher Leadership as a Challenging Paradigm … 13



or civil organizations have been credited in promotion of teachers to attainment of
‘master’ or ‘head teacher’ titles.

Despite the existence of such policies in favor of teacher leadership, as a cen-
tralized education system, most of the reforms are top-down in Turkey. Thus,
teacher leaders show more formal roles. In this context, although they are not
defined specifically, the Regulation of Primary Education Institutions based on
Elementary Education Law, No: 222, contains some tasks and responsibilities and
roles of teachers. According to Beycioglu (2009) these roles are collaborative
working, producing innovative ideas, work in teams, participating in
decision-making, guiding students or colleagues, acting as program specialist and
educational planner, inspiring colleagues, leading in school improvement processes,
budgeting, and participating in the administration of the school.

However, the practices regarding teacher leadership roles are the results of
different interpretations of individuals in school settings. And these interpretations
determine how degree of autonomy teachers should have and on what practices
teachers should reveal leadership roles. As an example, Can (2006, 2007)
emphasizes that according to both teachers and school managers, most teachers
value collegial cooperation, want to join in-service or development programs, work
in teams, motivate students at a high level; have problem-solving skills at middle
level; are prone to change, produce projects, conduct educational researches, and
produce policies at a low level. Also, teachers emphasize to take leadership roles in
instructional and classroom-based activities, whereas school managers emphasize
that teachers should take leadership roles in quality education, discipline, and
school wide activities. Besides, Can (2015) found that according to most school
managers, teacher leadership behaviors mainly focus on curriculum and content
knowledge, valuing collaboration among teachers, motivating students to learn,
solving conflicts, guiding new teachers or colleagues, affecting students, taking
responsibilities in extracurricular activities, and completing given tasks. However
according to a few school managers, teacher leadership includes leading change,
having vision, identifying organizational problems and trying to solve them, joining
school wide activities and taking risks, contributing to generating a powerful school
culture, joining projects related to continuing learning and development, and
developing independent school projects.

Additionally, there are some factors affecting teacher leadership in the Turkish
case. According to Ozcetin (2013), when school managers support teacher lead-
ership and try to improve school capacity, they experience difficulties with financial
issues, passive teachers, and low family support to schools, emotional difficulties,
time management and low vision. Moreover, school managers emphasize that the
courage, sense of entrepreneurship, characteristics of teachers, working environ-
ment, financial capacity, and the time management skills of teachers are effective
components in terms of teacher leadership behaviors. However, teachers propose
that motivation and resources, attitudes of school managers toward teachers, col-
legial support and opportunities for professional development in school affect
revealing teacher leadership behaviors (Can 2015).
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Consequently, in implementing teacher leadership in school settings it is nec-
essary for Turkey to create a positive school culture. School principals as educa-
tional leaders could create an institutional capacity for collaboration among
teachers, a positive and inclusive school culture in which teachers take initiatives
and roles without the mandatory formal roles of a bureaucratic system. In this sense,
the educational leadership skills of principals can be developed within three main
categories as leadership content knowledge, professional experience in working
with teachers and data-based decision-making strategy (Bellibas 2015).

1.6 Conclusions

This chapter mainly examines teacher leadership from a developmental and inter-
national perspective. It identifies teacher leadership as a changing concept
throughout transformational and distributed leadership, organizational structures
determining the management of schools, and constructivist learning theory pro-
moting the collaborative professional learning of teachers.

Teacher leadership has become a popular concept and process within school
reform movements and site-based management applications that empowers teachers
in school management practices. However, many roles and responsibilities of
teachers make it very difficult to define the concept and identify a structured theory
for it. So, teacher leadership is mostly discussed based on transformational, dis-
tributed and a bit of instructional leadership in the literature. These terms can never
explain teacher leadership by themselves. Teacher leadership is like an umbrella
covering those leadership styles and related with other terms for developing school
capacity, teacher empowerment, and autonomy. Thus, this chapter presents a
holistic approach that covers teacher leadership and terms related to it, by identi-
fying the relationship between a set of theories on the management and organiza-
tional structures of schools and teacher leadership, which also forms the distinctive
side of the chapter. Besides, teacher leadership has always been thought of as a
culturally sensitive concept. In this regard, teacher leadership in the Turkish case
has been explored with regard to the social, cultural, and religious values attributed
to teachers as leaders in society throughout history.

In conclusion, teachers would be very basic change agents in every action taken
for increasing student learning and success, and developing school capacity.
A school manager seeking to reach the goals of the school could create a positive
school culture in which teachers take initiatives by themselves without the impo-
sition of formal authority. In other words, the convergence of both the formal and
informal roles of teachers and the leadership skills of the school principals promote
the expected outcomes of the changes. Creating conditions providing teacher
leadership is an important problem to solve for school managers when they enhance
collegiality among teachers against the bureaucratic and hierarchical nature of
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schools. Understanding the organizational nature of schools as loosely coupled
organizations, professional bureaucracies and centralization and formalization in
the organizational structure of schools could be useful to overcome such a dilemma.
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Chapter 2
Promoting Teachers’ Leadership Through
Autonomy and Accountability

Nabi Bux Jumani and Samina Malik

Abstract Teachers are considered a cornerstone in a school setup. Therefore,
teachers’ quality and competency is the central point for the improvement of whole
school. When teachers handle their classrooms alone, recognize their abilities that
can influence every student’s learning and select and organize their curricula by
themselves, then the teacher leadership is an imperative instead of an option.
Standards for the teacher leaders consist of seven domains that describe various
dimensions of teacher leaderships, which could help them in finding various
opportunities within the teaching profession. Certain conditions facilitate the pro-
motion of teacher leaderships in schools such as safe environment, supportive
administrator, and absence of “tall poppy syndrome.” Teacher autonomy is
teachers’ capacity to engage in self-directed teaching, which may include general
professional autonomy, collegial professional autonomy, and individual autonomy.
To accomplish instructional goals and encouraging conducive learning environ-
ment, teachers need to have freedom for decision-making and providing best
opportunities for students’ complete development. Teacher accountability concen-
trates on both the procedures and results of teaching. Both the terms autonomy and
accountability are interrelated as when teachers may be given autonomy to work in
their own way, yet being accountable and strive for the teacher leadership on the
whole.
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2.1 Introduction

Teacher is considered a linchpin in a school setup. His art heavily impacts on the
students’ achievement. Therefore, teachers’ quality and competency is the central
point for the improvement of whole school. Many countries are supplying high
quality of teachers, and many are struggling to meet the new standards of quality
teachers and training them as future leaders. This challenge is becoming more acute
when educational systems demand more ambitious teachers, to prepare their stu-
dents with skills and knowledge that increase their success rate in this growing
globalized and digital world (Jackson and Stewart 2012).

When teachers handle their classrooms alone, recognize their abilities that can
influence every student’s learning and select and organize their curricula by
themselves, then the teacher leadership is an imperative instead of an option. As
with the time, one teacher and single classroom schools have been converted into
multiroom buildings and multiroom buildings are moving in multibuilding schools,
the status of the teacher becomes as an employee instead of as expert. With the
passage of time as school grow in size is increased complexities in administrative
tasks became highly demanding and structured, top-to-down hierarchies and
powerful well-structured administration that have positioned the teachers at the
lower side of hierarchy and quitting them from organizational tasks. Many people
agree this that nowadays management of schools has become more complex and
demanding and recognized as bureaucratic institutions in nature. Unluckily efforts
made for educational reforms and increasing quality education emphasized the
increase in teaching professionalism that in result increased the bureaucratic aspect
of administration. The organizations tend to adopt standardized procedures of
appointing the teachers, implementing highly structured and uniform curriculum in
schools and following rigid policies. This all move the whole educational system
toward centralized in nature (Wattleton 2000). The teachers’ professionalism
became more at risk because it is followed by strict rules and procedures. In such
background achievement and accountability is considered as direction and pre-
scription. It will definitely move students and teachers into threatening situations.

According to Jackson and Stewart (2012), the autonomy of teachers leads them
toward the perfect leadership, when teachers are involved in decision-making role,
taking the responsibilities, and involving in administrative and management tasks
consequently move the institution toward improvement and address the continuing
students’ cognitive and social growth. When teacher leaders are empowered
accepting the responsibilities, and finding their power in knowledge they start to
accept challenging situations and positively inquire educational issues and learn
new instructional methods that help them to promote self-trust in classrooms and
curriculum decisions.
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2.2 Definition of Teacher Leader

There is a lot of work seen that is trying to define teacher leaders, but the definition
for the term “teacher leader” still vary from one to others. This is because the roles
of teachers cover a wide range of activities. Leadership is one of them.
Katzenmeyer and Moller (2001) maintain that teacher leaders are those teachers
who lead within or beyond the classrooms, positively contribute to a teacher learner
and leaders community, and finally influence others for the improvement in edu-
cational tasks. Further, they supported the concept of ‘teacher leadership’ as saying
“there is ‘sleeping giant’ in every school which is a strong channel for making
changes and works for school improvement.” School leaders make efforts to wake
this giant by realizing all teachers that they are leaders and providing them
opportunities to explore their leadership skills. Wasley (1991) defined teacher
leader as the ability of teachers to convince the colleagues to accept change and do
things which could not be considered to be done with out the influence of a leader.
McGhan (2002) described the term ‘teacher leader’ as collegial and less hierarchical
version of school leadership which is a main person that contributes in whole
school reform efforts. Further, he elaborated his point of view as saying it as
‘negotiated’ order that is a totally contradictory concept from the traditional one that
is unidirectional or top-down style of leadership. Most of teacher leader definitions
can be divided into two main categories, first is recognizing the teacher leader as
someone different from rest of teachers, it is one who is considered as special being
and comes in a special class. Second category of teacher leaders is such group of
people who are all leaders and work collectively to optimize the whole process of
teaching and learning. Here all teachers are leaders, work as professionals, and
make sure that all challenges are being welcome (Wattleton 2000).

2.2.1 Roles and Responsibilities

It is observed in many researches that individual and single-person leadership is
increasing throughout the world particularly in developed countries like America,
Canada, and Australia. Many countries are conducting various teacher leadership
programs and investing on teacher leader trainings showing that this concept of
teacher leaders is widely accepted by many researchers and practitioners,
throughout the world. The teacher leadership in its true essence is considered as
enhancing leadership tasks and decision-making powers for teachers without taking
them out of the classrooms. In contrast to traditional approach of leadership, the
teacher leadership is featured by a kind of collective leadership in which teachers
enhance their experiences and expertise by working collaboratively with their
colleagues. By reviewing the extensive literature various tasks and roles are iden-
tified for teacher leaders that further give light upon the various natures of teacher
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leaders’ activities and responsibilities. Katzenmeyer and Moller (2001) have
identified three main components of teacher leaders’ responsibilities:

i. Leaderships of other teachers or students: work as coach, mentors, curriculum
expert, trainers, facilitators, for creating new approaches and leading the study
groups.

ii. Leadership for operational tasks: make efforts to organize the school and
achieve its goals through working as head of department, as member of task
forces, and as action researcher.

iii. Leadership through decision-making or partnership: work as member of
committees, leader of partnership with business, higher institutions and parent
teacher associations.

Similarly, Gehrke (1991) defined some more responsibilities and roles for teacher
leaders such as

a. Constantly improve their classroom teachings
b. Organize and lead all of school practices
c. Provide curriculum development knowledge
d. Participate in various school decision-making
e. Giving in-service training to colleagues, and
f. Participate in the performance evaluation of teachers.

Day and Harris (2002) proposes four key dimensions of teachers leadership roles
such as

i. The way in which teachers translate the school improvement principles into
the practices of individual classrooms. This is the central responsibilities of the
teachers as a leader that ensures all links within schools are safe and working
further maximizes the opportunities for the overall development of teachers.

ii. The second dimension of the responsibilities of teacher leader emphasizes
upon the participative leadership, where all teachers feel themselves as the part
of the transition or progress and possess a sense of ownership. Here a teacher
leader encourages other teachers to hold hands for a particular development
that leads toward more collaborative way of working. Furthermore, he/she
work with colleagues to enhance school improvement and lead all of them to
accomplish a collective goal.

iii. Teacher leader sometimes performs a mediating role in school improvement
project. As teacher leaders are considered as a source of expertise and infor-
mation. They have guts to draw new expertise and resources and take external
assistance whenever it requires.

iv. One of the most important dimensions of teacher leaders’ role is developing
close relationships with every teacher for enjoying the mutual learning.

There are some other dimensions or type of responsibilities of the teacher leaders
observed in various research works such as performing action research, promoting
peer classroom observation, and continuously developing a culture of professional
development through establishing a collaborative environment. Many studies
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supported the idea that mentoring, orientation, and continual professional devel-
opment of other teachers is seen crucial as through encouraging collaborative
environment, new ideas emerged that contribute to the whole progress of the
school.

Some other teacher roles are identified by various studies as curriculum devel-
oper, leaders of the school improvement team, mentoring of the new and
less-experienced staff and sometimes as action researcher that always have a strong
link to the classrooms. Teacher leaders are seen as expert teachers who remain busy
within their classrooms but perform different roles at different time periods as
following the principles of influential leadership. Teacher leaders are considered as
important for the teachers’ empowerment, by involving them in decision making
within the schools and promoting the democratic environment in the schools
(Gehrke1991). A teacher leader should have ability to work collaboratively with
peers, observing each other’s classes and discussing various possibilities for the
improvement of whole teaching and learning process (Muijs and Harris 2003).

Barth (1999) explained the teacher leaders role beyond participating in
decision-making and collaborating, such as for him a teacher leader has to perform
certain tasks which are generally undertaken by a senior manager for example:

a. Selecting text books and instructional materials
b. Designing the curriculum
c. Determining certain codes of conduct related to the students behavior
d. Deciding on tracking
e. Planning staff development programs
f. Determining promotion and retention rules
g. Deciding school budgets
h. Evaluation of the teachers’ performance
i. Appointing new administrators and teachers.

This list of teacher leaders’ roles and responsibilities depicts that a teacher leader
must be part of all important decision-making plans. Some other supporting writers
feel that a teacher leader can work with a senior management while making
important decisions related to the specific tasks of school rather replacing them.

2.3 Standards for Teacher Leaders

Standards for the teacher leaders consist of seven domains that describe various
dimensions of teacher leaderships (Fig. 2.1).

According to Smylie (2010) individual teacher leaders could not equip all of or
many of the dimensions instead there are many situations in which teachers have to
imagine their leadership roles. These standards could help them in finding various
opportunities for opting different leadership standards within the teaching
profession.
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2.3.1 Domain 1: Fostering a Collaborative Culture

A teacher leader must be aware of the principles related to children learning and
know how to develop a collaborative culture for collective tasks. This knowledge
helps the teacher leaders to create an environment of respect trust and cooperation
that in turn support the continuous improvement of teaching learning process. There
are certain tasks related to this domain which a teacher leader is expected to perform
such as:

a. Use group process to assist his colleagues, work together for solving the various
problems, make decisions, manage the conflicts, and enhance significant
changes.

b. Possess skills for presenting ideas, leading discussions, have knowledge of
his/her and others’ needs to share goals and professional development.

c. To enhance students learning a teacher leader creates trust among fellows,
extends collective wisdom, and generates ownership and actions, and

d. Make efforts to welcome the challenging situations.

2.3.2 Domain 2: Accessing and Using Research

Under this domain teacher leaders must comprehend how to create new knowledge
using the research and intimate rules and policies to enhance teaching learning
processes. A teacher leader supports others to learn how inquiry and research can be
a continuous part of their learning and professional development. Certain tasks
related to this domain include:

D
om

ai
ns

 o
f S

ta
nd

ar
ds

 fo
r T

ea
ch

er
 L

ea
de

rs Fostering a Collaborative Culture to Support Educator 
Development and Student Learning

Accessing and Using Research to Improve Practice and 
Student Learning

Promoting Professional Learning for Continuous 
Improvement

Facilitating Improvements in Instruction and Student Learning

Promoting the Use of Assessments and Data for School and 
District Improvement

Improving Outreach and Collaboration with Families and 
Community 

Advocating for Student Learning and the Profession

Fig. 2.1 Domains of standards for teacher leaders (source Smylie 2010)

26 N.B. Jumani and S. Malik



a. Help their colleagues in use of research for learning appropriate approaches to
maximize students learning.

b. Assist other teachers how to analyze students’ achievement data, interpretation
of the results, and use the findings for the improvement of the whole teaching
and learning process.

c. Help the colleagues to join other organizations and higher institutions for the
interaction to handle critical educational issues and problems.

2.3.3 Domain 3: Promote Professional Learning

A teacher leader always tries to be equipped with the new innovations related to
emerging technologies school communities and use this knowledge to endorse,
design, and assist professional development for his colleagues that further support
in achieving the schools improvement plans. Functions and tasks related to this
domain are specified as

a. Plan professional learning with the collaboration with the colleagues and school
administrators that is team based, job oriented, and continue over time.

b. Identify individual differences among his/her colleagues and support them in
professional learning by identifying, promoting, providing differential tasks.

c. Assist professional learning among colleagues.
d. Identify and use various technologies for the endorsement of cooperative and

differentiated professional development of colleagues.
e. Provide constructive feedback related to their professional development.
f. Use emerging educational, economic, and social trends in the planning of

professional learning programs.

2.3.4 Domain 4: Support Improvement in Teaching
and Students Learning

The teacher leader has to have deep understanding about the all teaching learning
processes and provides continuous professional development to the colleagues by
modeling the reflective practices. Furthermore he/she ensures that all teaching
practices are aligned with the shared vision of school. Teacher leaders’ tasks related
to this specific domain include:

a. Facilitate class- and school-based data for the improvement of curriculum,
teaching, evaluation, and school culture.

b. Facilitate his colleagues to use research-based practices for the betterment of
teaching learning process.

c. Provide assistance to the colleagues for collective professional growth by
mentoring, coaching, and facilitating.
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d. Lead them to combine the skills, knowledge, and expertise for the improvement
of students’ learning and curriculum development.

e. Support the teachers to use emerging technologies to enhance students’ learning
and appropriate use of the information available on the Internet, utilize social
media to encourage collaborative learning, and connect various people and
resources existing around the world.

2.3.5 Domain 5: Use of Assessment

Teacher leaders are generally equipped with the skills related to the effective use of
formative and summative assessments methods. They utilize this information and
share their skill with the colleagues to use assessments to create relevant decisions
that can improve student’s learning and overall school progress. Regarding this
teacher leaders have to perform certain tasks such as:

a. Support the teachers how to use various assessment tools aligned to national and
international standards.

b. Collaborate with the colleagues to design and implement of these assessment
tools and use obtained scores and interpretation of students’ data to solve var-
ious predetermined issues.

c. Support the colleagues to use assessment data for the improvement of instruc-
tion practices.

2.3.6 Domain 6: Improve Outreach and Collaboration
with Families and Community

Teacher leaders are very well awarded of the fact that families, societies, cultures,
and communities are really influential figures for the educational processes and
student’s learning. They work with their colleagues to foster cooperation and col-
laboration among various stakeholders such as families, community members, and
leaders to improve all of educational system and maximize opportunities for stu-
dents’ learning. For this teacher leader has to

a. Possess knowledge about the different social backgrounds of ethnicities, cul-
tures, and dialects to promote effective collaboration among all stakeholders.

b. Model effective communications skills and collaborative behavior with all
stakeholders to maximize students’ achievement who come from various social
backgrounds.

c. Support colleagues for their own self-assessment related to the understanding of
various ethnicities, cultural differences, and different social backgrounds. How
they can create various strategies to handle different students and enrich their
experiences with multicultural educational practices.
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d. Create a communal understanding of different educational requirements for
different families, and communities.

e. Address the diverse educational needs teacher leader has to collaborate with
different families, social groups and colleagues and develop comprehensive
strategies to accomplish all those needs.

2.3.7 Domain 7: Advocating Students’ Learning
and Profession

Teacher leaders comprehend how policies and plantings are made and what could
be the role of school leaders, teachers, and other stakeholders while forming the
educational policies. While using this knowledge teacher leaders advocate their
students’ needs and support various activities that can enhance effective teaching,
promote students’ learning and serve as influential being in the school and in the
communities. For this teacher leaders must

a. Share information with their colleagues, related to the policies formation process
and how these policies and plans can influence the teaching learning process.

b. Use research with the collaboration of the colleagues to support teaching
learning processes.

c. Collaborate with teachers to utilize opportunities to advocate the rights and
needs of the students.

d. Advocate for the professional resources such as financial, man power, and other
material resources and help colleagues to utilize all these facilities to enhance
their experiences and learning to achieve organizational objectives.

2.4 Conditions that Promote Teacher Leadership

Many studies illustrate that most of schools are not hospitable for the teacher
leaders especially unofficial or informal teacher as leader. Commonly a school
administrator is considered as influential being who can foster the conditions to
promote teacher leaders. There are certain conditions determined by Danielson
(2007) that facilitate the promotion of teacher leaderships in schools.

2.4.1 A Safe Environment for Risk Taking

To promote teacher leadership it is essential that administrators and other teachers
do not criticize when a teacher leader presents ideas and plans which may seem at
first unusual or strange. This confidence will encourage the teacher leader to think
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creatively and handle difficult issues and critical situations. A safe environment
must be provided to the teacher leaders in which administrator ensure that teachers
are free to express new ideas and can take professional decisions. For instance, an
administrator can arrange various discussion sessions in which he/she may ask how
we can foster professional environment within the school. How you would like to
create classroom environment in the schools. Promoting such professional climate
an administrator can facilitate teacher leaders to practically participate for sharing
different ideas and bringing innovation in schools.

2.4.2 Supportive Administrator

Only a committed administrator can foster and promote teacher leader-
ship. Administratorsmust be supportive and encouraging beings, who offer help to the
teachers to develop such professional skills to take advantages from their leading
roles, i.e., decision-making, data analysis, and interpretation of the data.
Unfortunately, some administrators could not have courage to recognize others efforts
and most of time take all credit for others contributions. Whereas the fact is this, that
the more power an administrator will share the more authority he/she would get.

2.4.3 Absence of “Tall Poppy Syndrome”

It is not always the administrators who are the pessimistic character and against the
teacher leaders, sometimes the teachers themselves are not willing to perform
leadership role or sometimes other teachers create hurdles in the ways of the teacher
leader. In Australia, this condition is known as “Tall Poppy Syndrome,” those who
stick their heads up risk being cut down to size. These are the teachers who seem
mostly reluctant to declare their colleagues that they are nominated as teacher leader
or recognized by the national board for professional teaching standard. To control
such situation an administrator must take an initiative to promote a culture in which
teachers who initiate new ideas and do something different from traditional setup.

2.4.4 Opportunities to Foster Leadership Skills

As it is discussed in many studies that to promote leadership skills among teachers
does not mean to arrange a lot of training programs and workshops for them instead
they only need certain skills related to curriculum planning, applying assessment
techniques, strategies for instructional improvement and facilitation. These skills
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can be promoted through school-level professional development, various courses,
and seminars. An administrator must provide sufficient opportunities to the teachers
considering their convenience level.

2.5 Autonomy

Numerous researches are found discussing “what is autonomy?” Many researchers
answered it in different perspectives such as Sitch (2005) stated autonomy as
capacity and responsibilities to bring change and manage one’s attitudes and
capabilities in a productive way. Teachers possess autonomy when they are able to
have control over any situation and possess freedom to handle all matters using
their own approach. For Moses (2007), it is a decisional freedom that people use to
make their own choices without feeling hesitation of their authorities. Moses dis-
cussed various dimensions of autonomy related to educational settings. Generally
educational institutions offer autonomy to their teachers to decide their work and
employment conditions, to assess students’ progress, establish educational objec-
tives and decide curriculum, decide academic standards, engage in continuous
research and innovations, direct administration and finance, and provide organi-
zational governance (Moses 2007).

To answer the question “how to create opportunities to offer autonomy to teacher
professionals so that they can possess authority for curriculum development,
deciding academic standards and procedures evaluation” Bowen (2006) referred to
the law of autonomy given by Kant. The law of autonomy emphasizes upon the
freedom for decision-makers to take appropriate decisions which are often unat-
tained because of sway or pressure of the organizational authority. Professional
autonomy is the key aspect of self-determination among the employees that relates
to the self-choice of goals. Kuvaas (2009) elaborated that the supportive attitude of
leaders for autonomy, competence, and skill development is essential for the
intrinsic motivation that leads the individuals for self-determination. Further is
emphasized by the researcher that social conditions and environment heavily impact
through the individuals’ perception about their autonomy upon their intrinsic
motivation. The key benefit of the professional autonomy discussed by Penuel et al.
(2010) is when organizations that offer freedom to its employees to construct their
practices, control over the decisions, and develop self-efficacy in result improve
their practices and minimize all issues.

For Rothstein (2003), the term autonomy covers a sense of overconfidence, and
self-importance is hampered with emotional feelings, and that’s why lack the depth
of meaning related to what individuals are trying to practice, that include freedom
from evaluation, decision-making ability, openness in expressing their views, or
lack of boundaries. Professional autonomy employees need strict evaluation of their
own practices for improving all tasks. According to Streshley and Bernd (1992)
effective administrators support the professional development of the teachers by
offering them to participate in decision-making that can influence the whole
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schools. Freedom of choice and decision-making promote creativity and enhance
experiences of the employees that further lead them to social consciousness and
enhance universal values (Moses 2007). To endorse high-level dedication among
staff members, it is crucial for administrators to promote autonomy among their
staff members for enhancement of their creativity. Providing opportunities for
teachers autonomy and encouraging them to participate in goal setting will lead to
accomplish the institutional agenda (Streshley and Bernd 1992).

2.5.1 The Concept of Teacher Autonomy

‘Teacher autonomy’ is defined in many ways. Benson (2000) defines teacher
autonomy as “right to freedom from control,” for Little (1995) teachers’ capacity to
engage in self-directed teaching. Some define teacher autonomy differently and they
believe it as a process of constructing a personal identity as professionals must
combine with the interests of the society. To some importance must be given to the
teacher autonomy that will lead it toward the students autonomy, this concept has
been evolved in the researches where learners’ autonomy is considered as key
factor for the teaching learning process. Some feel autonomy is the capacity for
autonomous decision-making and possessing the skills for showing readiness and
action that illustrate motivation and confidence to carry out their decisions (Wilches
2007). Some studies suggested as teachers’ autonomy can be observed in both
aspects as self-directed professional growth and independence from managed by
others. This discussion can be summarized the multidimensional concept of the
teachers autonomy and significant relation between the teachers’ professional
development and teachers’ autonomy. In a nutshell, teacher autonomy can be
defined as ‘teachers’ eagerness, aptitude, independence, and self-control to take
decisions and implement them.

2.5.2 Forms of Teacher Autonomy

Figure 2.2 describes the forms of Teacher Autonomy.

2.5.2.1 General Professional Autonomy

This type of teacher autonomy refers to the surrounds of professional tasks such as
organization of school tasks, rules and regulations (laws), teacher training, cur-
riculum development, and concept of control as organizational system will be
managed by the objectives or prescribed rules. At this level, professional teacher
autonomy is based on the permission to organize the forms of teachers’ tasks, for
example, following the principles or control of the institution. Teachers have not
been able to dictate working conditions for their professional development at this
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level. For many people collective agreement on working hours and other significant
practices of teaching are considered as inconvenience for teachers. Decentralization
of the school administration increases the power of teachers to decide various forms
of content and evaluation procedures (Wilches 2007). The striking challenge related
to the general professional autonomy is that most of developments have been
occurred without the practical involvement of the teachers. For example, generally
capitalists as principals own the large private entrepreneurships and school orga-
nizers has less or more unexpected development that results less considerations for
the teachers work and tasks as not discussed and given proper importance. Such
type of development directs more de-professionalization of the teachers and
teaching profession as teachers have not been given the authority to organize or
decide various tasks related to the school development. Instead of teachers,
politicians, policy makers, and other authorities decide the ways of development
instructional practices for the schools (Wilches 2007). In short, the private com-
panies and state organizations conditioned and form the teaching profession and
teachers’ practices and concept of professional autonomy in general practically can
be denoted as de-professionalization.

2.5.2.2 Collegial Professional Autonomy

The concept of decentralization involve that problems related to pedagogical con-
cepts, organizational work control are addressed by the local management and they
take various decisions. One interpretation of this managerial autonomy, enjoyed by
the principals of the schools, has improved at the cost of professional workers. The
loss of general professional autonomy and evolving concept of managerial
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autonomy in the schools give a challenge to the exercising autonomy at the practice
level. But when we focus on the definition of collegial autonomy, no one can be
upheld at the practice level even if general professional autonomy has abolished and
local management of schools poses a question who will organize the professional
work. The concept of collegial professional autonomy for teachers focuses on the
collective freedom of teachers to take decisions and practice at local level. Here
teachers are given collective authority to take decisions related to designing their
instructional strategies, develop new pedagogical ideas and concepts. This form of
autonomy encourages teachers to organize and run the school authority on the bases
of cooperation and collegiality. Here teachers are encouraged to make joint efforts
to organize and create professional practices. This concept of autonomy merges the
collegial and managerial autonomy. This must be kept in mind that collegial
autonomy may be executed in an institution where teachers may have to follow
strict organizational rules and principles and may face restrictive ideas. Here
teachers are required to accomplish their work within team collectively according to
the ideas given by others. Despite this fact, teachers have to take decisions about the
content selection, pedagogical choice, and selection of the work-based professional
competencies (Wilches 2007). Generally, collegial autonomy is based on two dif-
ferent processes, e.g., it may be observed as delegated and preferred principles for
deciding the work and practices from a managerial perspective or it may be
observed as collegial outcome of individual autonomy in which preferences of the
individual teachers result in collegial practices and decisions.

2.5.2.3 Individual Autonomy

Individual autonomy is based on the individual’s chance to take decisions related to
the content selection, decide and form teaching practices such as choice of the
teaching material, instructional strategies, and assessments procedures. Individual
autonomy, no doubt depends upon the individual choices but it does not mean that
they possess complete freedom as they have to respect the authoritative rules and
instructions, for example, following the marking criteria, etc. The individual
autonomy can be enjoyed only when local administration limits their control over
them and shows strong trust on the individual teachers (Wilches 2007).

The professional teaching practices may be for temporary time period that is why
individual autonomy offers relative professional control of where and when it
requires. Some may criticize that such form of autonomy gives over freedom and
flexibility to the teachers but, in fact, this freedom is constantly under challenging
situations and demand from teachers for being more alert and conscious about their
work. To bind the teachers for specific time period such as from morning till
evening, it severely affects the individual autonomy but it is essential for the needs
of students, instructional concepts and institutional priorities. Individual autonomy
does not mean that there is no evaluation and control related to the teaching
practices. However, they have to conduct self-evaluation and assessment to
improve their own practices.
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2.5.3 Benefits of Teacher Autonomy

Teacher autonomy enjoys the freedom to make decisions and professional choices
related to the development of curriculum, deciding instructional strategies, etc.
Professional direction and autonomy would enable teachers to make instructional
decisions and judgments regarding instructional practices. With the professional,
autonomy teachers possess the right to arrange learning processes according to their
choices. Various studies emphasized that effective organizations mostly distributed
the decision-making powers among its employees (Chaleff 2009). Traditional
bureaucratic approaches of school management do not support this innovative
concept of organizational structure, but evidences of many researchers illustrate the
great influence of this change in organizational structures that leads to drastic
change in the daily practices of the teachers who are professionally independent and
autonomous beings.

Additionally, it is argued in many studies that standardized instructions super-
sede professional autonomy in obtaining the accountability goals. Standardized
instructions and curriculum are the aspects of systematic process of creating,
assessing and evaluating instructional processes. Instructions based on this concept
cannot weaken the concerns for the teacher’s professional freedom. Teachers
require freedom from restricted curriculum, because no one can force a teacher to be
sincere with program developed by other source. Teachers have a comprehensive
knowledge about all of academic goals, contents, practices, and assessment pro-
cedures. Even they are equipped with the skills to organize and use this information
useful and persuasive for learners. Instead of following the readymade content that
overlook the teachers’ experiences and skills for creating effective instructional
strategies for students learning, they need opportunities to discuss freely about their
expectations and practices for making personal decisions. Teachers autonomy lib-
erate them from the traditional bureaucratic concept of teaching learning processes
and prompt them to utilize their own innovative ideas and decisions making power
for the enhancement of whole teaching learning processes.

2.5.4 Implications of Teachers Autonomy for Teachers
Leadership

Enhancing professionalism among teachers by promoting teacher autonomy has the
potential to ensure teachers as best leaders. The concept of traditional hierarchical
administration and leadership is now considered as out of fashion. Teachers as
leaders can play a crucial role to empower all administrator and staff members.
Empowered teachers usually contribute as a force for administrators and integrated
group to enhance all teaching learning process (Chaleff 2009).
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Mostly teachers apply their leadership skills in classrooms to prepare, support,
and direct the students’ learning activities. For effective teaching and providing best
opportunities for students leaning, teachers require a certain level of autonomy to
implement their leadership tactic to handle immediate issues during the teaching
(Blanchard 2007).

To accomplish instructional goals and encouraging conducive learning envi-
ronment, teachers need to have freedom for decision-making and providing best
opportunities for students’ complete development. Most of time teachers’ practices
are determined by the local authority whereas for achieving best leadership quali-
ties, teachers need freedom and autonomy for promoting educational goals
(Wilches 2007).

2.5.5 What is Not Part of Teachers Autonomy

Researchers have illustrated certain distorted meaning of the term ‘Autonomy’
which is denoted while discussing the teacher autonomy. There are certain concepts
or situations that are not considered as teacher autonomy.

a. Teachers’ autonomy does not mean total independence or isolation. Whereas it
is denoted as responsibility, mutual support, interdependence, and commitment.
The concept of teacher autonomy in isolation are defend educational policies
that compel collaborative practices have control over the teachers’ tasks and
impose homogeneity of teaching and learning depended on standardized cur-
riculum and teaching strategies.

b. Teachers’ autonomy does not mean to assign teachers additional responsibilities
or duties and consider them as more accountable for their commitments and job.
Furthermore, teacher autonomy must not be considered as a strategy to mini-
mize teachers’ obligations toward school communities (Wilches 2007). The
teachers’ autonomy must be considered as the teachers’ right to take initiatives
and implement their professional practices to maximize the progress of the
institutions.

c. Teachers’ autonomy should not be claimed as technical, political, or psycho-
logical issue or just for the sake of promotion autonomy among students as it
has been suggested in many studies. Instead the teacher autonomy involves
beliefs, professional competencies for successful control over school matters.

d. Teacher autonomy is not a fixed concept that only some can possess the
autonomy and others cannot. Whereas this concept is flexible and changeable
that can be different across various domains of teachers’ power of
decision-making, and it varies and used according to the situational and personal
constraints.
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e. Teachers’ autonomy does not mean as an absolute condition of freedom. It refers
to the responsible execution of decision-making within the constraints about the
interest and need of the school stakeholders. Researchers who describe teacher
autonomy in the resistance to their colleagues and students or see teacher pro-
fessionalism in terms of their common capability to take decisions without
considering other stakeholders of the school, give a wrong perception to their
readers and justify the imposed standards and practices that have been criticized
in many studies.

2.6 Accountability

Accountability is answerability, blameworthiness, responsibility, and the yearning
of record giving (Dykstra 1939). Accountability is the certification and assumption
of commitment in regard to exercises, things, decisions, and methodologies
including the association, organization, and use within the degree of the part or
employment position and wrapping the dedication to report, clear up, and be at risk
for occurring results (Mulgan 2000). Accountability implies answering for one’s
activities, and especially the consequences of those activities. It is a multilayered
idea which characterizes a relationship of control between various gatherings, and
has an association with trust. Accountability is a social work on seeking after
specific purposes, characterized by particular connections and evaluative systems
(Ranson 2003).

2.6.1 The Concept of Teacher Accountability

Teachers are focused on giving quality programs and welcome accountability
techniques that are successful, genuinely actualized, and that accomplish significant
results. Teacher accountability concentrates on both the procedures and results of
teaching (Linn and Haug 2002). Teacher accountability implies answering for
teacher’s activities, and especially the consequences of those academic activities. It
characterizes a relationship of control between various factors. Teacher account-
ability is evaluation of specific teaching purposes (Saha and Dworkin 2009).

2.6.2 Benefits of Teacher Accountability

When somebody chooses to become a teacher, they take the obligation to teach our
country’s youth. Numerous individuals imagine that inside the educational system,
teachers are the ones who are responsible for the improvement and learning
advancement of students (Saha and Dworkin 2009). An essential inspiration for
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expanded accountability is to enhance the framework or parts of it. It is essential to
have teacher accountability for (a) better arrangement between open goals and the
reasons schools endeavor to accomplish and (b) improved execution with respect to
schools, ordinarily characterized by conventional accomplishment criteria
(Leithwood and Earl 2000).

2.6.3 Measures of Teachers Accountability

The school and educational authorities may take many measures for teacher
accountability, which might include

a. Teacher accountability may be founded on expert showing norms and ought to
be sufficiently complex to evaluate showing quality over the continuum of
improvement from novice to expert instructor.

b. Accountability might incorporate multifaceted proof of instructor practice,
students’ learning, and expert commitments that are considered in a coordinated
manner, in connection to each other and to the institutional setting. Any
appraisals used to gain judgments about students’ progress ought to be fitting for
the particular curriculum and students who are being educated by that teacher.

c. Assessment ought to be joined by helpful criticism, and associated with expert
advancement opportunities that are significant to instructors’ objectives and
necessities, including formal learning opportunities and peer collaboration,
observation, and training.

d. Expert teachers may be made available for the help and review process for new
educators and for educators requiring additional help. They can give the extra
subject-particular assistance and individual force expected to guarantee that
concentrated and successful help is offered and that choices around residency
and continuation are very much grounded (Darling-Hammond et al. 2012).

2.6.4 Implications of Teachers Accountability for Teachers
Leadership

The only way to make teachers as leaders through accountability demands trans-
forming the responsibility from ruinous and discouraging bookkeeping drills into a
productive choice making that enhances educating, learning, and administration in
the system of accountability. Teachers may be made proactive in creating
students-focused responsibility frameworks. These frameworks catch the numerous
parts of showing that test scores do not uncover, they tell the stories behind the
numbers. Instructors can make responsibility frameworks that upgrade educator
inspiration and lead to huge enhancements in students’ accomplishment and value,
even in generally low-performing schools. Responsibility for learning discloses
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how to construct a student-centered responsibility framework by analyzing key
pointers in educating, initiative, educational programs, and parent and group con-
tribution. Concentrating on the classroom, it traces instructors to get to be pioneers
in responsibility by utilizing a four-stage procedure of observation, reflection,
combination, and replication of effective teaching practices (Reeves 2004).

Teachers’ autonomy can be perceived as actual capacity to exert control over
teaching, evaluation, curriculum development, proper functioning of the school,
and professional development practices following the limits of educational goals,
approved by the schools and community. This promotion and implementation of
autonomy is attributed by strong relationship among personal factors such as
teachers’ professional awareness, skills, beliefs and dispositions that forms pre-
sentation, educational policies, administrative support, working conditions, and
interests of all stakeholders of the school that leads the teachers’ strong decision
making capacity. Teacher accountability is being answerable for the works of a
teacher. Both the terms autonomy and accountability are interrelated in the aspect
that teachers may be given autonomy to work in their own way, yet being
accountable and strive for the teacher leadership on the whole.
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Chapter 3
Sharing School Leadership: Principalship
Empowerment or Relegation?

Ismail Hussein Amzat

Abstract In current developments concerning school leadership, the assumption of
a single individual taking responsibility for and controlling every single aspect of
running a school from the most crucial concern to the most trivial has been put on
trial. In the modern approach to school administration, a distributed leadership
model is proposed and introduced as a source of empowering teachers towards
collective responsibility, creating accountability and developing a sense of
encouragement for participating in the decision-making process. However, with the
application of these theories in school sectors, the question remains as to whether
the implications of sharing or distributing school leadership power were considered
when the model was first created. In other words, at a minimum deep deliberation is
required during the application due to the potential impacts or repercussions that
sharing or distributing leadership and power might have on the role and position of
principalship. This paper sheds light on the effectiveness of distribution and shared
leadership in a school setting, examining the level of power to be shared, and the
extent of trust and professional training given to teachers prior to power
distribution.

3.1 Introduction

During the past few decades, leadership was believed to be an art from trait
leadership perspective and to be a science from a behavioural perspective. In the
present time, researchers have placed an emphasis on the critical role that school
leadership plays in school improvement and student productivity. Empirically, they
all have concluded that a great principal stands at the helm of every successful
school. Many studies have ranked school leadership as second in importance
only to teacher quality (Hechinger 2011). Hattie (2003), Leithwood et al. (2006),
Tooley (2009), Day et al. (2009, 2010), New Leaders for New Schools (2009),
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and Barber et al. (2010), as cited by England (2012), have all confirmed that school
leadership plays a second crucial role in student learning outcomes. In a joint report
of the National Association of Secondary School Principals and the National
Association of Elementary School Principals in the United States called Leadership
Matters, school leadership was considered second to classroom instruction among
all school-related factors that contribute to what students learn at school.

Those findings and reports show the importance of school leadership on teaching
and learning. Due to the rapid changes in our today’s world, the scope of princi-
palship has widened and new portfolios have been added, especially on issues
related to instruction. Fresh demands for new instructional leadership have arisen
due to the awakening of globalization as well as with respect to socioeconomic and
technology advancements (Ylimaki 2014a). Hence, change is about school prin-
cipals going beyond their traditional instructional leadership to create a data-driven
instructional system to guide the practices of teaching and learning (Halverson et al.
2007).

Those changes require school leaders to step out from behind their managerial
desks and go beyond traditional instructional leadership roles by setting new,
comprehensive and coherent curriculum aligned with professional standards
(Ylimaki 2014b); sustaining a culture of collaboration (O’Connor et al. 2014); and
creating a motivating learning environment (Ylimaki 2014b). This change also calls
for new supervision of instruction (Burke and St. Maurice 2014); developing
assessment and accountability systems to monitor student progress (Ylimaki
2014b); increasing the instructional leadership capacity of staff (Hackney and
Henderson 2014); promoting the most effective technology to support teaching and
learning (Dikkers 2014); and monitoring the impacts of instructional programs
(Brunderman and Dugan 2014). Responding promptly and actively to these new
calls and demands at school will definitely put the effectiveness of school leaders on
trial and will call for them to evaluate critically their leadership roles in today’s
modern era.

Meanwhile, many studies around the world have shown the advantage of shared
leadership and encouraged the distribution of power due to the complexity of
today’s educational setting. To deal with complexity, several substantial theories
and models have been developed and introduced including distributed leadership,
collective leadership, team leadership, horizontal leadership and substitute
leadership. Dispersed leadership is another newly introduced leadership theory.
This theory shares the same characteristics and features with the rest by advocating
the diffusion of leadership and power to all organizational members instead of
depending on a single official or formal leader. Self-management of the organiza-
tion is the most apt term to describe this leadership (Warner 2012).
Self-management shares the same meaning with shared and distributed leadership
theories because self-management exerts leadership influence at all levels in the
organization and in all roles (Bolden et al. 2003).

These theories and models share almost the same meanings, objectives and
functions. They have very strong links, and some are even used interchangeably.
Hence, their main focus is in general is to empower self-leadership among
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organizational members and reduce the tasks of organizational leadership
(Lunenburg 2010a). Shared leadership is linked with distributed leadership for
broad leadership distribution among teams (Bolden 2011). Shared leadership is
assumed to open the boundaries of leadership (Bennett et al. 2003) and duties and
responsibilities are shared (Kocolowski 2010). The same is true with respect to
transformational leadership, which transforms an organization and inspires people
in an organization to be self-dependent.

Notwithstanding, their similarities in functions, the power and benefits that these
theories and models have for organizational improvement, especially in terms of
distributed and shared leadership in terms of task delegation, sharing, autonomy,
collectivity and accountability, is undeniable. A distribution of power throughout
the school system is recommended by many studies to improve student learning
outcomes (Humphreys 2010).

Within this context, some serious questions have been posted about this distri-
bution of power. These questions include: Whose interests are being served by
particular distributions? Are all distributions intended to enhance teaching and
learning? It is possible that distributed leadership could support the abuse of power?
(Maxcy and Nguyen 2006; Mayrowetz 2008; Humphreys 2010). These are critical
questions that need answers, and even further debates are required to warrant the
application of these theories and models especially in education sectors.

But, given the scenarios of who is in control under shared and distributed
leadership, this current work has mainly focused on shared and distributed lead-
ership and sets out to ask and discuss: (1) to what extent can leadership and
responsibility be shared with teachers?, (2) if sharing is inevitable, in which situ-
ations or occasions should power or leadership be shared and distributed?, (3) as
shared and distributed leadership paves the way for participation, should there be
various levels of teacher participation in the decision-making?, (4) as prerequisites,
what are the levels of teachers’ preparedness for handling external pressures,
challenges, expectations and responsibilities? and (5) what is the adequacy of the
professional development training that they have obtained? As monitoring teaching
and instruction is the core business of every school principal, taking or sharing this
role might undermine the principalship role as the sole instructional leader. This
work ends with the belief that teachers should be empowered and encouraged to
share leadership and responsibility, but not at the expense of school principal’s
position.

3.2 Shared Leadership Effectiveness and Implications

Relentless efforts have been made to develop concepts to unify shared leadership
definitions but achieving this objective has tended to be elusive. One reason,
according to Kocolowski (2010) in his meta-survey of leadership studies, is that,
although research using shared studies is abundant in healthcare and education,
studies outside these two fields are scarce. Kocolowski said (p. 24) that the most
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widely cited definition of shared leadership comes from Conger and Pearce (2003),
who said that shared leadership is “A dynamic, interactive influence process among
individuals in groups for which the objective is to lead one another to the
achievement of group or organizational goals or both” (p. 1).

Shared leadership is considered to be a relative new paradigm, shifting leader-
ship from a formal leader to followers by sharing power and involving in
decision-making. Based on his review of the relevant literature, Kocolowski wrote
that shared leadership generally might be defined operationally as:

a dynamic, collaborative process (Conger and Pearce 2003) whereby influence is dis-
tributed (Carson et al. 2007) amongst a plurality of networked individuals, often referred to
as teams, for the purpose of achieving beneficial outcomes for the organization.
Characteristics of shared leadership teams include decentralized interaction, collective task
completion, reciprocal support and skill development (Wood 2005), shared purpose, and a
unified voice (Carson et al.), all enhanced via social interaction that involves mutual
accountability, partnership, equity, and ownership (Jackson 2000).

According to Goldsmith (2010) in an article in the Harvard Business Review,
shared leadership is defined as utilizing all of the human resources in an organi-
zation by giving opportunities to individuals in their areas of expertise and
developing a sense of empowerment to assume leadership roles.

All these definitions indicate that the shared leadership model reduces the
complexity of a single individual’s position by sharing power and accountability.
This model has been reported to help in developing a team with one common goal,
namely, improving learning.

Shared leadership can be defined in educational setting as a collaboration of a
school principal with teachers, staff, students and parents to face school challenges.
It creates a sense of partnership by asking everyone to contribute to a school climate
and each person to be responsible for his or her own actions (Hughes and Pickeral
2013). Traditional theorists, such as Robert Greenleaf on Servant Leadership,
Victor Vroom on Expectancy Theory, Douglas McGregor on X and Y Theory, Paul
Hersey and Ken Blanchard on Situational Theory, and James MacGregor Burns and
Bernard Bass on Transformation Theory state that, if employees are intrinsically
motivated and empowered, they will be honest and perform well for the organi-
zation while taking responsibilities rather than managers solely caring for these
responsibilities. In their works and writings, they highlighted the importance of
followers’ involvement in the decision-making process and organizational success
(Ensley et al. 2006a).

Thus, the following questions may now be asked. To what extent teachers are
equipped with decision-making skills and knowledge? What is the level of their
experiences in being involved in such kind of decisions? How many
decision-making processes they have been involved in and what are the outcomes
of the decisions they involved in? What outcomes have they generated from these
decisions and what decision outcomes have they derived from these processes?

The Wallace Foundation which is a New York-based philanthropy whose charge
is foster improved learning and enrichment for children sought answers to these
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questions. In a report, issued in 2010, entitled Learning from Leadership:
Investigating the Links to Improved Student Learning, the Foundation recom-
mended that the distribution of leadership include teachers, parents, and district staff
in order to improve student achievement (p. 103). Among the other key findings
were that:

1. An investment in the professional development of school leaders had limited
effects on student achievement unless districts also developed clear goals for
improvement (p. 145);

2. Planned aligned patterns of distributed leadership seemed more likely to con-
tribute the most to school improvement efforts (p. 177);

3. Priorities included instructional and curriculum leadership, and teamwork and
shared leadership focused on improvement objectives (p. 215);

4. Principals were most effective when they saw themselves as working collabo-
ratively towards clear, common goals with district personnel, other principals
and teachers; and

5. When leadership is distributed or shared between teachers and principals,
teachers‘working relationships with each another are stronger and student
achievement is higher (p. 282).

3.3 Shared, Vertical and Transformational Leadership:
Clash of Theories

In an organization in which leadership numerous theories and styles are incorpo-
rated, noticeable clashes of shared leadership can exist with respect to other models
and theories in terms of functions, practices and objectives. Vertical leadership
functions are said to be difficult to implement when shared leadership is present
(Mielonen 2011), but some studies in the United States have reported that shared
leadership predicts team effectiveness better than vertical leadership (Pearce and
Sims 2002; Pearce et al. 2004; Ensley et al. 2006b; Sui-Yi 2012). However, shared
leadership is much most complex and time consuming than vertical leadership
(Burke 2006) and less effective when teams have low performance. With respect to
maintaining organizational structure and hierarchy, shared leadership might be less
effective as organizational hierarchy is crucial in sustaining organization manage-
ment success and performance.

According to Routhieaux (2015), an organizational culture may pose a big threat
to the application of shared leadership. Organizational culture impacts organiza-
tional decision-making and a culture of sharing leadership and power might work
effectively in one organization and less effectively in another. An organization that
has a culture of shared leadership will enjoy the fruits of collective efforts and
collaborative process of information while sharing leadership could be very difficult
to apply in an organization that has a long history and culture of executive directors
making all major decisions.
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If leadership must be shared, then all types of vertical leadership, including
transformational, transactional, servant, moral, and instructional, among others,
must also be shared. As emphasized in earlier theories and models, the question
arises as to whether workers or followers who are intrinsically motivated have
obtained the necessary skills and professional development training to qualify for a
new post. Consequently, the issue of power sharing between leader and follower
has caused confusion and unsettled feelings among some scholars. Adding to this
concern is that groups may be performing well when they are motivated, experi-
enced, knowledgeable, but do not have a formal leadership structure (Manz and
Sims 1984; Ensley et al. 2006a). In reality, this sharing of leadership, power and
authority could be understood or seen as a process of relegating formal leadership
structure and the communizing of authority. As a result, organization members,
teams and followers may lose their purposes, suffering from a less clear vision of
the organization and duties.

Philosophically, the belief is often that, if there is no leader, there is no rule. No
matter the success or effectiveness of shared leadership, a formal leader is still
needed to empower self-leadership among members due to the functions of lead-
ership for influencing, guiding, empowering and controlling others to find the
correct path while assuring organizational goals are achieved. A harmful situation
may arise in a situation in which an official leader is viewed as redundant and
insignificant due to leadership-sharing among members. This state of affairs could
backfire and lead to chaos as well as personal issues involved in managing the
organization and decision-making.

Pintor (2013) has called for caution in using shared or team leadership, as not all
teams or situations are suitable for shared leadership. She recommended that shared
leadership be used in situations full of complexity and when interdependent tasks
exist for which a group of workers may be dependent on other groups; in creative
situations or when alternative ideas are needed; for highly committed employees;
and in instances in which the task is not urgent. Other than these situations, she
warned against applying shared leadership, as sharing might delay task completion
and aggravate conflicts between team members.

3.4 Shared Leadership: Implications for the Group
Decision-Making Process

The consolidation of significant findings on the effectiveness of shared
decisions-making indicates that, although shared leadership promotes teamwork
practices in an organization, at the same time, the application of team-based
knowledge work has been reported to have less effect on team work performance
(Ashley 1992; Verespej 1990; Bligh et al. 2006). Thus, teams are often reported to
fail due to their inabilities to live up to their capabilities, the failure to coordinate the
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actions and behaviours of team members, and the absence of proper leadership
guidelines (Burke et al. 2003; Bligh et al. 2006).

In addition, the findings on shared leadership and team effectiveness in educa-
tional settings have shown mixed results, as shared leadership sometimes only helps
in terms of monitoring group works without increasing their performance (Carte
et al. 2006). For example, in Tasmanian schools, school leaders prefer interacting
with each other more than interacting with teachers (Boardman 2001; Hall 2001;
Kocolowski 2010), while in contrast, teachers were found to be manipulated and
unhappy in New Zealand primary schools when their voices were not heard after
involvement in decision-making (Court 2003). These inconsistencies may lead to a
call for caution in sharing leadership in educational sectors. Nonetheless, sharing
responsibility for power and leadership with teachers as well as staff is often
advisable and recommended for boosting their talents, allowing a sense of
belonging, and permitting accountability to flourish. But this sharing must be jus-
tified, as peoples’ feelings cannot be ignored, and group members should know
their limits and rules and not abuse the complexity surrounding shared leadership
(Hall 2001; Kocolowski 2010).

Likewise, when decisions are carried out by means of consensus, such consensus
could possibly be difficult to reach and, as a result, a decision might be delayed
(Miles and Watkins 2007). The participation of workers in decision-making may
pose a dilemma for any organizational decision when problems of team attitudes,
internal battles and individual career goals are present (Jackson 2000). In such a
critical situation, according to Miles and Watkins (2007), relevance for power and
leadership sharing does not exist, especially when ideas that differ among partici-
pants are irreconcilable and thus might hinder decision-making and continuous
progress (Kocolowski 2010). In addition to this, dealing with daily changes in an
organization, it calls for quick action of the management and plans must executed
without delay. The questions that arise then are: how long will an organization’s
management wait to reach a consensus in decision-making? To what extent has the
organization eliminated the differences between workers and internal problems that
could hamper organizational decisions and performance?

Nonetheless, in cases of participative decision-making, an employee’s partici-
pation in decision-making often leads to improved creativity (Zubair et al. 2015).
Participation in decision-making has been reported to affect job satisfaction,
employee performance, organizational productivity, employee motivation and
organizational commitment (Alutto and Belasco 1972; Agwu and Olele 2014;
Zubair et al. 2015) and has been reported to have a strong relationship with
employee motivation (Irawanto 2015). However, in some instances in which
everyone is allowed to participate in making a decision, some authors believe that
consistency in making decisions is difficult to achieve. According to Gunnarsson
(2010), Lunenburg (2010b), and Schoenfeld (2011), group decision-making is
subject to social pressure towards conformity, individual domination, conflicts,
conflicting between primary and secondary goals, unwanted compromises,
ambiguous responsibility and increased time consumption.
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Looking at this issue from a psychological perspective, human beings are dif-
ferent, and each human has different internal or personal values. As a result, each
teacher also has different instincts, behaviours, attitudes, competences, personality
and backgrounds that he or she bring to his or her respective schools, which
potentially could influence decisions. For example, if a worker or staff member is
not in good terms with the top management or principal and personal feelings,
issues, hostilities and differences exist between them, a possibility exists that
decision-making can become personal and that favouritism, arguments and ran-
corous situations may eventually jeopardize organizational productivity. Shared or
distributed leadership in relationship to involvement in decision-making is reported
to be successful when a group of workers has great relevant knowledge and the
skills and the abilities to contribute, and this involvement should be limited to
specific situations (Ensley et al. 2006b). Pearce’s (1997) research supports this
notion while contextualizing what should and should not be shared.

At this stage, forward and continuous research needs to be conducted on the
outcomes of shared decision-making. Perhaps before sharing decision-making,
research should examine how team members work and join together to formulate
leadership in the team context and the development of members and leadership as
time goes by. In addition, if teamwork and participation in decision-making are
successful, can shared leadership and decision-making be successful when it comes
to organizational policy formulation? Also, to what extent can managerial posts be
shared? Moreover, when power is shared with co-workers and the team members,
directly or indirectly, they tend act as leaders themselves, and apparently the
assigned leader may lose momentum. This issue of moving power to co-workers
and team members without referring to a particular leader must be researched and
examined in terms of effectiveness when power is relinquished to team members
(Crevani et al. 2007, 2010; Friedrich et al. 2009).

3.5 Distributed Leadership Effectiveness and Its
Implications

The concept of distributed leadership is considered an old one (see Humphreys 2010
for a more complete discussion). In 1984, Murgatroyd and Reynolds stated that the
position of leadership is not meant for a formal organizational leader and can take
place at any level depending on the situation (see also, Law and Glover 2003).
As years have gone by, this concept has become well established and teacher lead-
ership has become a well-developed and promoted practice (Devaney 1987;
Lieberman 1988; Wiess and Cambone 1994; Louis et al. 1996; Wheatley 1999). To
date, Spillane (2006), Duignan (2006) have greatly contributed to the enlightenment
of the concept of distributed leadership throughout their remarkable works,
even though they have different concepts and understanding of distributed
leadership. Nonetheless, both have agreed that distributed leadership plays big role in
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teaching and learning as well as that distributed leadership engages all members of the
school community, not just the principal and deputy principal (see Humphreys 2010,
for a more complete list of their contributions).

This leadership is of the type that appeals to the concept of togetherness,
teamwork and cooperation among teachers to collectively assume responsibility and
accountability in their works at school. Still, sometimes or practically speaking,
successful interaction among teachers is difficult to accomplish and not always that
easy to achieve as the concept of teamwork among teachers leads to the concept of
“teacher leaders” (Humphreys 2010). Conway (1976, 1984), Conway and Calzi
(1996), Smylie (1994), York-Barr and Duke (2004; cited in Mayrowetz 2008),
uncertainty remains at to whether shared or democratic leadership can lead to
school improvement. Correspondingly, scholars and researchers around the world
also have expressed their doubts about the effectiveness of distributed leadership in
educational settings. Distributed leadership has been opposed in terms of efficiency,
effectiveness and being unable to add to school improvement despite its advantages
(Humphreys 2010). In addition, the final report of research to the Wallace
Foundation (2010) also indicated that leadership can be distributed depending on
what is to be accomplished and the availability of professional expertise. The report
further stated that no single pattern of distributed leadership is consistently related
to student learning. Therefore, the report concluded that, “while there are many
sources of leadership in schools, principals remain the central source” (p. 54).

Additionally, Leithwood and Jantzi (1998) have reported about finding less
student engagement when power is shared or distributed among school principals
and teachers. Timperley (2005) concluded that a risk in distributing leadership
exists that could lead to incompetence when leadership is distributed. Despite
Harris’s (2004) great support of the distributed leadership approach, some diffi-
culties she outlined apply to distributed leadership in the school sector. These
include cultural barriers and the competition for power or position in a school that
create an environment unconducive to disagreement between the young and old in
terms of freedom of expression. In reality, these difficulties could pose a threat to a
school entity. These are strong reasons why leadership should not be completely
distributed and power totally shared, as school principals are answerable for
whatever happens in the schools. School principals should be solely in control of
the school and distributing or relinquishing power could leave the school weakened
and uncontrollable, especially when it comes to financing, legal and human
resource issues, as well school administration (OECD 2008; Humphreys 2010).

New research by Harris (2012) has evidenced the importance of the school
principal in the application of distributed leadership. She highlighted that dis-
tributed leadership should take place properly and be fostered in a school when
there is support of the principal. She argued further that principals play an important
part in the teacher-leadership equation and in bringing distributed leadership alive
in schools. However, she conceptualized distributed leadership for principals as
allowing necessary change to occur in their leadership position by “letting go” or
“passing on” some authority and power to teachers and staff. However, Wright
(2008) advised caution despite the shift of leadership paradigm when applying
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distributed leadership. Hatcher (2005) reported that improper execution of dis-
tributed leadership or its implementation in a “top-down” approach could lead to
misinterpretation, wrong delegation, and coercion of distributed leadership. It is
also highly debated that less attention is paid to the roles, responsibilities or situ-
ations in the exercise of leadership by a formal leader in Spillane’s (2006) dis-
tributed framework. With these trajectories, it is ethically and professionally unfair
to hold principals accountable for their actions and school performance when
legislation and policies defining their roles as school principals are ignored (Wright
2008).

3.6 Research Implication for Future Practices

This work shares some vital implications for the application of shared and dis-
tributed leadership in a school setting. Caution is required for adopting the shared
leadership model in a school setting, especially when teachers are not well trained
to lead, lack instructional leadership skills or are in a situation in which the orga-
nizational focus is unclear. Nevertheless, shared and distributed leadership could
definitely improve teamwork and promote self-leadership among the people in an
organization that is full of complexity if the application is well planned. Distributed
leadership is widely acknowledged and empirically shown around the world to
instil a sense of collectiveness and encourage teachers and staff to embrace lead-
ership roles and practices. The theory has currently gained much attention in
educational settings and lately its effectiveness has been reported to improve school
leadership practices.

However, confronted with rapid changes and demands for new instructional
leadership model, sharing school leadership without strong preparation or orien-
tation is fragile. Distribution of power without cutting-edge professional develop-
ment training for teachers makes implementing it even more of a balancing act in
practice. The newness of the distributed leadership model in the educational sector
perhaps could be one reason why some educational policy-makers and principals
remain sceptical of relinquishing power or recommending total distribution.
Additionally, some authors and researchers in the literature have debated the level
of power and leadership that should be shared and distributed.

In spite of these debates and scepticism, shared and distributed leadership
models have provided a new definition of leadership, meaning duties and practices.
But due to the different implications given and the strong cautions of authors and
researchers on this issue, some limitations to the power and leadership are present.
Hence, more research is needed to specific outline areas, powers, duties, respon-
sibilities that are potentially for sharing and levels in leadership and
decision-making that are allowed for distribution and involvement without
degrading the principalship position as an authorized leader or rendering him or her
ineffective as a formal leader.
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3.7 Conclusion

This work had several objectives. First, this work aimed to give credibility to shared
and distributed leadership and the collective roles that such leadership played in
achieving organizational goals, empowering workers, especially school teachers,
the effectiveness of teamwork and productivity. Second, the work posed several
questions on the level of leadership and power that should be shared as well as the
context in which it should be shared. It discusses the need for further research in
applying shared and distributed leadership successfully, especially in educational
sectors. Thus, this paper argues that enhancements in shared leadership should
occur without undermining a school principal’s position, which at the end could
render him or her redundant or powerless.

Unconditionally, the progress and success of a school should not solely rest on
shared or distributed leadership. This means that we should not completely believe
or conceptualize that a school cannot progress or perform better without leadership
and that power sharing is the ultimate solution. On the other hand, other major
factors also contribute highly and significantly to a school’s success and perfor-
mance. One critical element is school instructional supervision. This factor fits
within the role that a school principal plays in the continuous professional devel-
opment (CPD) of teachers to improve teaching and learning and is a factor,
according to Leithwood et al. (2004), that is second only to classroom instruction in
its impact on learning.

An effective school leader always makes a difference in terms of teaching. An
effective principal does not always expect a teacher to join forces or always seek
help from a teacher before he or she leads the school or perform his or her duties.
Although principals do not directly influence learning, indirectly they influence
learning through practicing high-quality instructional leadership, supporting teacher
professional development and providing a conducive climate for teaching and
learning. These are the critical values that an effective school leader must exhibit,
which cannot be shared or distributed. Rarely are such values and determinations
found in a situation in which leadership and responsibility are shared or distributed.
This rarity could be due to the preferences and reservations of everyone brought
into an organization, which, as a result, could have significant impacts on organi-
zational practices, decisions and operations.

In light of this, it is likely impossible for all employees, whether new or old, to
possess adequate skills, prior knowledge and training in leadership and strategic
management. Besides, the assumption can be made that not all of them would like
to take upon themselves, the challenge of becoming leaders on their own, taking
accountability, or having an appetite for power. From a pragmatic perspective,
leadership posts are full of temptations and self-leadership requires strong human
beings possessing responsibility and accountability. In some circumstances, some
might not want to be independent or want to be a self-leader, perhaps due to
additional work, self-responsibility and self-accountability that come along with the
duties. In some schools, however, teachers might opt to take self-leadership roles
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due to workload and complexity in teaching. Hence, they might opt out for
autonomy for the accountability that is attached with it.

Notably, this paper has neither disputed the effectiveness of shared and dis-
tributed leadership nor denied their application. Shared and distributed leadership
can be the impetus for teacher motivation and a force for empowerment. This work,
as part of the requirements for successful self-leadership, seeks a teacher’s physical,
mental, and spiritual preparedness. Forcing teachers or staff to lead without their
readiness may sometimes yield positive results and empowerment, but it also might
boomerang. Some may grasp the power gracefully and develop a strong leading
practice, while some may perhaps fall short in coping with challenges under shared
—and distributed leadership circumstances. Surprisingly, some may take up the
challenge as an opportunity for empowerment, while some may look at it in an
opposite way.

This work has contributed significantly to the issue of power sharing and
leadership distribution in education. It has developed new arguments that need to be
tabled, a topic that needs to be debated and questions that need serious answers,
especially in the school sector, concerning when power should be shared and
leadership should be distributed. This paper calls for additional forward-thinking
research examining at which level teachers should be involved in the school
decision-making process. It calls for an extensive examination of decision effec-
tiveness when group members of school staff are involved. It contemplates the role
of a formal or appointed leader when power and leadership are distributed and
shared. At the present time, this theory is still in its infancy, especially in educa-
tional settings. This conclusion agrees with researchers around the world in the field
of education who have called for further empirical work on the development of
theories and models of shared leadership to allow for their proper application in
educational settings.
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Chapter 4
Changing Definition of Teacher
Professionalism: Autonomy
and Accountability

Joseph Wu, Hoi Yan Cheung and Raymond M.C. Chan

Abstract Teacher professionalism has long been a topic of great interest to various
stakeholders in education. A review on the extant literature suggested that there
were different views on its conceptualization and operationalization. In general,
skills and knowledge are two key elements central to the constitution of teacher
professionalism. In fact, the definition of teacher professionalism is always
changing following new expectations and requirements on teachers, particularly
during education reform in a society. These changes may lead to a redistribution of
power among different stakeholders in the education system. Teachers are some-
times being empowered but sometimes are being depowered during the changes. In
facing challenges coming from the changes, some teachers can get further personal
growth and professional development. Over the past decades, Hong Kong has
undergone a series of education reforms that exert considerable impacts on teaching
profession. In the road of these education reforms, teachers are being empowered
through decentralization of decision-making power from central government offi-
cials to school-based management. However, this process of teacher empowerment
is not monotonous. In recent years, new demands on teaching professionals tend to
induce constraints on teachers in exercising their power. The process of teacher
empowerment and depowerment in the road of education reform in Hong Kong is a
very typical example to illustrate the changing nature of definition of teacher
professionalism.

Teacher professionalism has long been a topic of great interest to various stake-
holders in education. Different countries, such as England and Wales, have tried to
establish greater educational accountability to stakeholders by having greater
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control and regulation by their central governments (Poulson 1998). Such a shift of
accountability to stakeholders in education will impose new expectations on
teaching professionals and will trigger a new definition of teacher professionalism.
These redefinitions of teacher professionalism always bring in new situations of
teacher empowerment and professional development. In this book chapter, we
exemplify this changing nature of teacher professionalism within the context of
Hong Kong’s educational system, and discuss how each of these changes will
impact upon teacher empowerment and may link to professional development. We
begin our chapter with an explanation of how enhancing teacher professionalism
can bring benefits to a society from the perspectives of different stakeholders in
education (teachers, students, and parents). This is followed by an illustration of
how definitions of teacher professionalism can be varied across studies and in
different societies.

Teacher professionalization is never a static process. Education reforms can lead
to new expectations of the teaching professionals, which may lead to changes in
definitions of teacher professionalism. Along with these changes, teachers may get
further professional growth and development. We use the education reforms that
have taken place in Hong Kong over the past few decades as an example to
illustrate this idea of the “changing” nature of teacher professionalism and its
linkage with teacher empowerment and professional development. With lessons
learnt from these experiences, the implications of this changing nature of teacher
professionalism for teacher professional development, practice, and empowerment
are discussed.

4.1 Defining Teacher Professionalism

Teacher professionalism is not a new topic to educators; it has been studied for
decades (Berg 1989; Talbert and McLaughlin 1994; Day 2002; Evans 2011).
A number of variables can be included in the concept of professionalism. Day’s
study (2002) suggested that it is related with elements such as strong technical
culture, service ethic (caring for students and expectations for their success), pro-
fessional commitment, and professional autonomy. Furlong et al. (2000) indicated
that knowledge, autonomy, and responsibility are three important concepts of
teacher professionalism. Talbert and McLaughlin (1994) suggested that technical
culture, service ethic, and professional commitment are three key elements of
teacher professionalism. In sum, teachers who are considered as having profes-
sionalism must have a strong knowledge base, be committed to students’ needs,
have high ethical awareness, and have strong individual and collective identities.

A study by Rizvi and Elliot (2005) found that teachers working in government
primary schools in Karachi, Pakistan, perceived teacher professionalism as having
four dimensions, namely teacher efficacy, teacher practice, teacher leadership, and
teacher collaboration. Campbell (1996) indicated that some teachers think of pro-
fessionalism as conformity to the perceived norms of collective associations, and
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that unethical behaviors are always associated with unprofessional behaviors.
Professional ethics may be seen as a significant element to teacher professionalism,
and when teachers demonstrate unethical behaviors, collegial loyalty can be dam-
aged badly.

A study by Lai and Lo (2007) compared teacher professionalism in two Chinese
cities—Hong Kong and Shanghai. Teachers from the two cities were found to have
different perceptions and interpretations of teacher professionalism. From inter-
views with the Hong Kong teachers, there was evidence of a belief that professional
teachers should have professional knowledge, be able to apply appropriate teaching
methods to their students, and be willing to help students to develop their value
systems. In China, the teachers thought that they should comply with the principles
of education as recommended by the government. It seems that teacher profes-
sionalism is a changeable concept that is context dependent.

4.2 Changing Definition of Teacher Professionalism

Teacher professionalization is never a static process. Factors internal and/or
external to the teaching professional (e.g., curriculum changes, advancement in
technology, changes societal expectation, changes in government policy, changes in
the needs of stakeholders) are continuously exerting their impacts to sharpen the
constitutions of what entitles one to be a “professional teacher.” Education reform is
one major event that may initialize these changes, which in turn trigger new
expectations of teacher professionals and lead to a redistribution of power among
different stakeholders in the education system. Teachers are sometimes being
empowered via these changes but sometimes are being depowered by these chan-
ges. Teachers can get professional growth and development through facing the
challenges brought by the changes.

4.3 Lessons Learnt from the Hong Kong Education
System

The ways in which various changes can exert impacts on the definition of teacher
professionalism can be illustrated by considering various education reforms that
have taken place in the Hong Kong education system over the past few decades. To
set the context, this section will start with a brief review of the reforms that have
been undertaken over the past few decades.

According to an analysis by Tang (2011), there were three historical periods of
educational change that linked to the broader social, economic, and political his-
tories of Hong Kong. The first period (1965–1984) was an era of quantitative
expansion which led to an increased demand for teachers. The second period
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(1984–1997) was an era of quality, marked by concerns that teachers should gain
more power and autonomy in the core processes of education (such as curriculum
design and implementation via a school-based approach). The third period is an era
of excellence, competition, and accountability (post-1997) in which teacher’s work
in schools is under close surveillance by various stakeholders (students, parents,
senior management, alumni, and the general public) (see Tang 2011, pp. 368–370
for a more elaborated discussion on this periodization of education change in Hong
Kong).

4.3.1 1965–1984: An Era of Quantitative Expansion

In the first period of educational change, the government exerted quite a tight and
centralized control on almost every aspect of school administration. The major duty
of teachers (as prescribed in their employment contracts) was to carry out routine
teaching under the centralized curricula. Teachers were more or less “technicians”
of teaching in this era. Though not defined explicitly, “teacher professionalism” in
this period generally pointed toward classroom skills of teaching and knowledge of
the central curricula laid down by the government. Though teachers could have
some freedom to decide how to teach, they often had no (or very little) power to
decide what to teach. As frontline teachers were quite alienating from the process of
decision-making of central policy in this period of time, they could get more time
and space to develop their competency in daily classroom teaching. Through
practicing autonomy within the classrooms and accountability toward their stu-
dents, teachers got professional growth and development in their skills and
knowledge of teaching.

4.3.2 1984–1997: An Era of Quality Concerns

After an expansion of quantity, there was a rising concern about the quality of
education in the second period of educational change. The Education Commission
published seven reports that provided a number of authoritative “recommendations”
for school education. These recommendations eventually turned out to be sorts of
government policies in various education sectors. In this period there was a shift of
centralization to school-based management and curriculum development. Teachers
at this period of time were no longer expected to be faithful executors of the
curricula laid down by the central government. They were required to develop their
own competencies to apply skills and knowledge learnt in their teacher training
programs to their own classroom teaching. When teachers were being empowered
in their daily work, they were being expected to be “competent” in carrying out
their duties. The Education Commission (1992) adopted “The Teaching Profession”
as the theme of its fifth report. This signified an official recognition of “teaching” as
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a “profession” by the government. Such recognition brought in further autonomy
and empowerment to the teaching profession, but at the same time teachers were
expected to bear more responsibility for their students’ educational outcomes. In the
previous time period (1965–84), a “professional teacher” could be defined as
someone who had achieved an academic qualification (e.g., by completing a teacher
training program accredited by the Education Department of Hong Kong govern-
ment), so that s/he was eligible to carry out teaching duties in a regular classroom.

In this new time period, personal conduct beyond teacher competency and
academic qualifications was another emerging criterion for teaching as a profession.
Though challenging, an increasing need on entitlement of teacher professionalism
could open a new horizon of teacher empowerment and leads to possibilities of
further professional development. In 1982, the professional status of teachers was
addressed formally for the first time in the report titled “A Perspective on Education
in Hong Kong” (Visiting Panel Commissioned by the Hong Kong Government
1982). In this document, teachers’ professional conduct was considered to be one
very important concern for the development of teacher professionalism. As rec-
ommended by the Education Commission Report No. 1 (Education Commission
1984), a Preparatory Committee was formed in 1987 by 63 educational bodies to
draft a professional code for education workers. The finalized code was proposed
and renamed the “Code for the Education Profession of Hong Kong” (hereafter
referred to as “the Code”) in 1990 (Council on Professional Conduct in Education
1995). The Code has served as the guiding principle for teachers in their everyday
teaching practices as well as their personal conduct. According to the Code,
teachers are “required” to have commitments not just to the profession and the
community, but also to students, colleagues, employers, and parents/guardians
(Council on Professional Conduct in Education 1995). These documents could
indeed heighten the awareness of teachers on issues of ethics in teaching profes-
sionals. Teachers were being empowered by the “Do” (What they can do) and
depowered by the “Don’t” (What they should not do) of the Code. In facing this
new challenge, teacher could get professional growth and development in another
domain of teacher professionalism beyond skills and knowledge of teaching (i.e.,
the “attitudes” domain).

4.3.3 1997 and Beyond: New Demands of Professionalism
Due to Close Surveillance of Various Stakeholders

Starting from the return of Hong Kong’s sovereignty from Britain to China in 1997,
there has been an ongoing quest for excellence in education. This striving for
excellence has been manifested as an increasing demand on teachers’ competencies
through certification. For language teachers, mandatory qualifications such as the
Language Proficiency Requirement for Teachers (Education and Manpower Bureau
2004) have been set. Putonghua and English teachers are required to have academic
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degrees in relevant languages as well as demonstrated abilities in classroom
teaching of the relevant languages. According to the Education Bureau (2014), in
order for English and Putonghua teachers to get the Certificate of Merit, they have
to attain an overall proficiency level of 4 or above. Many experienced language
teachers are very dissatisfied with this requirement, particularly as they are only
group of teachers subject to this type of expectation. They feel strongly that their
classroom experiences in language teaching are not being honored by the gov-
ernment as a professional practice.

It seems that teacher professionalism in this time period has been defined as a
combination of academic qualifications (such as subject knowledge in language and
pedagogical content knowledge in language teaching for language teachers) and
personal competency. It seems that the concept of competency has been broadened
and moved beyond the boundary of subject matter (e.g., a physics teacher should be
competent in the knowledge of physics itself and the pedagogical content knowl-
edge of teaching physics) to some generic skills and knowledge of classroom
teaching and learning (e.g., the use of IT in interactive classroom teaching and
learning). Though teachers can get further personal growth and professional
development through meeting the evolving needs on them, quite often they feel
frustrated of running into expectations of the authorities. Teachers have very limited
power to negotiate regarding these requirements. The ever-increasing demands on
them have imposed great pressures on teachers, which can lead to deterioration in
their mental health. In order to address the heightened levels of dissatisfaction in
teachers, the pace of the reform appears to have been slowed down in recent years.

Due to the rapid change and demands for new knowledge and skills for effective
teaching and learning, teachers’ commitment to change and continuous professional
development has become one very important concern for teacher professionalism.
In fact, Hong Kong teachers’ continuing professional development had been
overlooked before the 2000s. Before 2002, teachers’ professional development was
encouraged but not considered as a “compulsory” requirement (Chan and Lee
2008), and was not encouraged by school leaders and administrators. The situation
has been changed since the Advisory Committee on Teacher Education and
Qualifications (ACTEQ) issued the document “Towards a Learning Profession: The
Teacher Competencies Framework and the Continuing Professional Development
of Teachers” in November 2003 (ACTEQ 2003). According to this document, a
Teacher Competencies Framework and Policy Framework for Teachers’
Continuing Professional Development was proposed as the reference for “estab-
lishing direction and creating momentum in continuing professional development”
(ACTEQ 2003, p. 1). As proposed in this Document, all teachers, irrespective of
their rank and capacity, are required to engage in Continuing Professional
Development activities of not less than 150 h in a three-year cycle” (ACTEQ 2003,
p. 13). This mandatory requirement on teachers states clearly and explicitly that
continuous professional development is a “must” rather than an “option” in their
professional lives.

Apart from skills, knowledge and competency, there has also been an emerging
dimension in the definition of Hong Kong teacher professionalism after the return
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of sovereignty to China in 1997. As a way to maintain a stable society, Hong
Kong’s colonial government was quite successful in creating a fairly apolitical
environment in its education sector. Issues related to teachers’ “attitudes” were
rarely touched upon in official documents from the Hong Kong government.

In Hong Kong, arguments concerning political issues have become serious after
the return of sovereignty to the People’s Republic of China. There are concerns on
about the appropriateness of teachers’ roles in major political and social issues. The
question is whether it is appropriate for teachers to take up the ethical responsibility
to defend their political mandate, and to serve as a moral sample in sensitive
political and social issues. Some state that teachers should be “neutral” in dis-
cussing political and social issues. In this regard, teachers are supposed not to share
their own political orientations, nor persuade students to be involved actively in
political activities. For example, it has been suggested that overpersuasion,
indoctrination into one’s own political orientation, or persuading students to join in
a voting campaign are considered as “unethical” (e.g., Ching 1995). However, on
the other hand, according to Klaassen (2012), being a teacher nowadays means that
one needs the courage to keep to certain professional and moral standards and to
promote the development of universal moral norms and values. Besides demon-
strating the bravery to do this, moral courage also indicates the perseverance to
adhere to the goals that are oriented toward the well-being of the pupils who are in
need of the teacher’s daily help and strength to reach desired cognitive, social, and
moral goals. Under this line of thinking, the Union of Education Norway
(Utdanningsforbundet) stated clearly that it is teachers who have an ethical
responsibility to show courage and defend their political mandates (The Union of
Education Norway n.d.), thus making the teacher role into something beyond
“sharing.”

Other than teachers’ involvement in political and social issues, there is a hot
debate about the role of teachers as “moral examples.” In recent years in Hong
Kong, there have been reports of teachers accused of unprofessional behavior,
including failing to report for duty with no reason, reporting for duty drunk, having
sexual relationships with students and former students, and many other vices. The
Council for Professional Conduct in Education received 40 complaints about
misconduct by teachers and school administrators within 6 months in 2012, which
was about 67% of the total number of cases being received from the previous 2-year
period (Oriental Daily News 2012). The chairman of the Council for Professional
Conduct in Education described this as “a big jump” (South China Morning Post
2012). In relation to this, there has been wide discussion about whether moral
modeling, and “moral standards” should be included in teachers professional codes
of conduct. In many Chinese societies, as influenced by traditional Chinese culture,
the teacher is not just expected to teach subject-related matter, but is also involved
in educating young people to have appropriate value systems. Therefore, the
teacher is generally accepted as a moral educator who takes the responsibility for
cultivating students’ moral values (Watkins and Biggs 1996). The Character
Development Foundation also stated that it is one very important component in
teacher professionalism that “the educator serves as an exemplary moral leader,
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following ethical practices toward students, families, colleagues, administrators,
and the profession. The educator upholds high ethical standards of personal
integrity, civility, compassion, responsibility, truthfulness, honesty, and courage,
knowing that these are needed to inspire public confidence and trust” (Character
Development Foundation n.d.). The International Institute for Educational Planning
has also stated that “the articulation of good habits that members should acquire, the
duties that they should follow, and the attending consequence of such behaviors,
makes it clear that ethics in a profession must be viewed from both professional and
business viewpoints in order to assure the highest possible standards” (Nuland
2009; p. 21).

However, to a certain extent, increased regulations or codes not only limit
professional autonomy, but also take away teachers’ powers. It seems that “external
regulation does more harm than good” (Dresscher 2007, p.13). According to Ozga
(1988), teacher professionalism was a form of “direct” or “indirect” control of
political, economic, social, and cultural circumstances. He noted a marked shift in
the mode of state regulation of teacher professionalism from a “licensed” form of
autonomy to a more tightly controlled ‘regulated’ one. To a certain extent, more
guidelines, rules, or any forms of control over teachers’ work would lead to
de-professionalized or even proletarianized teachers (Hextall et al. 2007). Findings
from different studies have also reflected that some teachers have reservations in
considering themselves as “moral models.” Teachers, in general, tend to keep their
own autonomy and expect to have their own choices of lifestyle undisturbed by
their professional identity. A study in Hong Kong reflected that more than 40% of
teachers disagreed with the idea having guidelines in the professional code of
conduct to “control” teachers’ personal activities such as “gambling”, “alcohol”, or
“open relationships” (Chan et al. 2013). In a study by Klaassen (2012), only around
half of the teachers (44.6%) were of the opinion that a certain degree of moral
courage was necessary to fulfill an exemplary function. The other half (52.2%)
thought that it was not necessary to demonstrate courage in order to be an example.

In facing new demands and new perspectives from different stakeholders, moral
requirement for teachers seems to have been listed by some educators as an
important element for a new professionalism in education (e.g., Klaassen and
Maslovaty 2010). Teachers do not live just within the framework of professional-
ism, they are also members of society and other contexts (Dresscher 2007). How to
prepare them to be aware of their professional obligations will be a very critical
agenda, which may eventually affect the whole teacher training system as well as
the philosophy of teacher training program in future.

4.4 Conclusion and Looking Forward

Education reforms in Hong Kong over the past few decades can serve as exemplars
for this changing nature in defining teacher professionalism and its impact on
teacher empowerment and professional development. It can be anticipated that this
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dynamic nature of defining teacher professionalism will be continued into the
future. Teachers need to be well prepared for changes rather than resisting them.
“Lifelong learning” will be an integral part of teachers’ lives in the journey of
teacher professionalism.

Owing to different new demands and expectations placed on the teaching, some
teachers may not be able to adapt well to these new challenges and demands. It is
not just about workload issue, but also related to teachers’ self-efficacy and pro-
fessional identity. Starting from the 2000s, there was emerging evidence of negative
impacts on teachers’ physical and mental health, such as mood disorders, suicide
tendencies, over high pressure, high resignation rates, super high workload (Cheng
2009), and unacceptable long working hours (Chan et al. 2013). In this regard, how
to create a better working environment and rebuild the image and confidence of the
teaching profession is of paramount importance (Cheng 2009). In Hong Kong, the
topic of stress management has been included in many teacher training programs
(some in preservice and some in in-service training courses) and teachers seem to
have benefitted from them. These successful experiences in Hong Kong to promote
teachers’ well-being can be borrowed across borders (probably with some adap-
tations) for teachers to cope with the changing needs and demands on them in other
societies.

Another lesson that can be learnt from the Hong Kong experience is that the pace
of education reform should not be too fast. There was estimation from the Hong
Kong Professional Teachers’ Union that more than ten new educational initiatives
were launched in a 10-year period (2000–2010) of education reform in Hong Kong.
These initiatives introduced both specific (e.g., requirements for more sophisticated
subject and pedagogical content knowledge for English teachers) and general (e.g.,
requirements for IT skills for all teachers) changes to the definition of teacher
professionalism. Though teachers can be benefited from getting personal growth
and professional development in meeting these new demands, too frequent changes
can bring in undesirable interruptions to the routine of teaching life. Most teachers
(including both new and experienced ones) found it difficult to adapt themselves
successfully to their rapid changing roles in society and became tired of having to
reestablish new professional identities again and again. Some teachers even
regarded the increasing demands and needs imposed on them as a sign of dimin-
ishing autonomy in the profession and a way of taking away the power from them.
For smooth implementation of an educational initiative triggered by an education
reform, bureaucracies in any society should consider establishing the right balance
between accountability (toward various stakeholders of education) and autonomy
(of the teaching professional). For any change, if teachers can get an experience of
being empowered in their practice, they will be more likely to endorse the change.

Are teachers in Hong Kong being further empowered in the road of education
reform? Upon recognition of the diversity of school cultures and acknowledgement
of individual differences in the learning process, Hong Kong has adopted a
school-based approach in recent education reform. Such an approach tends to
decentralize the power of decision-making from the government officials to school
management. As a consequence, teachers can gain more and more power from the
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central government through active participation in the decision-making process.
This process of teacher empowerment is not monotonous. In recent years, new
demands on teaching professionals tend to impose more and more invisible con-
straints on teachers in exercising their power. Along with the changing definition of
teacher professionalism, teachers in Hong Kong are in the turbulence of empow-
erment and depowerment. Nevertheless, teachers are getting more opportunities to
get personal growth and professional development by engaging themselves in the
changes. In recent years, debate on the political positioning of teachers in Hong
Kong has posed a question to the teaching professional across the borders. In a
collectivistic society, teachers as members of the society are supposed to be able to
sacrifice their own interests for the benefit of society. In contrast, teachers from
individualistic societies are supported to voice their needs and opinions openly.
How to build up teachers’ courage to work against unreasonable demands from
society and to uphold their professional identity will be a challenge not only to
teachers in Hong Kong but also to those across borders. In facing this challenge,
teachers in Hong Kong need to be empowered further to uphold their professional
beliefs and practices.
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Chapter 5
Teachers’ Autonomy and Accountability
in Assessing Students’ Physical Education
in School-Based Assessment

Ruzlan Md-Ali and Arsaythamby Veloo

Abstract School-Based Assessment (SBA) became the educational policy for
Malaysian secondary schools since 2011. SBA recognizes the need for school
teachers to be given the autonomy and accountability in assessing their students’
performance. Hence, they are given the freedom to design quality assessment
activities aligned with their instructional strategies and students’ learning outcomes.
This chapter discusses the case of a physical activity assessment in Physical
Education (PE) that focuses on the implementation of the National Test Standard
for Students’ Physical Activities. The test comprises the National Physical Fitness
Standard (NPFS) and Body-Mass Index (BMI). The NPFS assessment program
assesses physical fitness through four activities, namely up-and-down the bench,
pumping, star jump, and sit-ups. On the other hand, BMI is determined by dividing
the body weight by the height. A total of 30 PE teachers, consisting of 16 non-PE
optionists and 14 PE optionists from 15 secondary schools were interviewed. The
chapter discusses the impact of empowerment on the orchestration and design of
assessment activities and responsive practices in determining students’ perfor-
mance. The chapter also highlights the challenges faced by PE teachers in imple-
menting SBA and in assessing students’ ability and how they overcame these
challenges. The empowerment had inspired the PE teachers to reconsider their role
and the status of PE education in secondary schools. PE teachers began to accept
the fact that they are now becoming significant in SBA, and they need to function
effectively as assessors within SBA.
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5.1 Introduction

In supporting qualified and successful educational processes and practices, teachers
are expected to be highly professional and possess substantial expertise. The
pressing demands of today’s world and the concern of the educational community
require prompt and appropriate responses from teachers. In most instances, teachers
are empowered by their superiors to execute certain educational directives, which
may include matters about students’ learning and assessment. Teacher empower-
ment can be viewed as the confidence to make and the power to enact situational
appropriate instructional decisions that improve the quality of education for stu-
dents (Harpell and Andrews 2010). Being empowered, teachers would have a
greater say in the learners’ learning and affairs. Nevertheless, to ensure that teachers
play their role effectively, they need to be continually well prepared and competent.

The education system in Malaysia, which is exam-oriented and over recognizing
the academic achievement of students, has resulted in students becoming less active
in the co-curriculum activities while at the same time giving pressure to teachers,
parents, and especially, the students themselves. For instance, teachers are being
pressured to complete the syllabus within the stipulated time frame, making them
focused more on the end products than the process of learning.

Assessment plays a very important role in the process of learning and teaching
(van de Watering et al. 2008). The winds of change have made an assessment to be
even more important and significant in determining a student’s real ability (Omar
Mohd Hashim 2003). The type and method of assessment practiced by teachers
have effects on students’ learning. The Malaysian Teacher Education Division
(TED) is entrusted by the Ministry of Education to formulate policies and guide-
lines to prepare teachers for the new implementation of assessment (Faizah 2011).
Continuous SBA is implemented in all grades and all levels. Then, students take
common public examinations at the end of each level.

SBA is optimized to assess the academic and non-academic aspects, giving
acknowledgments and autonomy to teachers to implement formative and summa-
tive assessments in their school. SBA was implemented in 2011 for Year One
pupils in primary schools, and starting from 2012 for Grade 7 students in secondary
schools. SBA could produce holistic human capital that is stable physically,
emotionally, spiritually, and intellectually as envisioned in the National Philosophy
of Education. SBA is said to be holistic in nature as it assesses the cognitive,
affective, and psychomotor aspects of students. It also assesses students’ academic
and non-academic performance (MOE 2012).

In non-academic areas, PE teachers are empowered to implement all the PE
assessment activities. Empowerment entails teachers’ autonomy and accountability
towards students’ PE performance. To exercise autonomy and accountability,
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teachers are expected to be committed toward fulfilling stakeholders’ trust and
demand. However, issues related to PE teachers’ knowledge and skills to imple-
ment the PE assessment effectively in line with SBA need fair attention.

According to the Malaysian Ministry of Education, SBA in the Malaysian
education system involves a combination of centralized and SBA. Academic
assessment is school-based as well as centralized, whereas non-academic assess-
ment, such as Psychometric Assessment and Physical, Sports and Co-curriculum
Activities Assessment (PAJSK), is school-based. PAJSK is administered to obtain
information about students’ capacity and the potential for physical, sports, and
co-curriculum activities. The assumption is that because students control their
individual capacity and mental processes, their physical and health development
can be monitored and improved.

5.2 Physical Education in School-Based Assessment

Maintaining physical fitness and the level of one’s health is irrefutably imperative
(Dugan 2008). Fitness regarding performance refers to an individual’s ability to
compete in sports activities. To do this, one has to have sufficient energy, endur-
ance, and skills. One has to, therefore, start at an early age so that the culture of
exercise can be sustained (Birch 2008), and it becomes an everyday habit. When
students are physiologically and psychologically fit, they can protect themselves
from the dangers of hypokinetic illness (lacking in movements) such as heart
disease, obesity, and other ailments that involve the muscles and bones. Having an
optimum fitness level would help students to do their daily activities more effi-
ciently and effectively without feeling tired or exhausted. Students who are fit
contribute to filling the country’s needs for people who are healthy and active.

According to Jamil (2008), to obtain complete information about the develop-
ment and potential increase of one’s fitness, one needs to be assessed. Therefore, PE
teachers have a role to develop and increase the level of their students’ performance
and fitness to achieve the objectives of PE curriculum in Malaysia.

Choosing a suitable type of exercise and maintaining the frequency of exercise
play a very important role in the physical fitness training program because
assessment can be done continuously. The implementation of a standardized
assessment will motivate students to take care of their health to a better level (Pate
et al. 2010). A standardized or fitness guideline is needed to ease the process of
physical fitness test (Welk and Morrow 2008) which is used to assess the result of
the physical activities for physical fitness (Cooper Institute for Aerobics Research
2004).

No systematic evaluation by PE teachers before the implementation of SBA
existed. The absence of such assessment was unfortunate because the contents of
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PE could not be effectively disseminated by the PE teachers to students at all levels.
As a result, the PE teachers were not serious to deliver the contents because the
subject was not centrally assessed. In other words, schools and students found the
subject to be not as important in comparison to other academic subjects.

Before SBA was implemented, the PE evaluation was individually conducted by
schools, and it was known as School-Operated Evaluation (PKS). PKS measured
students’ achievement level on practical, theoretical, affective, social, and moral
values. When SBA was introduced, PE assessment was transformed; it no longer
depended on summative examinations alone. With this transformation, the role of
PE teachers began to change, so too the status of PE which had been long due. SBA
entails empowerment of PE teachers and the change in the status of PE in schools.
PE teachers began to accept the idea that they are a significant stakeholder in SBA,
and they need to function effectively as assessors. Payne (2003) suggested that
teachers need to reevaluate intensely the assessment processes in PE to enhance its
implementation in schools. The assessment process of this subject has to be done
holistically. However, at present, there is no standard test that can be used to assess
PE continuously (Idris 2005).

5.3 National Test Standard for Students’ Physical
Activities

The National Test Standard for Students’ Physical Activities comprises the NPFS
and the BMI. NPFS and BMI evaluate and report students’ physical activities and
are carried out during the learning and teaching of the Physical and Health
Education subject. PE teachers have to keep a record of their students’ NPFS and
BMI.

5.4 The National Physical Fitness Standard (NPFS)
Assessment

The NPFS assessment was introduced by the Ministry of Education in 2005 and
implemented fully on Form Five students in the year 2008. All NPFS reports are
part of the fitness component in SBA. The NPFS assessment program assesses
physical fitness through four activities, namely up-and-down the bench, pumping,
star jump, and sit-ups.
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5.5 Body-Mass Index (BMI) Assessment

BMI measures body mass against one’s height, an indirect measurement of the
body composition because it is closely related to the fat infused in the body weight
and height of an individual (Reilly 2006). BMI is determined by dividing the body
weight (in kilogram) with the height (in meters) that is squared. BMI is also a
measure of obesity (Ikeda et al. 2006) and is also used by schools to check students’
physical activities (Harris et al. 2009). Physical activities play a very important role
in maintaining healthy body weight (Hill and Wyatt 2005). In fact, systematic
physical activities should be practiced at the children’s stage (Birch 2008).

5.6 Autonomy and Accountability Towards Physical
Assessment

The implementation of SBA has not only given school teachers in Malaysia the
autonomy to assess their students’ performance, but also the accountability for
reporting their students’ real performance. In this regard, PE teachers are no
exception in the NPFS and BMI assessments. This means that PE teachers need to
know what assessment is and why it needs to be implemented. In SBA, PE teachers
are fully empowered to prepare the assessment activities. Using a given guideline,
PE teachers can seek students’ help and ideas in selecting and preparing the
activities because students should know about the activities they will be assessed
on. In designing the activities, PE teachers should understand that they are
accountable for determining their students’ competence in PE. Figure 5.1 shows the
relationship between autonomy and accountability towards PE assessment in the
Malaysian PE education, especially in relation to the NPFS and BMI.

PE Teachers’ 
Autonomy

PE Teachers’ 
Accountability

Physical 
Education
Competence

National 
Physical 
Fitness

Standard
(NPFS)

Body
Mass
Index
(BMI) 

Fig. 5.1 Framework of PE teachers’ autonomy and accountability towards PE competence based
on NPFS and BMI
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5.7 Results

Based on the framework of PE Teachers’ Autonomy and Accountability towards
PE Competence on NPFS and BMI, the researcher conducted face-to-face
semi-structured interviews to elicit information on their perception of the imple-
mentation of PE assessment in SBA in Malaysian secondary schools. The inter-
views focused on teacher autonomy in the implementation of PE assessment, their
accountability in the implementation of PE assessment, their understanding of
assessment in PE, the NPFS test, the BMI test, accountability in implementing PE
assessment, autonomy versus knowledge and skills, accountability towards parents
(stakeholders), and accountability and autonomy on the availability of infrastructure
for assessment. The responses of 30 PE teachers, comprising 16 non-PE optionists
and 14 PE optionists from 15 secondary schools, are discussed below.

5.8 Teacher Autonomy in the Implementation of PE
Assessment

In SBA, teachers are empowered to carry out the PE assessment. Empowerment
signifies autonomy, which means having the ability to act. Also, autonomy implies
that teachers have the freedom to assess their students without constraints or time
limits. PE teachers who carry out an assessment in schools agree that the NPFS test
is best administered by the teachers themselves. Some PE teachers admitted they
lack the skills (expertise) in PE because they are not PE optionists. In contrast,
teachers who are PE optionists reported that they encountered no major issues in
implementing the test because they had received appropriate training. Hence,
teachers who are not PE optionists need to be appropriately trained before they are
empowered to assess PE in schools.

Lack of equipment for PE assessment is a major issue in some schools. Some PE
teachers raised a concern about the lack of equipment in their schools which they
felt could hinder the smooth implementation of the NPFS test. The lack of PE
equipment was attributed to the financial constraint faced by their schools due to a
large number of students.

Even though PE teachers are given full responsibility for preparing the assess-
ment activities and ask students to contribute their ideas for the activities based on a
given guideline, they claimed that the assessment activities were rather limited
because of a large number of students to be assessed. As a result, the content of the
assessment is more or less standardized every year. While the teachers agreed that
they should be given full responsibility for administering the test, they encountered
some constraints in implementing the assessment.
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5.9 Teacher Accountability in the Implementation of PE
Assessment

Teacher accountability means teaching responsibilities that must be understood and
implemented. This implies that a teacher needs to cover the PE curriculum and its
implementation. PE teachers are also in the position to identify who among their
students have problems in the PE activities and determine the appropriate assess-
ment activities for them. PE teachers agreed they need to be honest and transparent
when measuring and recording their students’ performance. That is, in assessing the
student’s performance, PE teachers should not be biased.

5.10 Teachers’ Understanding of Assessment in Physical
Education

When asked about their understanding of the assessment in PE subject, the PE
teachers who were interviewed indicated that SBA comprises formative tests where
assessment is done on a learning unit after or during the learning of PE. To the PE
teachers, apart from the fitness assessment, PE also has its formative assessment,
which is the evidence test. The formative assessment is needed to gather evidence
that demonstrates students’ mastery. In the old assessment system, PE teachers only
provided exercises to students after a chapter was completed, but now PE teachers
have extra work to do. They have to record what students have done and can do as
one of the components of the formative assessment.

As a form of evidence test, formative assessment can act as a learning tool to
enable PE teachers to know how much students understand the PE lessons. PE
teachers need to guide their students until they can achieve the competent levels as
prescribed by the ministry’s guidelines. In short, the formative assessment indi-
rectly enhances the sense of responsibility of the PE teachers for developing the
students’ competence in PE. The PE teachers also noted that the evidence system
would provide the opportunity for students to address their weaknesses before their
final achievements are entered into the SPPBS system since the actual report on the
student’s achievement in PE will only be made available at the end of the year.

As the formative assessment in PE helps teachers to determine their students’
mastery level in a particular skill or unit taught, students are assumed to have
enough time to acquire the appropriate skills in the learning unit before proceeding
to learn new skills. PE teachers also understood that formative assessment does not
necessarily take the form of test papers or assignments in the form of documen-
tations, for example, portfolios. However, some PE teachers failed to understand
the concept of formative evidence tests as a developmental assessment tool where
teachers have the opportunity to assist students in PE in the best way possible so
that the students could reach their maximum potential.
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Some PE teachers understood formative assessment as an assessment of stu-
dents’ learning, which could be made more effective to help students if feedback is
given to the students in a timely and proper manner. When giving feedback, PE
teachers should not compare the student’s performance with other students, but
instead, should refer to each student’s achievement as a set of prescribed perfor-
mance standards. The PE teachers should also understand that these assessments
provide information to bridge the gap between the current and the desired levels of
learning.

5.11 The National Physical Fitness Standard (NPFS) Test

To PE teachers, NPFS covers activities that must be systematically carried out to
nurture students’ physical fitness. NPFS covers assessment of the physical aspects
of the body abilities and the muscles’ response to a stimulus resulting from a fitness
activity. NPFS covers physical activities and is expected to produce students who
are healthy and active. PE teachers can monitor their students’ physical capabilities.

Test techniques and procedures in physical fitness assessment should be carried
out according to age, gender, student’s capability, appropriateness of equipment
used, and the environment of the test. Fitness assessments should be done on a
continuous basis. However, efficient implementation of NPFS depends on the time
as well as the equipment available. The PE teachers interviewed reported that
among the constraints they faced when implementing an assessment on a contin-
uous basis are a lack of time, a large number of students, and availability of
appropriate equipment. Because of these constraints, the assessments were carried
out twice a year, that is, in March and August. As a result, the NPFS could not be
substantially met. The PE teachers also reported most students were not aware of
the concept of NPFS and the significance of its four components (up-and-down the
bench, pumping, star jump, and sit-ups) if they exercise on their own. However,
some PE teachers felt that students should continuously do the exercises by
themselves to avoid getting the hypokinetic disease and possibly even heart disease.
The PE teachers felt that NPFS can motivate students to adopt a healthy lifestyle.
They also hoped that the students would become more responsible and capable of
handling their well-being toward the prosperity of the nation, which is in line with
the country’s philosophy of education.

5.12 The Body-Mass Index (BMI) Test

The BMI test is one of the components in the assessment of PE activities. PE
teachers faced no difficulty in running the test because students can do the BMI test
themselves. The procedure to determine the height and weight is easy to under-
stand, and the calculation of the BMI index can be done easily. Moreover, the

78 R. Md-Ali and A. Veloo



students can record the level of physical fitness, do the analysis and interpretation,
keep records of their fitness, and make the necessary follow-ups.

PE teachers are more likely to use the BMI assessments as a medium for nur-
turing students to take care of their personal health by maintaining a lifestyle of
doing exercises and sports and healthy eating habits.

5.13 Accountability in Implementing PE Assessment

PE teachers faced challenges in interpreting the given assessment guidelines,
especially when it comes to identifying and deciding the students’ levels of per-
formance according to on the stated criteria. Students who did not achieve or
acquire the desired skills have to be guided further until they could achieve the
skills. Some PE teachers resorted to carrying out alternative activities to be
administered to students when assessing their skills. Such action is indicative of
being accountable for developing the students within the stipulated time frame.

5.14 Autonomy Versus Knowledge and Skills

Although PE teachers are given the autonomy to carry out PE assessment, most did
not receive proper training. Hence, they do not have the appropriate knowledge and
skills. This issue needs to be addressed well because some PE teachers are PE
optionists and others are not. Lacking the appropriate knowledge and skills could
result in biased and unfair PE assessment. As PE teachers do not explain the
purposes of BMI and fitness tests, students tend not to be aware of them. Also,
some PE teachers do not monitor whether or not their students continuously do the
fitness tests themselves.

One of the issues related to the ineffective execution of PE assessment is the
cascading of knowledge of PE assessment by the authorities. The PE teachers
reported that the training courses given by the authorities to disseminate knowledge
of SBA were not only insufficient to ensure effective continuous assessment of PE
but were short and not continuously provided. The courses on SBA generally and
on PE specifically should be conducted on an ongoing basis to ensure teachers can
understand the PE assessment better and assess PE continuously. The PE teachers
realized that they did not have the knowledge and skills when conducting the
assessments. Second, the head of departments, who were the ones who tended to
attend the courses, often failed to disseminate clear information to the teachers. As a
result, the PE teachers carried out the assessment according to their understanding.

At times, the PE teachers were not informed about the training workshops or the
persons who should be attending them. In some cases, those who had already
attended the PE training workshops did not give in-house training but simply
distributed the handouts given during the workshops with the expectation that other
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PE teachers read and understand the content themselves. As a result, the PE
teachers did not comprehend the content and thus could not carry out the tests
effectively.

5.15 Accountability Towards Parents (Stakeholders)

Parents’ knowledge about SBA constitutes another constraint faced by PE teachers.
The PE teachers reported that parents were still unclear of the concepts embedded
within the SBA system and were interested in the number of ‘As’ their children
obtained when the parents came to the school to collect their children’s report cards.
When parents do not understand the change in the approaches to learning and
assessment, the PE teachers felt that the parents could ignore their role in the
implementation of SBA even though the parents could contribute to their children’s
performance in the PE assessment.

The PE teachers concurred that students could perform the tasks assigned to
them at home. However, since their parents were not well informed about SBA,
they were unable to provide adequate settings and facilities for their children. These
facilities might be in the form of supporting reading materials, computers, the
Internet, etc. The unavailability of these resources at the students’ home made it
difficult for the PE teachers to provide follow-up activities. Also, parents with little
knowledge about the importance of these resources would have trouble guiding
their children to complete their assignments given by the teachers.

5.16 Accountability and Autonomy on Availability
of Infrastructure for Assessment Issues

The PE teachers faced problems with physical facilities and tools when doing
activities for the PE assessment. Some activities had to be conducted in poor
conditions. Not only was the equipment in poor condition, but it was also inade-
quate. So, the PE teachers sometimes had to use alternative equipment although
they were aware that the alternative equipment could produce different results.

Besides equipment issues, the availability of spaces for sport and assessment
activities are another constraint. Open spaces such as game courts, football fields,
and spaces sufficiently large could make the PE assessment effective and fair. For
urban schools, space availability is quite a burden since securing playing fields that
are fairly large would be expensive. The built-up area of urban schools could also
be the reason these schools provide relatively narrow or small spaces for recre-
ational facilities related to PE.

Despite the constraints faced, the accountability and autonomy given to PE
teachers in Malaysian secondary schools have made them motivated, creative, and
confident to take alternative actions in implementing the PE assessment within the
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guideline. It can be said that the empowerment given to the PE teachers to manage
the PE assessment in SBA has enabled them to use their creative thinking to
perform the assessment the best way possible. As pointed out by Kimwarey et al.
(2014), empowered individuals are said to have the skills and knowledge to act on a
situation or even improve it in a positive way.

5.17 Implications

Generally speaking, the SBA has developed a positive attitude towards PE
assessment among PE teachers. They are now more serious in doing the assessment
and perceive PE as a subject that is on par with other academic subjects. They too
feel that they are now in a position to teach and train their students in a more
structured manner. Consequently, students also develop an appropriate perspective
towards PE.

PE teachers should be properly trained to assess using the standard guideline to
ensure a valid and reliable assessment of PE. Proper training can assist the teachers
to confront assessment issues appropriately, for instance, those related to the
well-being of their students which include obesity, gender, ethnicity, interests, body
size, health conditions, etc. PE teachers can also gain valuable knowledge and skills
in assessing the physical aspects of students’ body capabilities and their muscles’
responses to a stimulus resulting from fitness activities carried out. Hence, PE
teachers can monitor their students’ fitness levels.

With PE teachers and students reevaluating the role of PE in SBA, PE is now
seen as a subject with the potential of producing students who are healthy and
active during and outside school hours. For example, students can be empowered to
conduct the BMI test because the procedure is easy to understand and operate.
Moreover, they can record their levels of physical fitness, do the analysis and
interpret the result, keep records of their fitness, and consequently do follow-up
activities. These records may serve as indicators for them to consistently take
appropriate actions to monitor the development of their health and physical fitness.

Schools need to increase the number of times they conduct an assessment in a
year to ensure their students are in their best condition when being assessed.
Increasing the frequency of assessment can increase the validity of their actual
performance and would contribute to the overall fairness of the PE assessment.

Since PE teachers indicate that they still lack appropriate skills and knowledge in
PE assessment, relevant stakeholders may feel apprehensive with the teachers who
feel that no one could challenge their decision over students’ performance because
the teachers have been given the autonomy to do so. That is, the PE teachers may
not use the standards to assess their students, resulting in unfair and biased PE
assessment. When such situation occurs, the stakeholders might challenge the
decisions made. In other words, even though the PE teachers are empowered to
perform the PE assessment, abuse or misuse of autonomy by the teachers is a
serious concern among the stakeholders.
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5.18 Conclusion

In general, Malaysia PE teachers have an appropriate understanding of PE
assessment in line with SBA. However, differences in knowledge and under-
standing of SBA generally and PE assessment specifically still exist. PE teachers
also have constraints in identifying the appropriate and relevant methods or
approaches in implementing this assessment. Nevertheless, PE teachers in this study
indicated their willingness and readiness to enhance their knowledge of PE
assessment within SBA and were receptive to using the methods of assessment and
in particular the implementation of PE assessment. In Malaysia, PE was made a
core subject since 1989. It is believed that the implementation of SBA can support
PE contributions towards the development of students’ cognitive, affective, and
psychomotor learning experience. That is, teachers’ effectiveness in implementing
PE assessment will contribute to the healthy, active, and productive future gener-
ations. The knowledge, skills, and experience obtained by the students through PE
will enable them to practice a healthy culture and lifestyle. Any attempt to improve
the PE assessment in schools must pay attention to the PE teachers’ role in
decision-making and to increasing opportunities for meaningful and collective
participation in PE assessment. Also, it is crucial to empower administrators,
teachers, and students so that students can benefit from the PE assessment.
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Part II
Teacher Empowerment: Professional
Development and Lifelong Learning



Chapter 6
Transforming Education Through
Teacher Empowerment in Namibia:
Possibilities and Challenges

Cornelia Ndahambelela Shimwooshili Shaimemanya

Abstract Considering that teacher empowerment takes many forms (teacher
autonomy, decision-making, collaborative leadership, etc.), I take the position that
teacher empowerment is excellent in transforming education in developing coun-
tries. My objective is to demonstrate this through a review of literature, legislative,
and policies in Namibia. I complete the review with an in-depth analysis of key
informant interviews on teacher empowerment in Namibia. I argue that although the
Cabinet of the Republic of Namibia directed the Ministry of Education to imple-
ment several resolutions that emanated from the 2011 National Education
Conference (e.g., upgrade teachers—at both national and foreign institutions,
strengthen teacher training and development, provide more in-service teacher
education and more teaching and learning materials for mathematics, science,
technology, lower primary and languages, reduce the administrative work load of
teachers to afford more time for teaching and learning activities; improve
pre-service and in-service training of teachers in national languages), there is
unfortunately a paucity of research data in the country pertaining to concerns and
challenges regarding teacher quality and quality education as well as teacher
empowerment. I conclude that for Namibia to achieve Vision 2030 and become a
knowledge-based economy, we need to invest in research on teacher empowerment.

6.1 Introduction

The Republic of Namibia regards education as the main driver for national
development and as such invests highly in the quality of its education system; well
above 20% of the total government expenditure goes to the education sector. In an
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effort to realize Vision 2030, the Namibian Fourth National Development Plan
(NDP4) prioritizes improvement of the quality of the Namibian education by
improving early childhood development and care services, expansion of secondary
education and vocational training and improved quality of teacher education and
training (Office of the President 2004). Namibia has thus made great progress in
enhancing the quality of education but a lot more still needs to be done. However,
despite significant investment and numerous efforts to strengthen education and
skills, our education system is still perceived as performing below its potential and,
therefore, remains a strategic area under the NDP4. Education is acknowledged to
be the single most important aspect of human development, and a critical success
factor for economic advancement and increased equality.

Like all other nations, Namibia subscribes to the post-2015 sustainable devel-
opment agenda. This new international education agenda as set out in Goal 4
(Quality Education) is holistic, ambitious and aspirational and is inspired by a
vision of education that transforms the lives of individuals, communities, and
societies. It aims to ensure inclusive and equitable quality education and to promote
life-long learning opportunities for all. This agenda helps Namibians to renew their
commitment towards enhancing the quality of education in Namibia. The new
education agenda attends to the unfinished business of the Education for All
(EFA) goals and the education related Millennium Development Goals (MDGs)
while effectively addressing current and future global and national education
challenges.

In the Namibian Education Act of 2001, teacher education and quality of
teachers have been given special recognition since no education system can thrive
without planning and developing the teachers who are to mend the minds of the
young ones, children, and youth. Teachers at all levels are very important in the
overall development of any nation and therefore the quality of any educational
system depends to a great extent on the quality of teachers. This is in terms of
academic, professional qualification, and experience as well as their level of
competency. Unfortunately qualified teachers are grossly inadequate in Namibia
especially at the primary level.

The 2001 Education Act was reviewed from July 2015 to bring it into line with
the latest developments and current needs of the country’s education system
through a consultative process including parents and concerned members of the
public, government agencies, teachers’ unions and wider civil society, among other
development partners. The planned amendments aim to meet the challenges facing
the education sector in order to ensure inclusive and equal access to teaching and
learning in Namibia. The Steering Committee (for the Education Act Review), with
the support of the United Nations Children’s Fund (UNICEF), facilitated a series of
consultations through the Regional Directorates of Education and Law Reform in
an effort to provide quality education to the Namibian child. The newly amended
Education Act will align educational programmes to relevant policies and legisla-
tion, as well as national objectives such as Vision 2030, NDP4 and Sustainable
Development Goals, in order to equip learners with the necessary skills that will
drive the future economy. It should be noted that the new Education Act is not yet
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out but there is an issue paper which cannot be quoted at the moment. The country
has also a Draft Educator Policy which still needs to be finalized.

6.2 Defining the Teacher

A teacher is generally referred to as the educationist/educator or instructor.
Although the term teacher is interpreted and understood in different ways, in the
context of this study, a teacher is defined as someone who is entrusted with the
education and molding of the young minds be it at primary or secondary school
level.

6.3 Literature Review on Teacher Empowerment

Literature indicates that “teacher empowerment is a complex construct” (Short
1994, p. 488). Michele and Browne (2000: 89) agree that empowerment “is the
foundation stone upon which radical reform can be built”.

According to Palmleaders (2004) although many new projects in schools include
a hive of activities, the change is at a superficial level and only when people are
empowered does deep fundamental change takes place at the core of the school
system. Short and Greer (1997) and HighBeam Research (2004) identified the
dimensions of empowerment in education as given in Table 6.1.

Although teacher empowerment is said to be a complex construct, it can be
identified and recognized if these dimensions are present. Smith and Greyling
(2006) posit that these dimensions could be grouped into two broad categories:
enabling experiences and allowing the individual to display existing competencies
and learn new ones.

Table 6.1 Dimensions of empowerment in education

Dimension Description

1. Decision-making Participation of educators in critical decisions that directly affect their
work

2. Professional growth Perceptions that the working environment provides opportunities to
grow and develop professionally

3. Status Perceptions that one has professional respect and admiration from
colleagues and the community

4. Self-efficacy Perceptions that one has the skills and ability to facilitate learning by
developing effective programmes

5. Autonomy Perceptions that one can control certain aspects of one’s work life
freedom to make certain decisions

6. Impact Perceptions that one has an effect and influence on learners and the
school environment doing something worthwhile
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6.4 Dimensions of Teacher Empowerment

Squire-Kelly (2012) argues that as from 2002, the center for Teaching Quality
began conducting research on teacher working conditions; surveys with questions
on five domains (time, professional development, leadership, empowerment, and
facilities and resources) were administered to approximately 256, 949 educators in
five states in the United States of America; one of the domains was teacher
empowerment (Berry et al. 2007). Researchers analyzed the results to determine if
there was a correlation between each respective domain and student achievement.
The findings show a positive correlation between teacher empowerment and student
achievement.

6.5 Decision-Making

Another dimension of empowerment is decision-making (Short and Johnson 1994;
Martin et al. 2001). Teachers would feel empowered if they are allowed to have a
role in making decisions about their work environment (Hirsch et al. 2006). Hirsch
et al. (2006) suggest teachers are the best equipped individuals to make decisions
about what happens in their classrooms.

6.6 Professional Growth

Professional growth concerns the teacher’s perception of whether or not they are
allowed to develop their skills (Rinehart and Short 1994; Short and Johnson 1994).
Teachers should be allowed to collaborate with their peers and participate in pro-
fessional learning concerning various teaching strategies (Hirsch et al. 2006).
Professional learning is imperative for teachers to meet the needs of the diverse
learners of today (Hirsch et al. 2006). According to Martin et al. (2001), teachers
should model life-long learning.

6.7 Status

Status is another dimension of empowerment (Klecker and Loadman 1998; Short
and Johnson 1994). Status refers to the amount of attention a teacher receives from
parents, students, community members, peers, and superiors (Klecker and Loadman
1998; Short and Johnson 1994). Status also refers to a teacher’s belief that their
work is valued by their colleagues (Klecker and Loadman 1998).
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6.8 Self-efficacy

Another dimension of empowerment is self-efficacy (Short and Johnson 1994;
Klecker and Loadman 1998). Self-efficacy is the belief that one possesses the ability
to perform their job effectively (Janssen 2004; Short and Johnson 1994). According
to Martin et al. (2001) teacher empowerment is important to self-efficacy.

6.9 Autonomy

Teacher empowerment involves autonomy (Short and Rinehart 1992). Klecker and
Loadman (1998) define autonomy as the sense of freedom to make decisions. It is
important to regard teachers as professionals and allow them to make decisions
concerning their job (Hirsch et al. 2006).

6.10 Impact

The final dimension of empowerment is impact. Martin et al. (2001); Short and
Johnson (1994) concur that impact is the perception that one influences the school
environment. Having a positive impact on the school environment can have a
positive effect on a teacher’s self-esteem (Martin et al. 2001; Short and Johnson
1994).

6.11 Empowerment of Teachers and Staff

It is essential to empower teachers to influence more school-based decisions.
Emerick et al. (2007) argue that “the strengths of many redesigned and early college
high schools rests with the empowerment of teachers to influence and take own-
ership of many critical decisions influencing instruction, not only in their own
classrooms, but also in the broader schools where they work”, p. 15. It is unfor-
tunate that classroom teachers continue to be institutionally controlled by all other
players such as administrators, curriculum specialists, parents, and learners (Scott
2004). As Steyn (2001) argued, staff empowerment has become a managerial
buzzword, evoking images of positive commitment and participation in the work
place or school. Steyn believes that staff empowerment is based on the fact that
people feel good about and proud of what they are doing. However, staff is often
confused with task allocation.

Figure 6.1 (Smith and Greyling 2006) depicts two dimensions to create four
different strategies: importance of the activity and completeness of authority and
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responsibility. From this empowerment quadrant, the ideal situation means
entrusting staff with the necessary power to decide and act upon a task considered to
be important. As illustrated in Fig. 6.1, dumping implies giving staff meaningless
tasks to do and not allowing them to make decisions (managers still retain mean-
ingful activities). The double dumping strategy includes the allocation of
non-essential tasks while still requiring staff to report back for final approval.
Managers assign important tasks to staff members in the development quadrant, but
require them to bring the information and decision back for review or approval.

Squire-Kelly (2012) believes that empowerment is allowing the teacher to be an
active participant in the instructional decisions of the school/recognizing teachers as
the experts about teaching and learning issues. She further argues that to empower
teachers is to encourage them to be involved in quality professional learning and
providing it. Teacher empowerment is acknowledging teachers’ major contributions
to improving student achievement. School leaders play an integral role in creating
an atmosphere where teacher empowerment can occur (Leech and Fulton 2008;
Hulpia et al. 2009).

The literature has inconclusive evidence as to whether teacher empowerment
directly affects student achievement. Findings from some large studies indicate a
correlation between teacher empowerment and student achievement. However,
other findings indicate no correlation. Squire-Kelly (2012) therefore concludes that
it appears that if teachers feel empowered because they have control over integral
parts of their job; or due to the fact that they are actively involved in
decision-making; or they believe that they are able to differentiate for all students;
are well respected by their peers and the community they serve; are allowed to grow
professionally; and they believe that they have influence over the work environ-
ment, they will be more effective and this should have an impact on student
achievement.

In this age of accountability, teachers are being held accountable for student
achievement in Namibia particularly as more and more students do not make to the
next grade each year. However, it is not understood how empowered teachers are in

Authority/responsibility Four basic strategies to assign activities:

You take care for it

Empowerment Dumping

Development Double-dumping

Look into it and report back

Important Unimportant

Importance of activity

Fig. 6.1 Staff empowerment matrix (Steyn 2001:154)
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schools and the extent to which their empowerment is related to student achieve-
ment. Nor do we really have an understanding of the challenges teachers face in the
schools that prevent them from “being empowered”.

The purpose of this research was to establish the teachers understanding of
teacher empowerment, determine what should be done to empower Namibian
teachers, establish quality education challenges in Namibia, establish the teacher
quality challenges in Namibia, determine to what extent our educational policies
(institutional/national) support teacher empowerment. The research further aims to
explore the possibilities for teacher empowerment in Namibia, establish whether
teacher empowerment can transform education in developing countries such as
Namibia, find out whether for Namibia to achieve Vision 2030 and become a
knowledge-based economy, we need to invest in research on teacher empowerment
to transform our education system.

6.12 Methods

In the process of examining the individual and collective factors and processes of
teacher empowerment so as to transform our education to enable us to achieve
Vision 2030, it was necessary to content with the “what” of teacher empowerment
—what should be done to empower teachers and the “how” of teacher empower-
ment—how can we empower teachers/mechanisms for empowering teachers. To
achieve the study goals, the researcher did a comprehensive literature review and
complimented it with 20 key informant interviews from the National Institute for
Educational Development (NIED), University of Namibia teacher educators,
teachers in the schools and Teachers Union. The unit of analysis/the major entity
that is being analyzed in this study are the teachers since the study focused on
teacher empowerment as a means to transform education in Namibia. The fieldwork
for this study was carried out over a period of 2 months at different intervals. It was
important to interview these key players because the education system is only as
strong as its teachers.

Similarly, I wanted to establish the concerns and challenges regarding teacher
quality and quality education as well as teacher empowerment in an effort to help
Namibia achieve Vision 2030 and become a knowledge-based economy.

6.13 Research Findings

One of the interview questions was posed to determine teachers’ understanding of
the term Teacher Empowerment. The following are some of the responses from
teachers/teacher educators/teacher unionists:
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Providing teachers with requisite skills that will make them perform better or discharge
their duties efficiently and effectively wherever they are posted. Teacher empowerment has
to do with the enhancement of teacher competencies and ability to effectively deliver
teaching, facilitate learning and prepare students/learners for the future endeavours. This is
in line with giving teachers opportunities to grow professionally, providing them oppor-
tunities to gain knowledge and skills every now and then, so that they feel confident,
valued, knowledgeable and skilled about what they do every day. Is to provide more
support to the teacher in order to excel in his/her career as a teacher. It is being equipped
with the necessary information and resources. Accessing all the necessary resources to
teachers. Being intellectual (sic) fit. It means acknowledging teacher in-service training.
Giving the teachers the right to participate in the determination of goals and policies.
Teacher empowerment has to do with giving teachers chances to grow professionally and to
be active participants in matters that affect their work. It means to make teacher more
confident. It is the support and assistance granted to teachers in order to empower them.

Asked what in their opinion do teachers need to be empowered on teachers said,
“yes, teachers need to be empowered.” “They need professional knowledge on
dealing with educational issues and challenges which they confront on a daily
basis; being able to take decisions without waiting for the bureaucratic processes
they normal take time to complete before teachers can act. In addition, they believe
that other factors to be considered include (see Table 6.2).

Furthermore, participants identified a host of factors as quality education chal-
lenges in Namibia as given in Table 6.3.

There are several teacher quality challenges in addition to quality education
challenges in Namibia (see Table 6.4).

Asked to indicate to what extent our educational policies (institutional/national)
support teacher empowerment, teachers argue that although there seems to be
favourable policies for continuous professional improvement of teacher compe-
tence, implementation procedures appear to be too complicated to the extent that
some teachers may give up on embracing opportunities for further studies. The
teachers [are] not involved when (sic) in the formulation of such policies and they
need to be interpreted to teachers very well. Some policies such as those related to
postgraduate studies seem to be misinterpreted, especially when undergraduates
intent to take up studies at postgraduate level but do not meet the admission
requirements. Not at all; they are just reversing the system instead of forwarding it
[remarked one teacher]. To a medium extend [sic], [educational policies support
teacher empowerment]. Not at all because they are only implemented without
guidance. Postgraduate Courses in the Faculty of Education require certain
qualifications, which were (are) not offered at undergraduate level in the Faculty;
that allow articulation to a Masters level (for instance the admission criteria of
Masters of Educational Psychology (Guidance and Counselling) that requires a
Major in Psychology. Our educational policies (institutional/national) support
teacher empowerment through continuous professional development (trainings and
workshops), in-service training (e.g. the English Language Proficiency
Programme) and Scholarships for undergraduate and postgraduate studies. Most
policies only demoralize and intimidate teachers and requires (sic) the teacher to

94 C.N. Shimwooshili Shaimemanya



adhere to rules and regulations but do not really help when it comes to classroom
level. To a less extent, our educational policies support teacher empowerment.

Teacher opinions were also sought about the possibilities for teacher empow-
erment in Namibia. Although some teachers stated that there are no possibilities for
teacher empowerment in Namibia, others emphasized that “definitely, teachers with
more knowledge will be able to operate in this knowledge-based economy more
effectively and efficiently. Yes, teachers need to excel in their subjects they are
teaching. Yes, [teacher empowerment can transform education in developing
countries] provided it is practical then [sic] theoretically [sic]”.

Possibilities for teacher empowerment include

– Training especially in curriculum development
– Teacher be given a chance to gain new experience daily
– Consult teachers before amending or creating policies that affect them
– Teacher encouragement by promoting them as well as salaries increment

Table 6.2 What teachers need to be empowered on

Number Empowerment Need

1. Sound knowledge of the subject matter

2. Strong ability and competency in applying the teaching methodologies and
approaches

3. Strong knowledge of the theories of teaching and learning

4. Strong ability to apply various assessment strategies

5. Outstanding ability to stimulate learning among students/learners

6. Ability to facilitate learning—creating an environment suitable for learning

7. Notable competencies in using ICT for teaching and learning

8. Ability to use textbooks as a means to facilitate intellectual development

9. Strong interpersonal relations (ability to distinguish between personal and
professional relations)

10. Teachers need to get the chance and liberty to work as professionals and not have
someone behind them all the time

11. Willingness to learn from students/learners

12. Discipline over the learners

13. Updated curriculum instead of uniformal (sic) curriculum/there is a need in
(sic) curriculum update

14. Use of advanced multimedia

15. More workshops in subjects they are teaching

16. Interpretation of Education Act

17. Interpretation of new educational policies

18. Be given a chance to share experience with other members

19. They need regular trainings and workshops

20. They need opportunities for study

21. They need a constant support system in terms of expertise and resources
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– Supporting continuous [Continuous Professional Development] through train-
ings and workshops/in-service training

– Participating in workshops
– Creating forums/platforms for exchange of ideas and strategies among teachers

in the country and outside
– Promoting teacher mobility internationally as well as retention
– Providing professional incentives and conducive working environments
– Respecting teachers and teaching as a profession.

Table 6.3 Quality education challenges in Namibia

Number Quality education challenge

1. Untrained teachers

2. Low English proficiency/English language

3. Teachers’ and students’ laissez faire attitude to education

4. Shortage of teaching and learning materials/lack of facilities/appropriate teaching
materials and competent staff

5. Teacher/learner ratio

6. No empowerment

7. Flooding (in some areas)

8. Team work [lack of it]

9. Inadequate information

10. Teaching/learning aids

11. Teachers lack knowledgeable (sic) ICT usage especially in remote areas

12. Lack of support from the subject advisers

13. Workshops by Senior Education officers

14. There is a large gap between policy implementation and rhetoric

15. Officers are too politically oriented and thus are bias in their judgment

16. Bureaucracy is killing the system

17. Leadership at schools

18. Textbooks do not correspond with the syllabus

19. Lack of discipline among both teachers and learners

20. Lack of motivation (to excel) among learners

21. A perception that teaching is just any other job, rather than being a ‘calling’

22. Inadequate parental support of children in school

23. Rural–urban migration—leading to overcrowded classrooms

24. Lack of basic amenities and incentives in rural areas

25. A not-yet—strong early childhood education

26. Not all children learning in their mother tongue in their early years

27. Unmotivated/unpassionate teachers

28. Low status of education in the country

29. Overloaded curricula
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Teachers think that teacher empowerment can transform education in Namibia in
the following manner:

Once teachers’ challenges have been documented, appropriate and targeted interventions
could be developed and implemented. Teachers’ competence will be increased in specific
areas as documented. Once teachers competence have been increased, these teachers will be
able to deliver high quality teaching and learning services and the learners will have better
opportunities to learn in a more favourable environment. Learners learning in a favourable
environment will be able to perform better in their subjects. School management will
improve and it is likely to lead to overall improvement and transformation of education in

Table 6.4 Teacher quality challenges in Namibia

Number Teacher quality challenge

1. Negative attitude

2. Poor training

3. Alcoholism

4. Low salaries

5. Quality of training offered to teachers

6. Lack of support from regional advisories/poor support from advisory services

7. Mismatch between teacher specialization and subject matter being taught at school
(history specialist teaching mathematics)

8. Inadequate trained teachers at some regions

9. Lack of personal commitment/motivation among some teachers

10. Pedagogical incompetence (teaching methodologies, techniques and strategies)

11. Poor subject matter knowledge

12. Poor preparations (by some teachers)

13. Incompetence in using teaching/learning materials including ICT

14. Lack of teacher training in ICT usage

15. Lack of passion for teaching (a teacher being an agent for transformation)

16. Few teachers of the highest caliber (most who take on teaching as a career are those
in the mediocre academic lane—) perception

17. Still some unqualified teachers esp. at early childhood level

18. Not given a chance to make decisions

19. Lack of motivation/passion/extra mile in the teachers

20. Poor teaching practices from the institutions

21. Lack of in-service training

22. Lack of support from the school management

23. Teaching/learning aids/insufficient teaching aid/materials

24. Poor working conditions

25. Advanced resources/lack of resources

26. Discipline of learners in schools

27. Lack of support from the parents

28. ICT training

29. Use of advanced multimedia
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the country. By promoting more support for professional development, forums for
exchange of ideas, mobility, etc., you allow growth, knowledge gain, versatility, confi-
dence, ownership, trust and all ingredients of empowerment. Teacher empowerment can
very much [transform education in developing countries]. This will enable learners to
receive quality education. Yes, because high performing schools have administrators who
articulate vision, help teachers grow professionally and play a leading role in determining
the school’s climate. Yes, if teachers are empowered, quality education will be delivered to
improve the general working (sic). Yes, in so many ways, [teacher empowerment can
transform education in developing countries such as Namibia]. Teachers will work if they
are treated as professionals, and they will work with joy as a result. Officers at the regional
offices should just stop coming to schools asking for files, they need to advise on the subject
content.

Asked whether they believe that for Namibia to achieve Vision 2030 and
become a knowledge-based economy, we need to invest in research on teacher
empowerment, teachers argued that certainly “by researching on teacher empow-
erment we will unravel the new techniques that we can use to transform our
education system for the better.” They strongly believe that investment in teacher
empowerment will add value to the process of attaining the goals of Vision 2030, in
that: Teachers are regarded as the agents of transformation, transforming young
people who are the leaders in waiting through education as the strategy and vehicle
for improving the standard of living among ordinary people. Through investment in
research on teacher empowerment, sufficient evidence will be gathered which can
be used to inform decisions. Evidence on teachers’ opportunities and challenges
would be helpful in promoting results-based management and accountability,
planning and development of tailor-made and targeted interventions, monitoring
and evaluation of national educational interventions to promote good governance.
We need to invest [in research] yes. We need to understand what makes teachers
empowered and what can be done to help them. If teachers are not empowered,
then learners are not motivated, their minds are not stimulated enough, they won’t
find education fun, they don’t perform well and don’t have good opportunities to
develop the country further.

Yes, for Namibia to achieve Vision 2030 and become a knowledge-based
economy, we need to invest in research on teacher empowerment. Yes, because
teacher empowerment will improve the quality of education and training and
improve the competencies of workers. Yes, the reason why many schools are not
excelling in Namibia it is because of poor teacher empowerment. Teachers need to
be empowered; it is all about a Namibian child for us to have a well-educated
nation by 2030. “Education is the most powerful weapon which you can use to
change the world” (Nelson Mandela). Investing in research on teacher education
will help us to ensure that “teachers will be delivering quality education.” In order
to attain Vision 2030, all people should be literacy [sic] to eliminate unemployment
and poverty. But not everyone is optimistic. One teacher firmly remarked: No, we
must be realistic, instead of fooling people up to now nothing show a step toward
2030. No, waste of resources, since government is experiencing critically [sic]
debt.
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6.14 Improving Teaching Practices Through Action
Research and Reflecting Teaching

Hines (2013) argues that there is a need for teachers, administrators, and school
systems to become involved in professional development activities in the increas-
ingly complex and challenging profession of teaching. He believes that it is
important for professionals to undertake a unit in action research methodology
because it provides those professionals working in the education system with a
systematic, reflective approach to address areas of need within their respective
domains. In her study that investigated teachers’ perceptions of the influences of
action research on their thinking about instructional practices and the impact of this
thinking on teaching practices focusing on teachers’ perceptions about the overall
teacher role, teachers’ knowledge about teaching, teaching practices, and reflective
practices, Brown (2002) found that teachers perceived changes in the four areas of
investigation. Data in her study revealed that as change occurred in any of the three
areas of teaching practices, contents within reflective practices, and knowledge
about teaching, a motion of growth began and dispersed into all areas which ulti-
mately influenced the underlying role of the teacher. She further argued that
engaging in the stages of action research provided teachers with a methodical
structure for implementing and analyzing the teaching and learning process (Brown
2002). There is thus a need to change our schools learning environment to promote
staff development opportunities such as action research and reflective teaching. It is
important to hear from teachers themselves issues around the teaching/learning
process. “If teacher research is concerned with the practical wisdom of professional
teachers, their voices and their articulation of the reality of understating students
and schools, then those voices have to be heard across the academy”
(Hollingsworth and Sockett 1994, p. 17). Action research is a means by which
teachers are enabled to actively engage in combining the practice of teaching and
the practice of research. The intricate weave of these two components embodies the
art and science of teaching.

Reflective practice on the other hand is viewed as “a means by which practi-
tioners can develop a greater level of self-awareness about the nature and impact of
their performance, an awareness that creates opportunities for professional growth
and development” (Osterman and Kottkamp 1993, p. 2). Awareness is important for
behavioral change. To gain a new level of insight into personal behavior, the
reflective practitioner assumes a dual stance, being, on one hand, the actor in a
drama and on the other hand, the critic who sits in the audience watching and
analyzing the entire performance. To achieve this perspective, individuals must
come to an understanding of their own behavior, they must develop a conscious
awareness of their own actions and effects and the ideas or theories-in-use that
shape their action strategies.

Reflective practice is experiential learning. Experiential learning theorists,
including Dewey, Lewin, and Piaget maintain that learning is most effective and
most likely to lead to behavioral change, when it begins with experience. Research
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indicates that learning is most effective when people become personally engaged in
the learning process, and engagement is most likely to take place when there is a
need to learn.

6.15 Conclusions and Recommendations

Although teachers have an understanding of teacher empowerment and can artic-
ulate what they need to be empowered as well as what they perceive as challenges
to offering quality education and teacher quality challenges, it appears that not
much is being done in our education system to empower teachers who are the most
important change agents in our education system. Most of the teachers interviewed
(25–53 years old) have not received any in-service training in the last 2 years; some
not even in the last 8 years even though some have been teaching for 25 years.
Teachers are clearly unhappy with the current status quo.

The following conclusions and recommendations could be drawn based on the
analysis of the research data:

• Without teacher empowerment in our schools there can be no transformation of
education. Teacher empowerment should be an integral part of our education
agenda.

• Teachers differed in how they perceived teacher empowerment. For empower-
ment to be successfully implemented, those entrusted with managing the schools
should be empowered first so that the process can filter down to teachers and
learners.

• Action research must be an integral part of every teacher education program in
Namibia because it helps as Hines (2013) posited to develop knowledge and skills
that are critically essential within teacher education and the teaching profession.

• Our educational policies and practices should recognize and reflect the impor-
tance of empowerment at the lower levels in our schools.

• In-service training and other measures should be put in place to overcome the
quality education and teacher quality challenges as highlighted in this research
paper.

• Teachers with different levels of education are different in their perceptions
regarding teacher empowerment. It is therefore suggested that the values and
principles of empowerment be built into the curricula of educational courses
offered at higher education institutions.

• Schools should be well resourced and continuous professional development
training opportunities, especially in the areas of ICT, curriculum development,
subject content and assessment strategies, should be provided to our teachers.

• Teachers seem to have difficulty understanding and interpreting the Education
Act. There is a need to involve teachers in the formulation of the education
policies as they are the implementing agents.

• There is a need to improve the salaries and working conditions of teachers to
motivate them and help “boost” their teaching morale.
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• Teachers should only teach what they have been trained to teach.
• Alcoholism has been identified as one of the quality teacher challenges. The

issue of alcoholism should be looked into seriously. There are just too many
shebeens in the vicinity of schools that even learners are tempted to drink.

• Subject advisors should provide the much needed support to teachers to enhance
their subject knowledge and give them confidence to teach as they will be
feeling empowered. This will in turn improve student achievement and translate
into economic development of the country.

• Parents should be involved in the school activities of their children and most
importantly in disciplining the children to ensure that learning takes place in
schools.

• It appears that not much is done to empower teachers. There is a great need to
invest in teacher empowerment research if we are to achieve Vision 2030 and
become a knowledge-based economy.

References

Berry, B., Fuller, E., & Williams, A. (2007). Stemming the tide of teacher attrition: How work
conditions influence teacher career intentions and other key outcomes in Arizona. Retrieved
from Center for Teaching Quality: http://www.teachingquality.org

Brown, B. L. (2002). Improving teaching practices through action research (Unpublished
Doctoral Dissertation). Virginia Polytechnic Institute and State University. Blacksburg,
Virginia

Emerick, S., Montgomery, D., Reeves, C., Church, K., & Hirsch, E. (2007). Teaching and
learning conditions improve high school reform efforts. Center for Teaching Quality. Available
at https://dschool.stanford.edu/groups/k12/wiki/f329e/…/Team1%20hsconditions-1.pdf

HighBeam Research. (2004). Defining teacher empowerment. Available at http://www.highbeam.
com

Hines, G. (2013). The importance of action research in teacher education programs. Issues in
Educational Research, 23(2), 151–163.

Hirsch, E., Emerick, S., Church, K., & Fuller, E. (2006). Teaching and learning conditions are
critical to the success of students and the retention of teachers: Final report on the 2006
teaching and learning conditions survey to the Clark County school District and Clark County
Education Association. Retrieved from Center for Teaching Quality website: http://www.
teachingquality.org

Hollingsworth, S., & Sockett, H. (1994). Positioning teacher research in educational reform: An
introduction. In S. Hollingsworth & H. Sockett (Eds.), Teacher research and educational
reform (pp. 1–20). Chicago: The University of Chicago Press.

Hulpia, H., Devos, G., & Rosseel, Y. (2009). The relationship between the perception of
distributed leadership in secondary schools and teachers’ and teacher leaders’ job satisfaction
and organizational commitment. School Effectiveness and School Improvement, 20(3), 291–
317. doi:10.1080/09243450902909840

Janssen, O. (2004). The barrier effect of conflict with superiors in the relationship between
employee empowerment and organizational commitment. Work & Stress, 18(1), 56–65.

Klecker, B. J., & Loadman, W. E. (1998). Defining and measuring the dimensions of teacher
empowerment in restructuring public schools. Education, 118(3), 358–405.

6 Transforming Education Through Teacher Empowerment … 101

http://www.teachingquality.org
https://dschool.stanford.edu/groups/k12/wiki/f329e/%e2%80%a6/Team1%20hsconditions-1.pdf
http://www.highbeam.com
http://www.highbeam.com
http://www.teachingquality.org
http://www.teachingquality.org
http://dx.doi.org/10.1080/09243450902909840


Leech, D., & Fulton, C. R. (2008). Faculty perceptions of shared decision making and the
principal’s leadership behaviors in secondary schools in a large urban district. Education, 128
(4), 630–644.

Martin, B. N., Crossland, B., & Johnson, J. A. (2001, November). Is there a connection: Teacher
empowerment, teachers’ sense of responsibility, and student success. Paper presented at the
Mid-South Educational Research Association Annual Meeting, Little Rock, AK.

Michele, F., & Browne, M. (2000). The progressive outlook: Empowerment through partnership in
education. Progressive Politics, 1, 86–89.

Office of the President. (2004). Namibia Vision 2030: Policy framework for long-term national
development. Namibia: Windhoek.

Osterman, K. F., & Kottkamp, R. B. (1993). Reflective practice for educators: Improving
schooling through professional development. Newbury Park: Corwin Press INC.

Palmleaders. (2004). Establishing empowerment. Available at http://www.palmleaders.net
Rinehart, J. S., & Short, P. M. (1994). Job satisfaction and empowerment among teacher leaders,

reading recovery teachers and regular classroom teachers. Education, 114(4), 570–580.
Scott, J. L. (2004). Ultimate teacher empowerment. Available at http://www.makesmart.com
Short, P. M. (1994). Defining teacher empowerment. Education, 114(4), 488–492.
Short, P. M., & Greer, J. T. (1997). Leadership in empowered schools. New Jersey: Merrill.
Short, P. M., & Johnson, P. E. (1994). Exploring the links among teacher empowerment, leader

power, and conflict. Education, 114(4), 534–581.
Short, P. M., & Rinehart, J. S. (1992). School participant empowerment scale: Assessment of level

of empowerment within the school environment. Educational and Psychological
Measurement, 52(4), 951–960.

Smith, E., & Greyling, A. (2006). Empowerment perceptions of educational managers from
previously disadvantaged primary and high schools: An explorative study. South African
Journal of Education, EASA 26(4), 595–607.

Squire-Kelly, V. D. (2012). The relationship between teacher empowerment and student
achievement. Electronic Theses & Dissertations. Paper 406. http://digitalcommons.
georgiasouthern.edu/etd/406

Steyn, G. M. (2001). Staff empowerment: Creating an empowered work environment in schools.
Acta Academica, 33, 146–167.

Author Biography

Dr. Cornelia Shimwooshili Shaimemanya is the former University of Namibia Director of
Postgraduate Studies and UNESCO Education Specialist. She is currently a Senior Lecturer of
Educational Research and Education for Sustainable Development at the University of Namibia.
Her areas of interest include environmental science, science education, educational research,
environmental education, education for sustainable development, teacher education, and
curriculum\instruction. She has been the Editor-in-Chief of Namibia Educational Research
Association (NERA) Journal since 2007 and serves on the Editorial Boards of Namibia
Continuous Professional Development (CPD) Journal and Journal for Studies in Humanities and
Social Sciences at the University of Namibia.

102 C.N. Shimwooshili Shaimemanya

http://www.palmleaders.net
http://www.makesmart.com
http://digitalcommons.georgiasouthern.edu/etd/406
http://digitalcommons.georgiasouthern.edu/etd/406


Chapter 7
Mathematics Continuous Professional
Development and Its Relevance to the New
Era in South Africa

Zingiswa M.M. Jojo

Abstract For South Africa, the unsatisfactory teaching competencies of the
majority of mathematics teachers is attributed to their weak content knowledge,
instructional leadership in mathematics, and several curriculum changes since 1994
in basic education. The chapter resumes by introducing professionalism in math-
ematics, role players in mathematics teachers’ professional development, mathe-
matics teacher professional development in the current era, instructional leadership
in mathematics teaching, mathematics teacher preparation and together with the
teachers’ journey in mathematics teaching. This chapter also exposes teachers to
effective professional mathematics teaching ensuring impact of continuing profes-
sional development: Teacher empowerment as a tool for professional development
and how teachers can continue in their self-learning to empower each other as peers
is discussed together with support on how teachers can engage in critical
self-reflection and innovation within the mathematics classroom. The closing
remarks suggest teachers’ personal transformation and growth in mathematics
continuous professional development with reflection are of relevance to the new era
in South Africa.

7.1 Introduction

The trust and focus of this chapter is to unpack continuous professional develop-
ment of mathematics teachers in the post-apartheid era South Africa. The author
draws and builds an envisaged result bearing continuous professional development
for mathematics teachers from various scholars in the subject. In this chapter, role
players in mathematics teachers’ professional development, how teachers undergo
preparation and professional development in South Africa is discussed. The
meaning of professionalism in mathematics, who mathematics teachers are,

Z.M.M. Jojo (&)
Department of Mathematics Education, College of Education,
University of South Africa, Pretoria, South Africa
e-mail: jojozmm@unisa.ac.za

© Springer Nature Singapore Pte Ltd. 2017
I.H. Amzat and N.P. Valdez (eds.), Teacher Empowerment Toward Professional
Development and Practices, DOI 10.1007/978-981-10-4151-8_7

103



professional development as a process of change, together with teachers’ reflective
practices and self-study are explored. The chapter also exposes teachers to effective
professional mathematics teaching ensuring impact of continuing professional
development. The chapter then concludes with suggestions of what makes a
description of a mathematics teacher in the twenty-first century.

South Africa experiences a shortage of qualified mathematics teachers which
challenges the promotion of mathematics as a subject necessary for growth of the
country’s economy. Bernstein et al. (2013) assert that the teaching of mathematics
in South African schools is amongst the worst in the world. Current mathematics
teachers in the field today are a combination of a set of teachers with non-matching
school subject knowledge and contrasting models of classroom practices (Kaino
et al. 2015) together with proactive, reactive and over-reactive teachers (Lindeque
et al. 2016). The former teachers require continuous professional development to
address and adjust to the consequences of an environment characterized by enor-
mous infrastructural backlogs, resource limitations, an inadequate supply of quality
learning support materials, and the absence of common national standards for
learning and assessment (Kaino et al. 2015).

In South Africa many changes took place and the biggest change by necessity
has been in the area of education since the 1994 democratic elections and post
elections. The government first unveiled Curriculum 2005 (C2005) which was
driven by the Outcomes Based Education (OBE). This system failed because it was
highly overloaded, used vague and complex terminology and fell short of its
expectations, and inadequate training of teachers and officials. This was later
reviewed in 2012 and replaced by the Curriculum and Assessment Policy Statement
(CAPS) in January 2012 which was rolled out in all phases. OBE though, is still the
underlying philosophy which underpins CAPS (Chigonga 2013: 2; Botha 2011:
26). It is the current curriculum practiced in the country as a measure that redresses
the inequalities and imbalances of the past. Mathematics Continuous Professional
Development programmes, are therefore systematic efforts to change the practice,
attitudes and beliefs of mathematics teachers in the classroom so as to effect the
learning outcomes of students and familiarize teachers with the change in cur-
riculum. As the South African government began to accept the existence of crisis in
education, priority intervention was geared towards addressing the quality of
mathematics education, improvement of quality of mathematics teachers, numeracy
and mathematics teaching in lower grade levels. Professional development in this
chapter has been delimited to in-service mathematics teachers.

7.2 Professionalism in Mathematics

In mathematics education, teacher professional development is an indispensable
aspect in human resource management and development. Although the current
government is making efforts to produce highly qualified mathematics teachers, the
challenge is that there still exists a knowledge gap in terms of professional
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development of teachers. Teacher education is a form of professional education that
has a purpose to improve the professional classroom practice of teachers (DOE
2005). Mathematics education in particular in South Africa has suffered a multitude
of well-publicized problems namely:

• Shortage of mathematics teachers
• Under qualified teachers
• Teachers struggling with subject content
• Little or absence of pedagogical content knowledge and
• Poor teacher performance in mathematics in general.

Also, mathematics is taught in English, a second language for the majority of both
teachers and learners. There are 11 official languages used to teach all subjects from
grade R to grade 3. From grade 4 to upper levels, instruction is given in English, a
language that is foreign to both teachers and learners, used in school classrooms
only, and both parties switch back to their home languages outside the classroom.

In addition the frequent changes in both mathematics curricula and syllabi (OBE,
curriculum 2005, NCS, and CAPS) have resulted in challenges at classroom and
governmental level.
Pertaining to the classroom, there is:

• Poor learner performance standards and results,
• A lack of classroom discipline
• Insufficient resources (modern technology not an option in most rural situated

schools) and
• Inadequate infrastructure.

On a governmental level, there is prevailing

• Failure of appropriate teachers’ work support, inspection, and monitoring,
• Lack of continuous training of teachers in service
• Change in mathematics curricula without proper teacher training and

communication
• Absence of continuity for teachers as well as learners
• Demoralization and disillusionment among teachers and
• Negative and worsening perceptions of the teaching profession as a whole.

Factors such as: (i) overcrowded classrooms, (ii) high dropout rate, (iii) low literacy
and numeracy, (iv) snail’s pace of teachers progress through curriculum, (v) lack of
resources, (vi) ineffective leadership management, (vii) poor teacher training, (viii)
unskilled teachers, (x) lack of commitment to teach by teachers and (x) a shortage
of resources in education contribute to poor mathematics performance. All this
points to the fact, that South Africa faces a dilemma with regards to mathematics
education. The recent ANA results suggest that more than 90% of South African
youth fall into this dilemma. This chapter endeavors to make recommendations for
the implementation of professional development programmes that will help teachers
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to be exposed to good classroom practices to enhance the teaching and learning of
mathematics in schools.

7.3 Role Players in Mathematics Teachers’
Professional Development

There are several suggestions on who should play the vital role in continuous
professional development of teachers in South Africa. Several studies (Bansilal
et al. 2014; Carnoy et al. 2012; Taylor and Taylor 2012) conducted with mathe-
matics teachers at different levels indicate that teachers don’t know well enough the
mathematics their learners need to learn. Who is responsible to ensure that teachers
have adequate knowledge in mathematics? Various role players including the
DoBE, the tertiary institution project interventions, short courses and non-
governmental organizations such as unions are the main mathematics continuous
teacher professional development providers in South Africa. Distinction of this
provision is made with regards to (i) structure, (ii) style and (iii) content covered by
each role player.

Each provincial department, members of the Sub-Division of the Professional
Development and Research Division are responsible for the implementation of the
Continuous Professional Teacher Development Management system in all pro-
vinces in South Africa. This provision is facilitated through the South African
Council of Education (SACE) who liaises with other stakeholders like teacher
unions, School Governing Body associations and others to approve service provi-
ders in different provinces in South Africa. For example, VVOB in South Africa
supports its partners, the Department of Basic Education (DoBE), the South African
Council for Educators (SACE) and the Free State Department of Education
(FSDOE) in improving learning outcomes of primary learners in mathematics
(Vermunt 2014). Those providers investigated the relationships between learning
outcomes, learners’ study behavior, learners’ perceptions of their learning envi-
ronment and their demographic background. A number of issues that dominated in
their research were whether:

• learners were encouraged to apply what they have learnt,
• learners were stimulated to connect and engage with ideas,
• learners were encouraged to ask questions that go beyond what is written in the

curriculum,
• assessment evaluated deep learning or rather reinforces surface learning
• learning was limited to memorizing in the textbook, and
• How learners perceived the learning and teaching environment of mathematics.

How learners perceive the environment can be directly linked to their performance
in the classroom. It is suggested in this chapter that all the stakeholders entrusted
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with continuous professional development of mathematics teachers, meet, reflect
and agree on a model that works to improve learners’ performance in mathematics.

7.4 Mathematics Teacher Preparation

The preparation of effective mathematics teachers relies on a comprehensive part-
nership between institutions of higher education (including faculty members
focused on mathematics, mathematics education, and teacher preparation), schools
and districts (including mathematics teachers and administrators), and other
stakeholders such as the DoBE focusing on student success in mathematics and
mathematics teacher preparation as described in the SACE policy of 2014. All the
stakeholders are guided by:

• A shared vision and goals on successful mathematics teacher preparation,
• Mutual learning committed to learning from and with each other in continuing

to achieve their respective missions better,
• A shared engagement and responsibility in designing suitable programmes for

teachers,
• Supporting and recruiting of mentor teachers, and
• Promotion of effective educational practices that promote mathematical excel-

lence amongst students.

The teacher knowledge, skills, and dispositions are then guided by

• Mathematical habits of the mind and construction of mathematical concepts,
• Understanding and appreciation of mathematics as a discipline,
• Specialized knowledge for mathematics teaching, and
• Knowledge of the nature of mathematics.

Mathematics teachers should then undergo intensive preparation on

• Instructional design which includes design of mathematics lesson units, selec-
tion of relevant and deep learning tasks and activities, and engagement of all
students in mathematics construction practices and procedures,

• Using instructional methods differentiated to create effective mathematical
learning environment that promotes motivation, engagement and understanding
for all students,

• Assessment and reflection where ongoing learning is assessed using data to
promote their professional growth,

• Using instructional technology especially tools used in mathematics, and
• Engaging and dealing with diversity of learners in their classrooms.

Lastly the mathematics teacher preparation should equip teachers with a sense of
integrity, intellectual spirit, sense of justice and stewardship while bearing leader-
ship qualities in their classrooms. These qualities help teachers to be honest about
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what they know, what they want to know and what they believe in. Teachers must
demonstrate a sense of responsibility to construct mathematical knowledge, while
they generate and share their knowledge on the subject. Mathematics teachers must
also collaborate, advocate and ensure professional responsibility always while they
emerge as leaders in their classrooms identifying and addressing needs based on
thoughtful reflection and professional care.

7.5 Mathematics Teacher Professional Development
in the Current Era

In recent years education reformers have focused a great deal of attention on
strategies for enhancing teacher quality to promote student achievement.
Mathematics provides a powerful, concise and unambiguous means of communi-
cation to explain and predict real life situations. It develops logical thinking, and it
has an aesthetic appeal to attain its power through its symbols, which have their
own ‘grammar’ and syntax. For this reason in South Africa all learners are expected
to have some form of mathematics to apply in real life and in the working world.
Those learners who are not competent in the subject enroll for mathematical literacy
when they reach grade ten. This is to strengthen the belief that all learners can learn
mathematics and must be given the opportunity to do so (Owusu-Mensa 2013: 2).

Currently, teacher education programs are geared to provide platforms where
teachers participate, form partners with each other, and research their own practice
while they build new knowledge, learn from one another to develop new theoretical
models and insights (Bednarz et al. 2011). Some successful forms of professional
development include teacher and researcher participation, teacher reflection and
mathematical preparation of in-service and pre-service teachers. In teacher and
researcher participation, a collaborative group model allows the teacher and
researcher to engage on shared experiences where the teacher first plays a student
role as they strive to make sense of various ways to teach some units in mathe-
matics. Teachers’ roles later change from students to teachers in the classroom
where they implement the different strategies learnt and experienced in the col-
laborative groups. Ferreira and Miorim’s (2011) analysis reveales that the teachers’
reflection on the experiences on collaborative work showed a better understanding
of the subject and growth in their professional lives. The evidence of growth in
experience and change that is brought about by diverse approaches indicates the
significance of reflection in teachers’ development (Bednarz et al. 2011). These
include written reflection, oral and written narratives, and self-regulated learning as
examples of reflections that are edifying and promote teachers’ professional
learning (Saylor and Johnson 2014) assert that effective professional development
initiatives for teachers in this era, should allow (i) collaboration amongst teachers,
(ii) learning with and from other teachers, (iii) shared inquiry, and (iv) incorporate
opportunities for reflection which help to transform their teaching practice.
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7.6 Instructional Leadership in Mathematics Teaching

Central to the success of a teacher’s mathematical professional development is
instructional leadership. This is usually underpinned by the teacher’s awareness and
knowledge of: (i) his/her role in understanding mathematics content, (ii) changes in
mathematics education, (iii) different types of approaches to mathematics teaching,
and (iv) manipulatives, professional books, and professional development on math-
ematics initiatives. Swan (2009) defines instructional leadership as the dynamic
delivery of the curriculum in the classroom through strategies based on reflection,
assessment and evaluation to ensure optimum learning. Dawson et al. (2005) assert
that effective mathematics professional development develops teacher’s knowledge of
mathematics content and how students learn mathematics, together with effective
teacher’s instructional and assessment practice. Instructional leadership therefore
affords each mathematics teacher to learn all about the nature of mathematics teaching
and learning while creating and instructional environment for teacher and student
growth in mathematics. It is during instructional leadership that teacher-learning
communities can be created. Those learning communities afford teachers time to
collaborate and share ideas, mentor new teachers, use appropriate resources relevant to
selected topics, receive guidance from and form partners with experts in school
mathematics, and make connections to a broad vision of mathematics teaching. It is
also in such communities that teacher and student prior knowledge in mathematics
teaching and learning can be recognized with support and development of new
knowledge, providing meaningful resources for the development of new mathematical
understanding. Most importantly, the teacher is the instructional leader in his/her
classroom. How the classroom environment is organized, the manipulatives used for
teaching what, when and how, the approach to the curriculum and the strategies used
all depend on how the teacher makes sense of the content. Cautiously he/she must
drive each lesson for maximum student understanding such that they can connect
newly acquired mathematics knowledge to existing representations and networks for
better performance in the subject. Thus professional development provides and
develops teachers to be instructional leaders in their mathematics classrooms.

For example, as an instructional leader a lesson on fractions the teacher could
use more of the ‘how’ explanation for the effective application of a procedure in
mathematics and the ‘why’ explanations to promote meaningful learning and
flexible application of the concept. The learner would then develop an under-
standing of the meaning, relationships, properties, roles, and representations of
numbers applying this understanding to new situations and problems. For example,
a fraction is defined as part of a whole. Which whole? What if the unit under
question is a fraction itself? For example a half of a unit is a division into two equal
parts irrespective of the value of the given unit. It could be another fraction, like a
fifth for example. In such scenarios, a mathematics instructional leader uses skills
like problem solving, reasoning, communicating, making connections, representa-
tions, mental mathematics, estimations, comparison and technology enhance the
teaching of mathematics as a leader.
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7.7 Teacher’s Journey in Mathematics Teaching

According to Paulsen (2014), teachers’ views of mathematics influence the way in
which they teach. Continuous reflection by the teacher on his/her day to day
practice can be the foundation for commitment to change which must come from
within the teacher him/herself. In professional development, the teacher is devel-
oped as an educational professional. Through development the teacher has a con-
notation related to evolution and continuity which goes beyond the traditional
overlapping of basic and continued teacher education. Rather effective professional
development occurs in a community of learning where the teachers learn through
formulating, sharing, and challenging what they and their colleagues think they
know.

Edwards (1994) is of the opinion that teacher change in a professional devel-
opment process is driven by:

• perturbation experience where teachers become aware that something has to
change,

• teacher’s commitment to change,
• teacher’s construction of a vision of what the changes might look like in the

classroom,
• projection the teacher self into a set vision,
• decision to make changes within the given context, and
• being a reflective practitioner,
• construction of a goal for change that provides teachers with something tangible

towards which they can work (Shaw and Jakubowski 1991),
• personalizing the goal and projecting themselves into a vision on how they will

change,
• reflection on continuous growth or development which bolsters teachers’

commitment and encourages them to pursue the goals that were set for particular
lessons.

The secrets of how the teacher can professionally handle his/her classroom lies in a
journey of adjustments of lived experiences practically put into context for a better
learning outcome for both the teacher and students. Some guidelines on how the
teacher can improve on experiences in his/her classroom as suggested by Kuper
(2013) are:

• Teaching with such enjoyment that you don’t notice that the time passes,
• Confidence in making sure that the lesson delivery of information is clear and

you maintain a presence by moving around the classroom,
• Plan your lesson with an end in mind (objective) and be clear to yourself what

the students will be learning,
• Using key words or ideas that you want students to remember to enhance

learning,
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• Organize information for students to grasp concepts, compare and contrast with
existing knowledge using visuals, mind maps and linking information together,

• Stop time and again using questions to check students’ understanding in the
lesson,

• Maximize your teaching time by clarifying and including a timed agenda of how
many minutes you are going to be spending on each part of the lesson,

• Have clear procedure for classroom behavior, and
• Indicate a void in the students’ knowledge and always be ahead of them.

7.8 Effective Professional Mathematics Teaching

The findings of a research conducted by National Centre for Excellence in the
Teaching of Mathematics (NCETM) in the UK revealed that the following strate-
gies can result in effective mathematics teaching that can be achieved through:

• Teachers’ change of practice to application of new ideas in their classrooms
where they work with students’ mathematics instead of worksheets and textbook
approach,

• Embedding change by developing sharable teaching resources and trying new
methods,

• Using ICT in their whole class teaching,
• Sharing knowledge and collaborate with their peers,
• Engaging in discussions and communication about mathematics,
• Persevering while discussing difficult tasks,
• Improving classroom atmosphere such that the learners become more confident,

motivated and encouraged to do mathematics, and
• Reflecting on their own practice, their own learning and their students’ learning.

Effective professional mathematics teaching always results in teachers’ learning of
mathematics through an increased awareness, improved knowledge of ways of
teaching and learning mathematics and improved attitudes and motivation to do
more mathematics.

In addition, Garet et al. (2001) suggest the following six features for an effective
professional development programme;

• The activity to be organized as a reform type such as study group, teacher
network, mentoring relationship, internship, individual research project or tea-
cher research centre

• The duration of the activity to be enough to cover considerable work with the
teachers

• Collective participation of groups of teachers from the same school or cluster
• Opportunities for active learning
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• Incorporation of experiences that are consistent with teachers’ goals, aligned
with policy standards and encouraging continuing professional communication
among teachers

• An activity with content focus in improving and deepening teachers’ content
knowledge in mathematics.

Recently, Middleton et al. (2015) suggest that teachers be trained on strategies for
building mathematical determination where their interests and proclivities, will and
skill are developed. These authors proposed a model for development of perse-
verance in mathematics as a self-regulatory strategy that consciously redefines the
obstacle in terms of conceptual and motivational characteristics (Ibid., 2015). The
model consists of (i) interests and identity, (ii) goal specificity (iii) resources, and
(iv) consequences.

7.9 Professional Development as a Tool for Teacher
Empowerment

In this section the chapter highlights some of the reasons why teachers should
pursue professional development in mathematics teaching. One of those reasons is
to be empowered. Sparrow and Frid (2001) assert that key within an empowerment
model of professional development is that teachers’ professional learning needs
should be driven by their concerns, interests, and the realities of their daily class-
room and school experiences. Murray (2010) defines empowerment as the process
through which teachers become capable of engaging in, sharing control of, and
influencing events and institutions that affect their lives. Teachers are then
empowered to develop a professional identity, and be analytical and attentive to
context. Although teachers can also be able to empower themselves, it takes a
mindset that is positive, believing in one’s self and what one is doing, being
assertive and proactive to be self-empowered. Professional development is an
ongoing process, one that evolves as you assess and reexamine your teaching
beliefs and practices. An empowered teacher can:

• Develop instructional leadership skills that manifest in improved student per-
formance and attitude,

• Be an effective teacher through a combination of professional knowledge,
specialized skills and personal experiences and qualities,

• Be a reflective teacher,
• Use a collaborative teaching, share mathematical ideas and join a support group

and or network,
• Critically reflect and evaluate what happens in the classroom,
• Actively engages in professional development communities and collaborative

inquiry groups,
• Be active member of a subject association and
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• Attend courses that develop subject knowledge or focus on classroom practice,
• Consider new knowledge and implications for his/her practice
• Engage with new knowledge, compare it with existing practice and consider

how it can be implemented,
• Transform practice and is equipped to take control of his/her own learning, both

in an immediate and on-going way.

Cordingley et al. (2012) assert that the mathematical needs of teachers vary from
individual to individual and include:

• developing subject knowledge,
• increasing pedagogical content knowledge,
• becoming fluent with, and understanding the application of key tools that can

support the learning of mathematics such as digital technologies,
• understanding the implications of relevant policy changes for classroom practice,
• developing reflective practice, and
• becoming fluent in engaging with research and understanding its implications

for classroom practice.

According to Zeichner and Liston (1996), such empowered teachers who engage in
reflective practice, are:

• able to identify, analyze, and attempt to solve problems that occur in the
classroom;

• conscious of and questions beliefs about language teaching;
• cognizant of the institutional and cultural contexts in which they teach; and
• responsible for their own professional development.

7.10 Mathematics Teachers’ Reflective Practices
and Self-study

Reflective practice according to Smith (2003) describes the nexus between reflec-
tion and practice where practice encompasses both practice of teaching and practice
of learning such that the experience becomes a site of learning. In study sought to
examine the status of existing professional development practices and the chal-
lenges practitioners experience in the implementation of mathematics continuous
professional development (MCPD) programs in various countries, Jojo (2015) notes
that in Singapore mathematics teachers are subjected to a number of professional
training forms. Singapore ranked first in mathematics performance in a 49-country
TIMSS for the past decade. Three major roles have been played by professional
development in this country: (i) changing teachers’ mindset for implementing new
initiatives, (ii) helping teachers to construct knowledge instead of receiving it and
(iii) enhancing learning capacity for teachers to be life-long learners. Jojo (2015)
further asserts that this practice is not only different from other countries but may be
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difficult to emulate. Ban Har (2013) lists the facts that favor Singapore as
(i) Singapore is a small country with only 300 schools, (ii) All Singaporean
pre-service teachers attend Singapore’s one and only teacher training institution, the
National Institute of Education (NIE), (iii) Almost all teachers in Singapore are
trained in NIE with all budget funding provided directly from the Ministry of
Education (iv) Teachers are provided with pre-service training, professional
development, school leadership preparation and educational research in the insti-
tute, (v) Teacher trainees are employed by the ministry of education and are fully
sponsored in a model that involves work and training together at the same time.
However, in this chapter, the author argues that lesson study model and reflective
practice modelled in Singapore can produce better results in mathematics teaching
in South Africa.

Back from the twentieth century, researchers (Dewey 1933; Ottesen 2007;
Rodgers 2002; York-Barr and Duke 2006; Zeichner and Liston 1996) consider that
true reflective practice takes place only when an individual is faced with a real
problem that they need to resolve and seek to resolve in a rational manner. Based on
the interactional theory which examines the ways in which people make sense about
prevailing situations and how they execute their activities (Prus 1996), the mean-
ings teachers construct whilst reflecting collaboratively on planning and teaching
mathematics lessons are based on the four propositions:

• Individual mathematics teachers can act and interact within larger networks of
mathematics community of practice

• Mathematics teachers can add values to each other in discussions as part of a
mathematics community of practice

• Mathematics teachers can engage in thought and change their behavior as they
interact with others

• Mathematics teachers must focus their attention inwardly at their own practice
and outwardly at the social conditions wherein they practice mathematics (Carr
and Kemmis 1986).

Reflection in the mathematics classroom must be in the form of action, for the
action, in action, on action and after the action of teaching (Schon 1983). This is
accomplished when teachers reflect on:

• learners prior knowledge (Ward and McCotter 2004),
• the teaching strategies to be used in class per lesson (Lee 2005; Ward and

McCotter 2004),
• the discipline and the teacher-learner relationship in the mathematics classroom

(Lee 2005),
• whether the mathematical content is suitable for the level of learners, and
• the disturbing aspects of teaching experiences (Ottesen 2007) in mathematics

classrooms.

In critical reflection Van Manen (1977) suggests that the mathematics teacher has to
question moral, ethics and other criteria that affect his/her classroom practice
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directly or indirectly. Saleh and Hussin (2011) emphasize that once a teacher has
engaged in the active process of teaching, he or she must consistently and regularly
reflect on what is happening and what has happened in his or her classroom.
A reflecting mathematics teacher:

• gets self-feedback that helps him/her to improve and enhance how he/she
teaches

• articulates his/her own learning by critically examining it such that he/she is able
to replace what doesn’t work in his/her classroom practice

• learn from his/her own practice
• continually changes his/her own currently existing behavior and teaching

techniques challenged and developed
• continuously enhances his/her knowledge and skills as a practitioner
• keeps a reflective diary about his/her own experience where he/she reflects on

and learns from the experience
• is creative and open to innovations in order to make his/her teaching methods in

classroom mathematics teaching
• participates in peer discussions to improve his/her mathematics teaching practice
• recognizes his/her individual progress, value on-going learners achievements
• increases learners’ motivation for learning
• enhances and develops collaborative learning
• promotes learner independence, and enhance confidence
• has deeper understanding of his/her learners and
• evaluates his/her own teaching styles to suit mathematics content handled at a

particular instance.

All these attributes are necessary to prepare mathematics teachers to be profes-
sionally developed and effective in their classrooms. This is one of the strategies
that mathematics teachers can use to connect personal theories used as pedagogical
tools to classroom practice through reflective writing (Smith 2003). The exercise of
reflective practice connected to mathematics theory can help teachers to develop a
reflective disposition that elicits, organizes and analyzes personal beliefs and
application of theory. Cavanagh and Prescott (2010) posit that reflective practice is
an essential part of any teachers’ professional growth and encompasses planning
and classroom management. Reflection is also necessary for personal and intel-
lectual growth of mathematics teachers where open-mindedness, a shift in focus
from self-absorption to self-awareness is nurtured. In this era, mathematics teachers
need to progress from simple descriptions of technical aspects of teaching in their
classrooms such as content delivery to the considering of the problems of teaching
where alternative viewpoints are examined thoughtfully, raising new questions that
may be resolved.

Mathematics teachers who engage in self-study improve their personal practice.
For self-study to be a fruitful activity, Schuck (2002) suggests that teachers can use
action research, reflection, narratives and autobiographies as appropriate methods to
improve their practice. Self-study is strengthened when teachers interact with
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others. Thus self-study cannot be detached from reflective practices. They work
hand in hand. But self-study goes an extra mile in helping the teacher to evaluate
his/her belief of the role he/she plays in the classroom. Through self-study the belief
of teaching as telling where the teacher is an expert in the subject is changed to
learners’ evaluation on learning. This strategy allows teachers to be accommodative
of their students’ thinking, modify their teaching approaches such that they research
their own practices.

7.11 Conclusion

Policy makers in South Africa depend on continuous mathematics teacher profes-
sional development to equip teachers with the instructional capacity to actualize the
standards to implement their preferred changes in the curriculum. High-quality
professional development in mathematics focuses on specific content, and seeks to
improve instruction on the construction of mathematical concepts, procedures, and
problem solving. Thus teachers who seek to improve their own practice must be
guided by common sense, intuition, word of mouth, personal experience, the
guidance of mentors, and folk wisdom. They cannot rely on a body of knowledge
and practice that has been rigorously tested for its efficacy in the country. Through
professional development teachers can be flexible to choose teaching styles and
adapt them to their classroom contexts. Consequently, such styles will vary from
one topic to another to address effective learning of mathematics content. In an ever
changing curriculum, professional development must adjust to the needs of the
continuously changing and demands placed on teachers in the teaching of mathe-
matics. What teachers believe about mathematics, the curriculum, how students
learn are influenced by how they experience professional development. Professional
development should provide an environment that caters for teachers to become
aware of their classroom practices, to reflect on their teaching and make decisions
within a group and feel nurtured and safe to change their own beliefs about teaching
so that learning can be a powerful process in the teaching of mathematics. Teachers
must therefore have freedom to critically examine their teaching practices while
they collectively explore ways to improve their teaching and support each other as
they work to transform their practice.

In conclusion, NCTM (2016) defines a mathematics teacher as someone who
inspires his/her students to look beyond the textbook pages but become
problem-solvers and critical thinkers. Thus continuous professional development of
mathematics teachers should empower the teachers with skills that invoke not only
passion for the subject but life-long learners who care and are concerned with
content being taught than the learners being taught. Through professional devel-
opment mathematics teachers with good technological and organizational skills,
brilliance and knowledge skills of their subject area, positive attitude and respect for
their learners, valuing their inquiring minds will produce productive citizens. Thus
activities in professional development that support and enable mathematics teachers
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to be skilled in producing learners who are problem-solvers, communicate with
each other and the teacher, connect mathematical concepts and represent them in a
network using reasoning and proof is relevant to the twenty-first century era. Such
teachers can demonstrate readiness to change, persistence, have knowledge of
mathematics and have time to be self-aware and reflective.
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Chapter 8
Professional Training and Lifelong
Learning for School Heads
of Departments: A Gateway for Headship
Continuous Improvement

Sharon Thabo Mampane

Abstract This chapter focuses on the training of teachers in middle management,
called Heads of Department (HoDs), for lifelong learning through mentoring and
coaching. HoDs are former class teachers promoted to the role of supervising other
teachers (Bush in Theories of educational leadership and management. Sage
Publication, London 2011). Professional training of HoDs aims at equipping HoDs
with updated abilities, interests and knowledge for teacher leadership. During
mentoring, guidance, advice and information are provided to the HoDs by more
experienced persons (mentors) for career development. The mentors pass down
their knowledge, skills and expertise to HoDs who may not possess such skills
through formal training. Coaching helps HoDs build self-confidence to improve
performance during teacher leadership. During training, problem-solving hands-on
activities are carried out and a relationship of trust and collaboration develops. The
starting point is the identification of the learning goal and training that focuses on
support, achievement of set goals and becoming more accountable for actions. The
aim is to equip HoDs with the monitoring of teaching and learning skills and the
identification of teacher development and support needs. Training is part of lifelong
learning and essential for the facilitation of learning excellence. This chapter will
therefore explore conceptual frameworks and innovative ways of supporting life-
long learning through HoD training in mentoring and coaching.

8.1 Introduction

With the onset of the democratic era, devolution of responsibility to schools and the
growth of school-based management have impacted upon the role and workload of
the team of school leaders (Swanepoel 2008; Rosenfeld et al. 2009). Schools in
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South Africa operate within a legislative framework set down by national,
provincial or state parliaments. One of the key aspects of such a framework is the
degree of decentralisation and changes in the educational system (Bush et al. 2010).
These changes have resulted in HoDs being given significant powers such as the
responsibility to supervise teachers in schools (Rosenfeld et al. 2009). The term
‘HoD’ is used to describe individuals who are in formal roles of responsibility and
who form the middle leadership level in schools (Hannay and Ross 1999 ). In
recognition of the increasingly important role they play in schools, recent literature
has been referring to them as middle leaders (Gurr and Drysdale 2013; Koh et al.
2011); however, in this chapter, the term ‘Head of Departmental or HoD’ is used.
HoDs’ roles are more demanding; however, most HoDs from former disadvantaged
schools in South Africa, lack experience and training, making their tasks difficult to
perform. The changing context and challenges within which HoDs operate,
necessitates professional teacher empowerment in mentoring and coaching for
lifelong learning (Clutterbuck 2011). Their pivotal role entails managing teachers
and the constant changes in school curricula. As Heads of Department (HoDs), they
are phase and subject leaders with knowledge of a specific subject area managing
and supervising teachers within their specialised subject in the grades and across the
phases (DoE 2000; DBE 2011; Sharitha 2013). They have to coordinate inter-
vention strategies as well as approaches within the subject department to ensure that
teachers teach accordingly (Louis et al. 2010a, b).

As teacher leaders, HoDs are accountable for empowering teachers in teaching
and learning whereas previously their accountability was for input into learning
processes only (Louis et al. 2010b). The recognition and importance of HoDs has
led to increased attention to preparing them, not only as individual leaders, but also
in the context in which they work, to enhance their leadership competencies
(Hernez-Broome and Hughes 2012) for mentoring and coaching teachers to
improve learner performance (McCauley and Brutus 2011). Acquisition of men-
toring and coaching skills is a powerful source for improving leadership skills and
for equipping HoDs with more knowledge than they already do. This chapter aims
to inform, challenge and motivate HoDs to match their experiences and skills,
especially in former disadvantaged schools. The aim is to enhance their strengths in
areas of teacher empowerment (Scottish Executive Education Department (SEED)
2005). Key to HoD leadership competency is teacher empowerment for organisa-
tional success and improvement (Gurr and Drysdale 2013). For HoDs to acquire
leadership competency, they require support and guidance in their particular
learning area, to enhance teacher empowerment. Therefore, HoDs need to be
“hands-on” leaders, who engage with curriculum and instructional issues; are not
afraid to work directly with teachers; and are involved in teaching themselves
(Horng and Loeb 2010). School principals have to ensure that HoDs receive support
through professional development in mentoring and coaching.
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8.2 Meta-Analysis of Mentoring and Coaching

Entering a new role of leadership in any profession may be a major challenge to the
HoD who is not adequately trained or prepared. HoD leadership, a formative period
where the knowledge, skills and attitudes should have been provided before
practice, is crucial. Most HoDs are not prepared or trained in mentoring and
coaching, what is available as Professional Teacher Development to HoDs in the
South African context is inadequate (Borko 2012). Each year, schools, districts and
the governments worldwide spend millions, if not billions, of Rands on in-service
training workshops, but neglect the training of HoDs (Johnson 2006). This reali-
sation has led to educational scholars and policy makers worldwide emphasising the
need for professional development and support opportunities for HoDs to improve
teacher knowledge, instructional practices (Timperley and Alton-Lee 2008) and
improved teaching and learning in schools. This transition period can be stressful as
well as challenging as new demands requiring the consolidation of acquired skills
are made on HoDs. Guidance and support are important for developing confidence
and competence. Support through mentoring and coaching skills is crucial for HoD
professional development and for empowering HoDs for teacher supervision.
Mentoring and coaching is an innovative strategy for Professional Teacher
Development (PTD) and for teacher empowerment (Clutterbuck 2011).

Although PTD is crucial for nearly every educational effort to improve teaching
and learning, many models developed for teacher empowerment do not address the
learning goals envisaged (Supovitz and Turner 2010). The current trend in teacher
empowerment, for example, does not address mentoring and coaching skills, an
important part of leadership development linked to, and embedded in the HoD’s
on-going work. Teacher empowerment should be an integrated set of experiences
(Hernez-Broome and Hughes 2012) with training standards to ensure teachers
achieve teaching excellence in schools (DoE 2000). Well-developed teacher
development and empowerment programs should entail a process embracing all
activities (formal or informal), to enhance professional career growth (Rogan and
Grayson 2003; Tecle 2006). The formal training process can take place during
seminars, workshops and through collaborative learning among peers in institu-
tions, to share good practices. Informally, training can occur through conversations,
reading, learning from peers or observing a colleague (Mizwell 2010). Mentoring
and coaching as part of PTD can also be made available through external expertise
in the form of courses, workshops or formal qualification programmes, and through
collaboration between schools or teachers across schools (e.g. observational visits
to other schools or teacher networks), or within the schools in which teachers work
(OECD 2009).
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8.3 Importance of Mentoring and Coaching HoDs Within
the S.A Context

The role and functioning of schools are changing and so is what is expected of
HoDs in South Africa. HoD roles include teacher and learner supervision in
increasingly multicultural settings. These types of settings require: more effective
use of information and communication technologies for teaching, commitment for
planning within evaluative and accountability frameworks, and parental involve-
ment (OECD 2009). The increasing outcry about the ineffectiveness and lack of
mentoring and coaching skills from HoDs to improve the quality of teaching and
learning required in schools, led to the Department of Education in the
Mpumalanga Province of South Africa seeking funding from the Education and
Training Development Programme (ETDP) Sector in Education and Training
Authority (SETA), to improve service delivery in the Mpumalanga Province
schools. ETDP SETA provided sponsorship for HoD training in mentoring and
coaching skills in order to address the challenges in the workplace (DBE 2011). The
training programme in Mentoring and Coaching for School Leadership aimed at
improving the ability and preparedness of the HoDs in performing their teacher
leadership and supervision role for teacher empowerment in South African schools.
Individual HoDs’ career knowledge needs updating in light of recent advances in
education. For example, HoDs require curriculum changes that require teacher
empowerment in the development of new teaching techniques and objectives
(Clutterbuck 2011).

Training HoDs in mentoring and coaching may improve the standards of
teaching and learning as well as enhance monitoring and evaluation of teacher
performance. Some of the benefits include future learner success, and continuous
improved performance. School leaders should play a key role in ensuring team
planning and collaborative learning for HoDs to master new forms of pedagogy that
enable the monitoring and evaluation of teacher practice (OECD 2009). Where
support is provided through HoD capacity building, results are a sound teaching
and learning environment with improved school outcomes. HoDs trained in men-
toring and coaching expand in leadership roles and processes; and have the capacity
to produce direction, alignment and commitment. HoD leadership and supervision
of teachers require effective interpersonal skills, social awareness and social skills
(Day et al. 2001).

8.4 Professonal Teacher Development

Professional teacher development is a priority that should be well managed for school
performance to improve. The acquired knowledge would help improve schools, and
most importantly, learner performance; as well as maintain a high standard of teacher
leadership and supervision workforce (OECD 2009). Furthermore, personal
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development and growth may create employment opportunities and help create and
maintain positive attitudes to learning, to keep the brain active and to prevent
boredom (Louis et al. 2010b). The challenge, however, is always the issue of
finances, hence the need for sponsorship from Non-Governmental Organisations
(NGOs). Where funding is sourced and HoDs are trained, attitudinal development
and functional development should be included (Evans 2002). Attitudinal develop-
ment encourages willingness for change of attitudes and emotions in the work, while
functional development leads to the acquisition of new knowledge and skills for
improved and meaningful professional development and performance. The men-
toring and coaching programme should include a more holistic view of HoD
development and support and should be developed by a team of experts in the specific
topics related to mentoring and coaching.

Mentoring and coaching if well developed, is an interesting, informative and
thought-provoking area of teacher empowerment about educational issues that
enable HoDs to critically engage with fellow HoDs and the lecturer during training
sessions. HoDs are encouraged to work through each unit daily before attending the
lecture, in preparation for class discussions, activities, group discussions, feedback
and reflections for portfolio development. HoDs gain insight in the structure,
content and training approach of the entire course program and learn to apply
changes in curricula or other aspects of teaching practice after attending various
developmental training opportunities. Acquired competences, skills and expertise in
teacher supervision may be exchanged among HoDs to help improve effectiveness
in teaching and learning (Clutterbuck 2011). HoDs should be equipped in skills of
teacher empowerment for lifelong learning through on-going professional devel-
opment. HoDs become motivated to learn and learning becomes a deliberate and
voluntary act, as lifelong learning occurs. Understanding of the world and being
provided with more and better opportunities to improve their quality of life,
enhances knowledge (McCauley and Brutus 2011). HoDs who do not get the
opportunity to get on-going professional development may not improve their skills,
and teachers they supervise may be affected negatively.

8.5 Implications of the Mentoring and Coaching for Heads
of Department

A cross-country comparison of the educational attainment level in South African
schools reveals that improvement and attainment rate of education is up only up to
Grade 11, though, generally of low quality. The Grade 11 performance is better,
when compared to the performance in Grade 12, which mostly results in substantial
learner drop-outs and failure to achieve a university endorsement, in comparison
with other middle-income countries in Africa (Fleisch 2008; Van der Berg 2008;
Taylor and Yu 2009). Although access to education has greatly improved in South
Africa, the school system still caters for HoDs functioning in two different
sub-systems. The first sub-system is the historically disadvantaged system where
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the majority of children and their teachers are located. The second sub-system
consists mostly of schools that historically served white children and produces
educational achievement closer to the norms of developed countries. A number of
learners from the historically disadvantaged system are increasingly migrating to
these schools (Van der Berg et al. 2011). This chapter discusses mentoring and
coaching of HoDs from a historically disadvantaged system.

The mentoring and coaching programme for HoDs is aimed at guiding HoDs
through the prescribed content of the module and to give a more comprehensive or
holistic overview of specific topics for HoDs’ empowerment with leadership and
management skills for mentoring and coaching teachers. If HoDs are provided with
guidance for career self-management, their communication and decision-making
skills in the supervision of teachers, may improve. This is in line with the education
policy and law for employee retention and teaching and learning (Clutterbuck
2011). All trained HoDs end up with updated abilities, interests and knowledge for
effective teacher empowerment and for monitoring teaching and learning.
Identification of teacher empowerment and support needs become enhanced
through HoDs’ interactions, critical and logical arguments, and constructive criti-
cisms or inputs. When interacting with most HoDs during class presentations the
Facilitators can observe if there is improved self-confidence and performance or an
indication of comprehension or non-comprehension of teacher leadership and
support, for effective teaching and learning. All HoDs should acquire expertise and
knowledge to ensure effective teacher empowerment occurs in schools
(Sackdanouvong 2013).

During training, problem-solving and hands-on activities are carried out to help
develop relationships of trust and collaboration and to set goals in the learning
activities. HoDs’ training enhances accountability of mentoring and coaching and
excellence in performance, and forms part of teacher empowerment for lifelong
learning (CIMA 2012). Discussions on practical educational case studies and
innovative ways of supporting lifelong learning through school leaders make les-
sons more interesting, informative and thought provoking, during engagement with
fellow HoDs and lecturers. The interrelatedness of all themes and their influence on
effective teaching and learning in schools are highlighted. The training and
preparation for class activities allow for self-directed, individual, reflective study
and much of what is achieved depends on the training, efforts and commitment of
HoDs (CIMA 2012).

8.6 Implications of Mentoring and Coaching
for Leadership Skills in South Africa

Mentoring and coaching is based on good rapport, and this creates powerful rela-
tionships. The relationships built on agreed upon, clear rules and boundaries before
the process begins and the same parameters, are stuck to throughout. Mentoring and
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coaching can only succeed where there is total trust, openness and commitment to
confidentiality (Clutterbuck 2011). Ideally, mentoring and coaching should be a
voluntary process with no coercion, but the lack of leadership capacity in some
HoDs (Fielden 2005) forces institutions to formalise these types of HoD leadership
development for empowerment. Mentoring and coaching should develop into a
long-term relationship between a knowledgeable person and the inexperienced
person, for personal and professional growth (Clutterbuck 2011). Mentorship
expertise develops with age or experience and thus experienced and expert mem-
bers of staff or newly appointed staff from Teacher Training College, may become
mentors to senior and experienced teachers on the use of technology in teaching and
learning.

The mentors conducting the training have various core skills and are able to
create rapport, paying attention to content and process, keeping an open mind, and
reflecting on developmental issues through probing questions. While mentoring
HoDs, the following are identified: limiting assumptions, beliefs and inability to
give and receive feedback (Clutterbuck 2011). Relationships built through men-
torship develop into friendship that lasts longer and HoDs later become expert
mentors to newly appointed teachers starting out their teaching career. During
mentoring and coaching, current constraints are challenged while new possibilities
are explored to ensure accountability and support for the achievement of goals and
for sustaining teacher empowerment (Ting and Hart 2004).

During training, coaching involves practical, goal-focused forms of one on-one
learning ideal for behavioural change (Hall 1999). There is internal or external
support, a short-term intervention intended to develop specific leadership skills, and
a more extensive process involving a series of meetings over time (Hernez-Broome
and Hughes 2012). Coaching should be a directive approach which involves
teaching and the provision of feedback and advice or it can also be a non-directive
approach that provides guidance to enable the HoD to find solutions to problems
(Clutterbuck 2011). The aim of coaching is to improve performance and skills for
teacher development. The coaching process entails identification of the learning
goal, support for the achievement of set goals, and accountability for actions.
According to Fielden (2005), effective coaching should unlock potential and
maximise performance of developed skills. Coaching should result in collaboration
through discussions and the assessment of developmental tasks. The advantage of
coaching is that the advice and the assistance provided is tailor-made for the HoDs’
individual needs and this is done within their schedule unlike development training
sessions where a general programme is used within a set time (Jarvis 2004).

In South African schools, subject specialists from the Department of Education
play the role of an external coach, while the HoD is the internal coach in the school.
Coaching offers objective perspectives and supports the HoD’s efforts of trying out
new tasks for teacher empowerment. During coaching attributes such as patience,
detachment, support, interest, perceptions, awareness, self-awareness and attention
are strengthened (Fielden 2005). The coach, who is also a mentor, has to develop
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the HoD by building self-confidence, identifying suitable topics and developing
tasks to be done (Fielden 2005). Knowledge, credibility, experience and authority
are of paramount importance. Mentoring and coaching is now becoming a high
degree of compulsory teacher empowerment, a highly managed professional
development system, though with less discretion for teachers to choose the
development they feel they need (Caena 2011).

There are different theories of how mentoring and coaching can be organised.
Model of peer mentoring and coaching, although from 1980s, is still relevant for
this chapter. According to, the training session for HoDs should aim at enabling
HoDs to practice and implement the content learnt and should focus on imple-
mentation of learnt skills for teacher empowerment and student improvement in the
school. The results of implementation, irrespective of whether experts or HoDs
conducted the sessions, should reveal that the shared learning process leads to staff
development and should directly affect student learning. The aim of mentoring and
coaching sessions is for student benefit. HoDs learn, grow and change; the success
is evidenced by developed skills and joy in the collaborative experience that con-
tinue after they accomplish their initial goals. Permanent on-going professional
development for teacher empowerment operates in a context of training, imple-
mentation and general school improvement.

There is, however, no evidence that mentoring and coaching affect students’
learning because of lack of research on how trained HoDs disseminate learnt
teaching strategies and innovations for teacher empowerment in schools. The
assumption is that new strategies learnt may be implemented smoothly and
appropriately only after returning to school. It is therefore important that school
leaders support the intensive training efforts that occurred in teacher empowerment
workshops. Problems identified during implementation may require continued
technical assistance at the classroom level. Mentoring and coaching skills may be
practiced through new teacher empowerment strategies at school level until they
become a part of the teaching practice. HoDs who have established good team
relationships with their teachers, and apply mentoring and coaching skills appro-
priately, usually exhibit greater long-term retention of new strategies and their
appropriate use over time. Thus the recommendation for schools to organise
mentoring and coaching programmes that empower HoDs to lead and supervise
teachers in schools (Garmston 1987). Learning to provide technical feedback
requires extensive training and time, and becomes easy only after team members
have mastered new behaviours. Verbal feedback and support are essential after
ideas are shared. It is critical that the impact of the mentoring and coaching training
be measured to determine school improvement effort. Therefore a skilful teacher
empowerment programme should result in a self-perpetuating process for change,
increased new knowledge and skills for teachers and students.
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8.7 The Mentoring and Coaching Training Process

The mentoring and coaching training programme for HoD empowerment targeted a
period of ten days, for 8 h a day. The focus was on mentoring and coaching which
had implications for teacher supervision and leadership for effective teaching and
learning in schools. Training followed a learner (adult) centred teaching
approach/philosophy where HoDs were responsible for their own learning and
facilitators facilitated the learning process. HoDs were encouraged to think using
the community of inquiry skills (that involved instructional learning or teaching)
and peer-assisted learning (where HoDs were engaged in collaborative activities for
collective gain). The HoDs’ profile consisted of 150 HoDs who were selected by
the Mpumalanga Education Department to undergo training. The selected HoDs
were new and experienced and had never received training before. The resources
used were study guide, readers, articles and web links to articles. Training facili-
tation was carried out through the use of data projectors, laptops, flip charts,
markers and worksheets. The professional training of HoDs was performed by
University lecturers with mentorship/coaching expertise and experience. During
training, individual and group work activities were used to develop HoDs for
teacher empowerment. A lot of collaborative activities, presentations and interactive
discussions were conducted (Clutterbuck 2011).

Groups consisted of five to six people, with role swapping between team
members so that each can observe or be a presenter (Caena 2011). Other group
members listened and learned from presentations made and developed skills of
mentoring and coaching from the presentations. Facilitators gave constructive
feedback about skills acquisition and the development progress made regarding
challenges of teacher supervision and problem solving in particular phases and
subjects, and how this may be incorporated into the teaching practice (Jensen 2011).
In the S.A context, case studies were used to identify the training needs or gaps in
teaching and learning and instruction of teachers. The collective participation of
HoDs was coherent with their experiences and afforded opportunities for active
learning. This participation contributed to a shared professional culture and the
development of a common understanding of instructional goals, methods, problems
and solutions (Caena 2011). HoDs in the development programmes showed
improvement in knowledge and skills of teacher supervision and gained collective
ownership of their own professional development and responsibility for improving
learner performance. In the end HoDs wrote a reflective learning journal which
included experiential learning that occurred during their direct participation in the
daily trainings (Smith 2001). The reflective learning journals were part of a
development process in teacher empowerment.

The mentoring and coaching training process was conducted mainly through
facilitation, instructions, teamwork, discussions, problem solving and feedback.
A two-part model for developing mentoring and coaching skills of HoDs was
utilised. First, the mentoring and coaching training focused on the three elements of
teacher empowerment, for developmental experiences, namely: assessment,
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challenges and support. Assessment was carried out by the facilitator and the HoD
peers during class discussions, for individual and group tasks. Through assessment
lecturers/facilitators identified the HoD’s areas of strengths, current performance
level, and developmental needs. Challenging experiences were addressed from
practical teaching and learning case studies within the HoDs’ allocated groups.
HoDs worked outside their comfort zones and thereby developed new skills and
abilities that provided opportunities for learning further. Support was provided in
the form of lecturers/facilitators facilitating mentoring and coaching training to
enable HoDs to handle the struggle of developing as mentors and coaches.

Second, HoD development involved a variety of developmental experiences and
the ability to learn from them. HoDs with a high ability to learn were encouraged to
reflect and share with group members and peers challenges and successes within
their particular leadership context, to enhance learning. The development process
included elements such as age, culture, economic conditions, gender, organisational
purpose and mission, and, teaching and learning strategies. These aspects played an
important role in moulding the group members and HoDs’ developmental process
for teacher empowerment. Along with assessment, challenge and support, HoD
leadership context was an important aspects of the HoDs training process for
mentoring and coaching.

8.8 Implications for Practice Within the South African
Context

Different HoDs have different needs based on their leadership experience, knowl-
edge, skills and expertise. In some cases formal leadership training may prove to be
of necessity, while in other cases HoDs may possess adequate knowledge of
mentoring or coaching that facilitators could learn from. Some newly appointed
HoDs indicated leadership challenges regarding issues related to teacher supervi-
sion, and such HoDs appreciated empowerment through mentoring and coaching
for effective teacher and learner supervision. This meant school leaders had to
explore the full potential of the staff before organising the mentoring and coaching
programmes to help support HoDs for the real leadership situations (Fielden 2005).

All HoDs, in the training programme, experienced and inexperienced, faced
different teacher leadership and supervision challenges because of the constant
changes in: the curriculum, the new instructional methods, the advances in tech-
nology, the changed laws and procedures, and learners’ learning needs. HoD
empowerment enabled them to find new ways out of a potentially stressful work
situation. Relationships and communication encouraged team work, positive staff
morale and the maintenance of high levels of achievement (Borko 2012). Feedback
given during training sessions regarding monitoring and coaching skills brought in
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new knowledge while different experiences of addressing challenges gave the HoDs
the opportunity to talk about their professional development (Fielden 2005) and
shared how they have improved in expertise and work abilities (Mizwell 2010).

During mentoring and coaching, HoDs shared experiences, points of views
about perceptions, and, examined understandings of how the subjects were exam-
ined with other group members (Clutterbuck 2011). Reflections about their own
learning, and how and why they learned, included how they felt about a particular
topic or situation, before and after being empowered, learning from mistakes and
they shared their successes. Most importantly, HoDs remained positive and the
application of what was learnt was enhanced. The implication about the training
process is that not all HoDs have the required skills and expertise for teacher
leadership. Every new position requires keenness to learn and develop. Therefore it
is important that HoDs take advantage of training related to mentoring and coaching
for continuous teacher empowerment to become better at what they do as well as
become indispensable to the employer (Clutterbuck 2011). HoDs, who have
acquired leadership expertise, are likely to experience better and more rewarding
working days. Thus mentoring and coaching should be an on-going professional
development for teacher empowerment because it does not only help improve
performance, but may increases job satisfaction.

8.9 Conclusion

South African HoDs lack professional development skills in mentoring and
coaching. Many of the problems faced in schools are linked to insufficient teacher
empowerment. Capacitating HoDs is essential in mentoring and coaching for
promoting teacher empowerment and for improving school effectiveness.
A supportive mentoring and coaching environment is invaluable for creating a
successful teaching and learning school system. School leaders who focus on
improving the quality of instruction in classrooms should identify specific teaching
and learning weaknesses in their schools. Schools should empower staff in
acquiring best practices by motivating individual teachers through on-going pro-
fessional development for continuous improvement. Successful schools have the
right teachers in the school and ensure effective teaching and learning for every
child. Questions such as: ‘What have I learned in this training and what has this
experience taught me about myself?’ are key. Although mentoring and coaching is
an appealing picture of the ideal, it may actually not be successful in many South
African schools from previously disadvantaged settings. Challenges that prevail
are: lack of access to quality training opportunities for prospective and practising
teachers; a mismatch between the provision of and demand for teachers of particular
types; the failure of the system to achieve dramatic improvement in the quality of
teaching and learning in schools; a fragmented and uncoordinated approach to
training approaches; and inefficient and poorly monitored funding mechanisms.
Furthermore, HoDs in large schools may not find the time to regularly observe 250
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teachers or provide extensive hands-on mentoring and coaching on curriculum and
instruction. Departments of education should help improve headship practice and
empower teachers by funding a sustained and developmental programme that caters
for continuous teacher empowerment comprising of different sets of professional
developments reflective of teachers’ needs. Pre-packaged models of teacher
empowerment should be replaced with a more collaborative teacher participation
and decision making model of empowerment. Such challenges are likely to be
overcome if teachers are supported. Empowered HoDs are independent thinkers
who conceptualise professional training as a collective agreement on the importance
of sustained HoD support.
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Chapter 9
Engaging Teachers in Lifelong Learning
in Oman for Knowledge Growth and
Development: Government Roles
and Higher Institutions

Ismail Hussein Amzat, Salim Hamed Al-Mahruqi, Muhajir Teslikhan
and Turkiya Al Omairi

Abstract Lifelong learning (LLL) remains widely discussed in today literature as a
mechanism to keep updated with the latest information and knowledge. Engaging in
LLL is a necessity for teachers to stay current, alerted with the changes in educa-
tion, and remain on the cutting edge in the field of teaching. To keep up with new
developments, it takes courage and self-determination to continue learning.
Through teacher professional development (TPD), continuous learning and
improvement can take place via professional training, workshops, conferences and
personal reading to upgrade teaching skills, content knowledge and classroom
teaching practices. Teachers are believed and empirically proven to influence stu-
dent achievement. As far as student achievement is concerned, teachers’ continuous
learning and constant improvement are inevitable. Again, studies have evidenced
that teacher engagement in continuous learning benefits both teaching and learning.
Inasmuch as TPD is considered as a vehicle for teacher improvement, teacher
engagement in lifelong learning (LLL) can be perceived as a driver that drives that
particular vehicle where new knowledge and skills are obtained. Besides, when
teachers involve in LLL, this helps them to develop continuous learning mind-set
and habit which as a result will facilitate innovation and creativity among teachers.
It prepares teachers with the assistance of continuous training to face the challenges,
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and keeps teachers up to date on new research and methods of teaching
twenty-first-century learners using new technology to enrich teaching as well as
facilitate learning in the classroom. With this scenario, this research sets out to
explore the level of teacher engagement in lifelong learning activities in Sultanate
of Oman. Besides, it aims of identifying government and educational institutions
roles in Oman in empowering teachers towards lifelong learning for continuous
professional development (CPD) for best practices. Some empirical data were
collected from teachers’ lived-experiences about LLL for TPD in Oman. The
findings are expected to play a pivotal role in urging Omani government and
educational institutions to create a learning environment in which teachers and
students becoming lifelong learners as well as where developing cultural learning
mind-sets can be nurtured. It is envisaged that the findings will emphasize the need
of government and education institutions’ roles in fostering lifelong learning among
teachers throughout their lives.

9.1 Introduction: What Do We Know About
Lifelong Learning?

Lifelong learning (LLL) is the process of acquiring and expanding knowledge,
skills and dispositions throughout one’s life to foster well-being. It is essential for
the development of our societies in the future, as learning is considered as a
necessity for every individual to acquire and it goes beyond adult education or
training. Lifelong learning is a mind-set and habit or attitude that everyone has to
have or develop, such as range of learning (formal and informal learning), the skills,
knowledge and behaviour (Laal and Salamati 2012). Lifelong learning serves
multiple purposes, as it is believed to increase individual creativity and innovation
as well as organization and countries (Dohmen 1999; Fischer 1999). Inasmuch as
knowledge is concerned, learning is inevitable as it improves performances and
therefore, learning new knowledge and skills should not be confined to formal
education as people learn within the context of their work and where they live.

Moreover, in the search for the further meaning of lifelong learning, some
researchers have managed to define lifelong learning as self-directed learning,
autonomous learning; motivation to learn and perceived competence (Kirby et al.
2010; Chen et al. 2012). Lifelong learning may be further seen as a continuous
formal education of one’s youth and the sense of continuity in self-directed formal
or informal education. In that sense, lifelong learner is a learner that has passion for
continuous learning for his her own sake. Lifelong learners tend to participate
voluntarily in learning activities and actively engage in self-education regardless of
hardship and circumstances (Barth 2005). In addition, a lifelong learner is a learner
that knows the value of lifelong learning in human lives. Hence, he or she recog-
nizes the importance of lifelong learning and well motivated in involving in lifelong
learning as well as eager to learn new skills.
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Furthermore, lifelong learning takes place with the help or existence of formal
education. As mentioned before, it happens when people themselves, take a plan
and monitor their own learning as well as engaging into self-evaluation and
reflection. Moreover, lifelong learning could be considered as a self-assessment tool
to know if changes and improvement occur in human lives (Knapper 2006). In the
context of education, however, despite the wide range of lifelong learning usage
currently in education, the concept of lifelong learning is considered new in higher
education and its definition remains vague and ambiguous (Kirby et al. 2010). With
this ambiguity, the future of lifelong learning according to some researchers is still
unknown and questionable (Jarvis 2010) as well as what will become (Preece 2011;
UNESCO 2010; Barros et al. 2013).

In the context of Middle East, the effort of improving the quality of primary and
second education has topped the government agenda across Middle East. Over last
decade, the region has witnessed a high growth in students’ enrolment into primary
and secondary education. As a gateway, to improve the quality of teaching and
learning in Middle East, huge emphasis has been placed on teacher quality and it is
believed that teachers are an impetus to achieve this aim. Therefore, attractive
incentives are provided to maintain teachers that are good academically and improve
teachers’ conditions of service (Chapman et al. 2012). In Oman, since the imple-
mentation of Omanisation, there are now 38,000 Omani teachers, and the number of
teachers or graduate teachers has been increasing while student enrolment decreases.
Furthermore, the formal training for teachers has become an issue as “formal training
for teachers is still quit new in Oman” (Mammert 2010, p. 1). Besides, with the issue
related to teachers in Oman, Muscat Daily online (2013) has reported teachers
continuously demanding for better improvement in their working conditions such as
reducing classroom teaching load, better provision and trainings. Although training
on professional development is provided for new teachers at the Ministry and school
level, further knowledge, skills and training on professional development, and adult
learning are still needed to cope with the changes in curriculum and teaching
methods in Oman, from teacher-centred approach to a student-centred one, as well as
to improve practices. Potentially, these are reasons that strive this chapter to know
the existence of lifelong learning among Omani teachers, teachers’ interest in life-
long learning in Oman and the government and educational institutions’ roles in
inspiring teachers towards lifelong learning in Oman.

9.2 Education System and Teacher Training in Oman

The limelight of education and its development can be traced back to 1970 when his
majesty Sultan Qaboos Bin Saeed took over the country leadership. His leadership
brought modernization to education and deemed as Omani renaissance with help of
oil discovery. Prior to that time, there were only three formal schools in the whole
Sultanate and only 900 students. As taking over the power, he prioritized education
and believed that, learning is enlightenment and light is the opposite of darkness
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(Al-Jadidi 2009). From then, education in Oman has tended to develop rapidly and
tremendously with the concept of making education accessible to everyone. As
years go by, developing teacher’s skills has come into picture for school devel-
opment and Omani government has put into measurement and consideration by
providing programs as well as training for teacher development (Amzat and
Al-Neimi 2014). But the question is, what types of programs and training are
provided? Do the programs and training include all teachers in the Sultanate? Many
reports are mainly on training English and Science teachers. Any report on the
effectiveness of the trainings and programs?

With the sense of preparing Omani teachers for the future, Oman Online Teacher
Training (OOTT) project was introduced to provide continuing professional
development opportunities for teachers and to make some changes to the content
and methods. A pilot test was carried out to observe the effectiveness and imple-
mentation of this e-learning training. The outcomes of this platform are expected to
assist Omani MOE in providing skills for teachers and possibility of using it for
further teacher training. However, there are some difficulties in terms of imple-
mentation, as was revealed by the pilot test, such as time constraints and staff
unavailability during summer holidays. Besides, the test was conducted during
school time with 15 secondary school teachers. Unfortunately, only six teachers
remained to complete the training online due to connectivity problems, computer
illiteracy and others (Sales et al. 2008).

Nevertheless, as for recent, Omani Ministry of education has a great achieve-
ment in producing more teachers with qualifications, however, the process must
continue in order to continuously improve the practices and teaching quality.
Besides, it has also been reported that, MOE has expended their professional
development programmes for teachers and huge budget was allocated. The pro-
grammes consist of selected courses based on teachers’ professional needs. Some
teachers were given opportunity to attend conferences abroad with the sense of
sharing their knowledge with their colleagues to improve school performance while
some funds were given to school to implement school professional development
plan (MuscatDaily 2013). If this is the case, there should be a great deal of research
and studies on the effectiveness of these programs. Thus, there should be findings
and reports whether the plan and process of training teachers to improve the quality
teaching in Oman have achieved the target and met the expectation. So far, based
on researchers’ knowledge and reading, there is a scarcity of studies and reports
revealing the outcomes of these plans.

Again, if these investments and commitments are really putting in places and
well executed and implemented, the education system in Oman, school, teachers
and students performances by far should be advanced or at least by now on the to
the peak. These incredible investments into teaching and learning should help in
reducing student’s dropout rate that reaches 6% out of student’s enrolment
2013–2014, as reported by Mohammadi (2016) in the Times of Oman.

Relatively, the findings of Baporikar and Shah (2012) on quality of higher
education in twenty-first century, a case study of Oman concluded that, the problem
of low skills and knowledge of Omani graduates came from external factors which

138 I.H. Amzat et al.



means that, students are coming out of schools with weak performances before
entering higher institutions. Therefore, it is recommended for MOE in Oman to
focus on students’ performance at school level by first equipping teachers with the
latest teaching skills, methods and professional knowledge needed to help the
process. Since good learning relies on quality teaching, if teachers are well trained,
furnished with necessary professional development skills and exposed to
self-learning, there is a tendency of teacher passing these skills and knowledge to
their students. Again, from their recommendations, the Omani government should
look at socio-culture factor as students joining higher institutions with low moti-
vation mind-set. They tend to memorize lesson and lectures without knowing the
meaning. Objectively, modern teaching should help students to move from
spoon-feeding to self-feeding and exposing them to self-learning. As a matter of
fact, this self-feeding and learning can only take place when teachers themselves are
first self-learners.

Corresponding to the claim of MOE providing trainings and reformation of
curriculum to improve teaching and learning according to Al-Jardani (2012) should
be further investigated for effectiveness purposes. Besides, it is also reported by
Al-Jardani in the conclusion that, the English teachers that participated in the
training on the effectiveness of the Primary Teacher’s Course (PRIT) in preparing
English teachers to implement the new curriculum complained that, they have
difficulty in applying the concept in a real life despite their understanding of
learning by doing and learner-centred learning. It is also suggested that by applying
this concept to meet the expectations and interest of various participants, there
should be regular revision, flexibility in implementation and training for teachers
prior to this approach, especially in instructional technology. Besides, teachers
should be exposed to classroom research and continuous reading and learning to
improve their practices.

9.3 Lifelong Learning in Oman and What
About GCC Countries?

Since it is agreed that, innovation plays a big role in catching up with the
twenty-first-century challenges, Middle Eastern countries are called to response
innovatively to their population growth. It is considered as an awakening call for
lifelong learning engagement among teachers which in return could facilitate or
help in transferring knowledge from older to younger and produce more skilled
personnel. It is expected from Arab nations to design strategies of dealing with
workplace-related learning needs and systems as developed countries have just
done. In responding to these calls, Arab nations have responded impressively by
taking a positive step by spending a high percentage of their GDPs on education
compared to non-Arab nations. But the question is, to what extent this spending and
investment has created culture of learning and continuous education among
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teachers and learners in Oman or the whole Arab region to benefit? (Andersson and
Djeflat 2013).

Not to mention, GCC countries have made a great investment on education and
improving their education as well as upgrading their curriculum but still, their
education systems are reported to focus on the number of teachers rather than
quality of teaching. GCC policy-makers have eventually realized the importance of
having quality teachers and have called for reformation of education system that
will constantly focus on quality rather than quantity (Barber et al. 2007). Coupled
with the invasion of technology, with nation-states worldwide moving towards
building knowledge societies and formation-based economies, educational
policy-makers especially in GCC countries are considering revising their system on
what types of knowledge necessary for teachers and students.

This movement has influenced curriculum development, teacher preparation, and
education culture in GCC countries (Wiseman and Anderson 2012, 2013 cited in
Wiseman and Anderson 2015). The application of ICT solely for TPD in GCC
countries without looking at the impact of social and cultural context according to
(Dore 2005) and borrowing East Asian policy on ICT and models has created some
problems as it is hard to apply this model in other context (Mansour and
Al-Shamrani 2015).

In the effort of popularizing the significance of lifelong learning in Oman, the
global meeting on education held in Muscat, Oman 2014 called for global and
international supports of researching goal to ensure equitable, inclusive quality
education and lifelong learning for teachers all by 2030. In this meeting, the
Director-general of UNESCO, Irina Bokava appealed to all educational community
to unite on ensuring lifelong learning and quality education take place as it is
included in UN’s post-development agenda. She went on to emphasize the
importance of education as she believed that “education is not a charity but a public
good and a gamechanger that has an impact on all the development goals” (Kassemi
2014, p. 1).

In a symposium on Education and the twenty-first century (2013) in Oman,
Al-Busaidi, Al-Harthy and Al-Riyamia mentioned that developing twenty-first
century skills in Oman and other countries around the world, it is very important for
all educational systems around the world to upgrade their school curriculum that
will pave ways for knowledge seekers and independent lifelong learners rather than
learners that seek for grade, pass or fail (Beere 2005, cited by Oman Observer
2013). As an example, in the United Emirates, people and teachers have com-
plained about the standard of teaching dropping, students not getting quality edu-
cation they deserve, and boys and girls dropping out of schools due to poor
teachers’ salaries, training and curriculum not involving real-life examples. After
then, many questions are asked on how would education and learning take place
when the environment is not encouraging to learn? Meanwhile, some solutions
were rendered saying that, there should be some cooperation of online modules as
part of solutions, blended-learning, and technology usage for lifelong learning
(King 2012) cited by (Ahmad 2012).
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9.4 Teacher’s Professional Development and Lifelong
Learning in Oman

In looking for relationship between lifelong learning and TPD, research of Fenwick
(2001) on fostering teachers’ lifelong learning through professional growth plan in
Canada shows that, when lifelong learning is well implemented, it helps teachers’
profession to grow and fosters learning communities in schools. When teachers take
responsibility for professional growth, through a continual learning approach, it
does not only help old teachers, but those who are new as well, in taking
responsibility for their own professional growth and in helping their schools as well
as communities to expand professional learning (Helterbran 2005).

The influence of learning community on lifelong learning of teachers has been
reported lately. Research conducted by Curriculum Innovation Project (CIP) on
learning communities and teacher lifelong learning in New Zealand shows that,
learning communities could absolutely help teachers to develop further interest
towards lifelong learning and for their students. Furthermore, in promoting pro-
fessional learning, school leaders are expected to play larger roles in promoting
professional learning to upskill teachers’ new pedagogies and curriculum as well as
reflective staff culture that support lifelong learning for teachers (Boyd 2005).

With the aim to improve teacher knowledge and professional development in
Oman, there have been some initiatives, and teacher performance evaluation
(TPE) is one of them to promote TPD plus accountability (Al-Yahmadi 2012).
According to Al-Yahmadi, despite the reformation of the entire education system,
the evaluation of the teacher performance that is initiated to improve TPD faces
many and different challenges which one of them is the implementation. The
implementation of the TPE is expected to boost TPD but falls short in terms of time
lacking, standard ambiguity and lack of incentives (Al-Yahmadi 2012).
Consequently, lack of proper implementation of TPE in Oman which is considered
as a driving force for TPD could lead to teacher lacking training on professional
development.

Similarly, research conducted by Al-Busaidi and Tuzlukove (2014) on local
perspectives on TPD in Oman shows that most teachers participating in the research
still need to attend further seminars on leadership, management, workshops,
inviting syllabus design specialists, more courses on educational technology and
high-quality professional development for teachers. Their findings also emphasized
that, the problem and challenges facing these requests are time, budget, resources
for professional development events including cultural background and access to
training and development to all faculties as well as making teacher and faculties’
professional development high priority. Besides, motivating teachers increases
engagement in lifelong learning programs and events.

Another scenario is on TPD in Oman through reflection. Al-Lamki (2009) stated
that, teachers in Oman did not make proper use of reflection to improve their
teaching and development; rather, they only use it simply as required by the system
by the government. Besides, in the conclusion, Al-Lamki added that, teachers did
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not consider reflection as a tool for professional development and good teaching
practices. This may be due to lack of awareness about the importance of reflection.
In contrast, Al-Riyami (2015), rejected Al-Lamki claims and conclusion about
teachers’ lack of awareness about the importance of reflection in improving
teaching practices. Al-Riyami strongly argued that teachers in Oman are quite
aware of reflection as a means for CPD and lifelong learning but the problems are,
teachers are confronted with large class sizes; an unreasonable curriculum; lack of
resources; and supports and external factors as these factors could make reflective
practices impossible.

The infeasibility of teacher professional development in Oman and problem of
its implementation were not only affecting teachers but also affecting school
principals. A study on principal professional development by Hussin and Al-Abri
(2015) recommended further training on professional development for school
principals in Muscat to improve especially instructional and transformational
leadership practices. One wonders, if there is lack of trainings on principal
instructional leadership capacity, which instructional leadership is the core duty and
activity for every school principals, what will happen to teacher training and pro-
fessional development to improve teaching and practices? Quality teaching is
globally confirmed to be the first factor position to influence student’s learning,
while school leadership is second.

9.5 Lifelong Learning Policy in Oman

As new era demanding for changes and twenty-first century posing its challenges
on education shoulder, paradigm shift is required in traditional teaching and
changes is must in the way students are learning. This shifting of paradigm is
believed to help in adopting of lifelong policy. Besides, a lifelong learning policy is
required due to the fast changing of society, globalization, increasing economic
growth, human capital, technology, labour and knowledge. These elements call for
expanding of knowledge, training, acquiring more skills, re-learning for the career
development and promotion across a life cycle (Coolahan 2002).

In European countries, the policy seems to take place since December 1996 by
issuing the first education white paper in 1995 entitled “Teaching and Learning:
Towards the Learning Society”. Besides, 1996 has witnessed Europeans Union
education ministers adopting the document “Strategies for Lifelong Learning” as a
framework and policy. In 2001, a so-called “Memorandum on Lifelong Learning”
was introduced stating “lifelong learning must become the guiding principle for
provision and participation across the full continuum of learning context. The
coming decade must see the implementation of this vision” (p. 3, Coolahan, p. 7).
In addition, EU’s lifelong learning programme as reported by Reuter and Patecka
(2011) is part of education and training policy and expected to sustain human
capital development, endow European people with skills, knowledge and
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competences. It is also expected to prepare them in order to face the changes and
challenges of the market with an innovative mind-set.

Since lifelong learning is penetrating into educational sectors for continuous
learning and its advocacy by UNESCO, it is expected for a proper policy to be
established. Around the world, especially in South Asia countries, there is a lack of
policy implementation and it remains to define the importance of lifelong learning.
For example India, as the second most populous nation, we can say that there is an
existence of lifelong learning as a culture but a lack of a policy and framework
(Shah 2014). In Omani context, the policy on lifelong learning tends to focus solely
on students engaging into lifelong learning rather than teachers. Although measures
have been put into place to train teachers on how to upgrade their methods of
teaching from teacher-centred to student-centred which it is believed to pave ways
for LLL among students (MOE 2008; UNESCO 2010–2011). As it can be seen, this
policy supports the notion of student lifelong learning rather the policy to engage
teacher for continuous learning to improve their knowledge and teaching standard.
With the sense of focusing on student lifelong learning, a basic education cur-
riculum in Oman was reformed and under this reformation, it is expected from this
new curriculum to equip Omani students with knowledge and skills to face global
economic challenges and encourage them to engage in lifelong learning (Al-Balushi
and Griffiths 2013). But the question is, to what extent this reformation has helped
in engaging Omani students in lifelong learning activities. What is the employment
rate and how will involvement in LLL help to improve government and private
sectors?

Comparatively, a study of Al-Harthy et al. (2014) on improving interactive
teaching strategies and action research with Life Skills teacher in Oman concluded
that, for teachers to apply learner-centred approaches in Oman, they must first be
equipped with IT skills as a modern tool for better practices. Thus, there should be
continuous training for teachers in applying IT in their classrooms. Moreover, they
recommended that the MOE in Oman should create learning environment that can
accommodate learner-centred which as a result, will encourage self-learning among
students and teachers. In a long run, this self-learning will allow teachers to reflect
in their teaching for better improvement and advanced training should be provided
to facilitate this process and activities. Last but not least, action research should
always be in place in all-service training to check and balance teachers’ perfor-
mance as well as determine the effectiveness of the methods.

9.6 Methods

This study uses qualitative methods and the population of this study consists of
teachers from different governorates and regions in Oman. Oman has four gover-
norates (Muscat, Musandam, Dhofar and Al Buraymi) and five regions [Ad
Dahiliyah, Al-Batinah, Al-Wusta, Al-Sharqiyah and Az Zahira (Ad Dhahirah)].
Phenomenological approach is used while semi-structured interview was conducted
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with the application of purposeful sampling. Choosing semi-structured interviews is
the best type of interview, as it helps to have an in-depth understanding the concept
of lifelong learning among teachers in Oman and the government and educational
institutions’ roles. As the qualitative method is concerned with saturation according
to Creswell (2005) rather than generalizing sample sizes to the population, 11
teachers were selected from different regions in Oman using face-to-face interviews
and protocol. The interview questions consist of three dimensions, which are

1. Understanding the concept of lifelong learning
2. Interest towards lifelong learning
3. Government and educational institutions’ roles in assisting teachers in Oman to

engage into lifelong learning.

Basic Knowledge and Awareness: Exploring awareness of LLL among partici-
pants, all the participants were asked about whether they understand the concept of
lifelong learning and they were asked to describe or explain what is LLL is all about
if they have understood the concept. Surprisingly, majority of the participants
defined LLL as follows:

P1: Lifelong learning is a personal effort of seeking for knowledge through modern net-
work. He further explained life that: Through lifelong learning, a person can continue
learning at any age. P2: Lifelong learning is a system of providing education for
non-registered students for literacy and adult education. P3: Lifelong learning is a way of
human continuing to study and training for rest of his or her life as long as he or she enables
to study. P4: Lifelong learning is a continuous way of learning from the cradle or childhood
till an old age. P5: Learning forever. P6: It is the continuous learning for the whole life. P7:
Keep learning. P8: There is no stop for learning process. P9: The learning process is not
controlled by time or place. P10: It is a process of studying everything until the last day of
our life. P11: It is being in a state of learning driven by the intrinsic desire to attain
proficiency in a desired field.

Source of Knowledge and Involvement: Participants were asked about the source
of their knowledge about LLL. Some said that their awareness of LLL came from
media, the Internet, college, Ministry programs, university (SQU), teaching expe-
rience, and parents, while only one participant (P7) tend lacked of knowledge about
LLL

P1: Yes, I heard about lifelong learning when I was in University as a student and when I
was in secondary school although, I didn’t involve in it. P2: No, I didn’t heard or involve in
lifelong learning before. P3: Yes, I have heard about lifelong learning before and didn’t
involve in it. I heard about it in through Media and friends. P4: I didn’t involve in lifelong
learning as I only knew about it from the Center for Lifelong Learning at Nizwa University,
Oman. P5: Yes, I knew about it in my last year at the college. P6: Yes I know it from my
school and from the ministry programs.

In relation to LLL involvement, the participants were asked about their involvement
in lifelong learning and how they got know LLL in the past.

P 1: I know about lifelong learning as I mentioned before at secondary school level by
attending lectures on lifelong learning, listen to audio learning and the Youtube. P2: I just
lately heard about lifelong learning from friends, Media and the latest technology.
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P4: Although, I didn’t involve or practice lifelong learning but I have attended some
courses for languages and different lectures organized by experts. P8: Yes, since I
Joined SQU. P9: Yes, in my teaching experience. P11: since long time by taking diploma in
education and IELTS trainer and CELTA.

Interest: In terms of interest in LLL, all participants were asked about their interest
in engaging in lifelong learning activity or program as well as whether they are
willing to become lifelong learners. Below are some of their answers and replies

P1: Yes, I have heard about it and of cause, love to engage in lifelong learning because
seeking for knowledge never ends. P2: Yes, I would like to know about lifelong learning
because it is about increment in science and knowledge which leads to life improvement.
P3: No, I don’t have further interest to study or continue learning. P4: Yes, I have interest
and I would like to involve in lifelong learning for life’s exposure. P5: Yes, I want. P7: Yes,
I would like to. P8: Yes. P10: Sure, I have interest.

In terms of involvement and application in their daily lives, some responded that

P5: I just known it recently and I haven’t applied it yet. P6: I’m trying hard to do so since I
heard about it. P8: Eight years.

Participant 6 and 7 did not respond whether they would like to involve in LLL
program or activity. However, some responses and answers from the participants
are contradicting as some of them have confirmed their interest to involve in LLL
while at the same time they claimed of practicing and involving in LLL since long
time ago. With these results, it seems that participants are still vague about the
application of LLL and what is meant by involving in lifelong learning.

Government Role and Support: Referring to the role that the Omani government
play in the creation of platform, system and programs that support LLL among
teachers, some participants stated that there is no significant support from the
government due to some government officers lacking awareness of LLL.

P1: No, there are not helps or supports from the government because the government or
people in charge did not know much about lifelong learning. She continued by saying that:
Also, the people in the society are not aware or familiar with lifelong learning. I believed
that, if there is a demand from individuals or people in the Omani society about lifelong
learning, the government might pay attention or encourage people to involve and provide
the service. P2: Yes, there are some plans from the Omani government to improve work in
schools through lifelong learning. P3: No, there is no effort or plan from the Omani
government for lifelong learning due to the government poor planning and lack of our
leaders’ awareness about lifelong learning and its implementation.

He further gave an example as follows:

The Omani government has paid much attention on ICT at the beginning and they have
invested a lot on it but later, the usage of ICT was ignored by people in the society. P4: No,
there is no support of the government to implement lifelong learning due to the lack of
public corporation and attention as well as their interest. P5: I have no idea if there is any.
P6: each major has its own workshops and program. For example the new teachers have a
program for two weeks, and if there is anything new in the curriculum the ministry is
applying new programs as they are needed. P7: I think it’s they are some but I’m not sure.
P9: When I joined the workplace, ministry of education gave me a training for two weeks
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which is considered lifelong learning course. P10: I have no Idea about any governmental
program. P11: I have no information on this.

Participants 8 and 10 seemed unaware about the roles that the government plays in
facilitating and encouraging teachers to engage in LLL. Besides, from these
responses received from the participants, it seemed that participants could not
distinguish between lifelong learning and professional development training. Some
attended some programs conducted by the government and perceived them as
lifelong learning program or training. Although professional development could
assist in becoming lifelong learner, both activities should be distinguished for
teachers by the Omani MOE for better understanding.

Educational Institutions’ Role and Support: With the reference to the role that
educational institutions play in supporting lifelong learning and implementation, the
participants said that

P1: No, educational institutions are not aware about lifelong learning in Oman. If there is an
awareness of the government or Ministry of Education in Oman about lifelong learning, the
government will equip schools with materials needed and provide training for teachers. P2:
There is no plan when it comes to schools supporting lifelong learning engagement among
teachers due to the schools themselves lacking the understanding of lifelong learning and its
importance. P3: No, there is no attention and support from the schools in Oman on lifelong
learning due to their lack of awareness about lifelong learning. P4: No, there is no support
from the Omani educational institutions due to their lack of awareness of the importance of
lifelong learning because the schools in Oman only focus on tradition teaching and
learning. P5: We have just small workshop. P6: The headmaster reports our names to the
ministry to have such courses in order to improve ourselves. P7: The schools have some
workshops to improve our skills as teachers but don’t know if they considered as lifelong
learning. P8: In my school, it’s obligatory to get higher salary to enrol in such programs and
courses. P9: Yes, when a teacher is going to the ministry programs, she represents what she
has learned for all the teachers in my school. P10: In our institute, we have continuous
learning for all employees and it is a must to get a promotion. P11: Sometimes, Yes.

From these responses, it is clear that teachers in Oman or the participants did not
understand or have comprehension of lifelong learning (LLL) and CPD. Perhaps
they understand the meaning but its involvement, application and practicality
seemed to be undistinguishable.

9.7 Discussion and Conclusion

From this interview report and themes generated, the lesson learnt was that Omani
teachers seemed to know lifelong learning and its importance as well as the defi-
nition of lifelong learning. This is considered a good news for the Omani gov-
ernment as it is an indication of MOE hard working, dedication and commitment
since 1970 to improve teachers’ performance. But at the same time, there are rooms
to improve especially when it comes to involvement in lifelong learning, the result
shows that, there are significant numbers of participants not involved in lifelong
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learning despite their understanding and basic knowledge of lifelong learning.
Besides, from the results, media, friends and the latest technology played big roles
towards teachers’ awareness in Oman on lifelong learning as some of the partici-
pants tend to know lifelong learning through their friends and media such as
YouTube, as well as technology and awareness during their college days. This also
includes attending some courses which they perceived as lifelong learning. This is
somehow considered as professional development or teaching training for new
teachers.

In relation to personal interest towards lifelong learning, and involvement, the
results indicate that, majority of the participants or interviewees were interested and
eagerly to involve in lifelong long learning while few declined perhaps, due to the
age or lack of motivation. For the government and educational institutions’ role in
assisting teachers in Oman to involve in lifelong learning and its implementation,
the results show disappointing or mixed results. There are four to five participants
that unanimously agreed there is no significant support or motivation from the
government and educational institutions towards teachers participating or involving
in lifelong learning while the rest confirmed government roles in the implementa-
tion of LLL through schools. Each school according to them has its own programs
provided for teachers but the questions are, what types of program or training?
What is the content of the training or program? To what extent the training and
programs are up to date? Background or the qualification of the trainers? Any report
on the effectiveness of the trainings and programs?

Besides, the participants also concurred that there is an initial plan from the
Omani government and educational institutions in implementing lifelong learning,
but the problem of the problem is that many government and educational institu-
tions in Omani lack awareness and planning about lifelong learning. They even-
tually believed that if the Omani government has great awareness about lifelong
learning and highly conscious of its importance, there might be some effort, help
and support from the government on lifelong learning perhaps by building a system
as well as providing materials for schools and higher institutions to extensively
facilitate lifelong learning among teachers as well as students in Oman.

As a conclusion, this study explored the concept of lifelong learning among
teachers in Oman and their understandings. It looked at the teachers’ interest
towards lifelong learning and their involvement. In addition, this study also
examined the role of Omani government and educational institutions in Oman on
engaging teachers into LLL program, supporting activities, motivating and creating
a culture for lifelong learning as well as its implementation. This study looked into
three areas as just mentioned and from the three areas, five themes emerged
(1—basic knowledge and awareness; 2—source of knowledge and involvement;
3—interest; 4—government role and support; and 5—educational role and support).

From the result of the interview findings, this study concludes that, some credits
go to Omani government and its higher institutions at least for familiarizing
teachers with LLL through university program and schools. But yet again, there
remains much work for Omani MOE and schools in Oman in terms of facilitating
lifelong learning and motivating teachers and students in Oman in engaging into
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LLL. Since the results have shown less involvement of teachers in lifelong learning
and its practicality. Thus, it is now an obligation for Omani government and
educational institutions to provide more training not only for students and teachers
about LLL and acquaint teachers on how to become adult learners in order to
improve their teaching and practices.

Moreover, they should create a learning environment and culture in which
teachers will have a deep understanding of the importance of LLL and the roles that
LLL play in their professional development. Teachers should understand that LLL
is a self-empowerment towards self-learning and autonomy. They should be aware
of LLL and its long run advantages plus benefits in improving educational system
in Oman, human capital and socio-economics growth. Indeed, it helps in keeping
teachers on trick with the latest development in their areas of teaching and
instructional materials. It assists further to improve the methods of teaching for
better learning such as applying students-centred approach that has been reported
widely in GCC countries as a major problem among teachers and students. Socially,
personalizing learning helps people generally in society to know the value of
knowledge through continuous learning.

9.8 Implication

This chapter drew some critical implications which should be considered by
Omani MOE, universities lecturers, teachers and policy-makers. The first impli-
cation lies on the lack of empirical studies on the outcomes of government policy in
Oman on teacher training and development. Thus, implication on lack of report on
the government claims of providing teacher skills and school development pro-
grams. His report should be in form of evaluation whether these measures taken by
the MOE achieved the purpose and objective. Examples of Omani Online Teacher
Training (OOTT) that is initiated for online teaching training and development and
(TPD) for teacher continuous professional development. These programs and
trainings are good ones; therefore, there should be an evaluation whether they
contribute significantly to the educational system in Oman and whether they con-
stitute highly to TPD.

Additionally, the Omani government has hugely invested in education, building
schools and producing more teachers to feel the gaps and some training for better
improvement. In the same fashion, there should be scientific contribution from
researchers and academicians in Oman on giving feedbacks on the effectiveness of
this investment to advance the system without condemnation and destructive crit-
icism of the Omani government works and efforts. With this in mind, research
findings, report, evaluation and assessment could be mechanisms to know the
functionality of the system, to upgrade the system, improve and instil quality ser-
vices as well as practices. Lamentably, if there is scarcity of empirical studies and
research on teacher lifelong learning (LLL) and teacher CPD in Oman, one won-
ders, how would the government know the outcomes of trainings and programs that
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they initiated? How would people know where things stand for teachers and what
should be the next agenda for further improvement? Again, if all the literature on
teacher development and lifelong learning in Oman are only concentrating on
English teachers’ professional training and development, what will be the perfor-
mances of students under non-English teachers?

The second implication is drawn on the problem of proper planning and
implementation of government programs. This requests MOE in Oman to follow up
the application and implementation of their programs at the school level. Planning
and policy might fail if there is no follow-up and assessment of the outcomes. There
should be a clear agenda and framework on how to involve teachers in Oman in
lifelong learning activities for the sake of professional development. Clear under-
standing and definitions of LLL and CPD are needed from the government and
institutions to teachers. Perhaps, there should be a policy to help LLL to grow at
schools such as using LLL as an assessment for teacher promotion in Oman and
allocating incentives for teachers that engaged in LLL.

As a result, the proper implementation and agenda of teacher’s lifelong learning
will not only improve teaching but improve learning as well. This will bridge a gap
between MOE in Oman and teachers as well as students. Teacher professional
development and self-learning could help to improve low levels of student per-
formance and dropping out in Oman. If teachers are well trained and their learning
environment is conducive for continuous learning, they will be empowered and
autonomous to seek for greater knowledge and eventually, they will pass their
knowledge and skills to their respective students. Idiomatically, teachers are like
‘breastfeeding’ mothers, passing foods and nutrition they have consumed to their
beloved babies. Hence, the more healthy the mother is, the healthier the baby.
When teachers are self-learners, the chances of students becoming self-learners as
well are very high. The more training given or provided to teachers, the more
productive students they will produce.
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Chapter 10
Counseling Ethics Education
for Enhanced Professional Identity
and Development: Guidance
and Counseling Teachers Lifelong
Learning Acquisition Empowered

Noor Syamilah Zakaria, Jane Warren and Ab. Rahim Bakar

Abstract Counseling ethics competency is an essential part of counselor identity
development as required by the counseling profession, and counseling ethics
education is one major component of knowledge acquisition in counseling pro-
fession training standards. The purpose of this qualitative research was to conduct
an interpretive case study to explore, understand, describe, and interpret how
guidance and counseling teachers learn, understand, experience, and apply coun-
seling ethics education to their evolving professional identity and development in
the counselor education training program. The main author was the primary
instrument for data collection and analysis. Coding categories were developed and
tentative themes emerged, were refined, and became the five emergent master
themes for this research: education foundation, education integration, education
application, education assimilation, and education appreciation. The discussion and
interpretation are grounded in the principles of effective adult learning in counseling
ethics education; to empower lifelong learning acquisition among guidance and
counseling teachers toward enhanced professional identity and development.
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10.1 Introduction

Jane Vella, a prominent adult educator, reminds educators to teach well with the
realization that more teaching may result less learning (Vella 1994, 2002). This
means adult education is not intended to only review a set of course materials; but
instead, to engage students in effective and significant learning. Significant learning
can be translated into many contexts. It lies in each student’s ability to effectively
use judgment, and consider commendable actions in executing tasks to lead a more
meaningful life. Various educational experts encouraged educators to consider
students’ engagement in experiences to serve as foundation for significant learning
(Blenkinsop and Beeman 2012). Educators must be mindful to provide students the
opportunities for reflection inside and outside the classroom settings. In addition,
educators are reminded to engage students’ personal interests to create conditions
for active thinking, as well as experiencing and fostering deep learning.

Deep learning refers to engaging meanings, not memorizing mere facts. It
involves making critical analysis of new ideas, linking the new ideas to the known
concepts and principles, and leading toward long-term retention for future use in an
unfamiliar context of problem-solving process. Essentially, deep learning is making
connection between the concepts taught and personal experiences. In addition, deep
learning focuses on how concrete specifics might indicate abstract patterns, applies
ideas taught in classroom to real-world situations, connects what one is learning to
what one has learned previously, and discusses ideas while keeping open to
enlarging one’s idea based on encountering the other’s idea (McAuliffe and Eriksen
2011).

In counseling profession, counseling professionals make many decisions
within situations in which valid choices equally exist. Professional work in coun-
seling is characterized with unclear problems, multiple dimensions, and commonly
fraught with values and ethical implications (McAuliffe and Eriksen 2011).
Therefore, counseling students need to be prepared for complexities in their
counseling work, which is illustrated in many challenges such as ethnicities, gender
expectations, multiple society values, moral centers, and ethical judgments (Warren
and Douglas 2012; Zakaria 2007, 2013; Zakaria and Warren 2014, 2016).
Consequently, counselor education training programs must offer a corresponding
complexity in their training programs. Two common forms of embracing corre-
sponding complexity in counseling profession are: (1) the way of knowing that is
reflexive and includes a tolerance of ambiguity, which means counseling profes-
sionals must embrace the uncertainty as an expected condition of the work, and
prepare to admit their mistakes constructively; and (2) the ability to be culturally
relativistic, which means counseling professionals must be able to decenter from
their cultural assumptions (Gnilka et al. 2012).

Although counseling students may engage in diverse experiential learning
activities on their own, many will benefit from additional educational challenges and
support. Counselor educators can provide such encouragement through
experience-rich teaching strategies, within the constructivist-developmental context.
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This context is comprised of pivotal teaching and learning relationship-bound ele-
ments which include safety, connection, respect, engagement, accountability, rein-
forcement, application, personalization, and teamwork (Vella 1994, 2002). This
chapter discusses teaching and learning elements which are all necessary for
effective learning in counseling ethics education for guidance and counseling
teachers.

10.2 Principles for Effective Adult Learning

The nine principles for effective adult learning include: securing a feeling of safety,
ensuring the existence of sound relationships, showing respect for students as
agents, getting students engaged in learning, doing regular needs assessment and
practicing accountability, providing sequence and reinforcement, providing
opportunities for immediate application, practicing equity, and encouraging team-
work. These principles identify what educators can do to foster effective adult
learning.

Securing a feeling of safety. Most adult students indicate that they need safety
and affirmation of their potential and achievements in learning. They need to
believe that learning experiences work for them and learning conditions are set up
to achieve success. The feeling of safety can be secured in any learning environ-
ment, and educators are the most important navigators to create such an atmosphere
for learning. Parallel with the counseling relationship, a deep connection creates a
safe place for processing pain, which can clear the emotional blockage to foster
cognitive work (Dollarhide et al. 2012). Guidance and counseling teachers can gain
confidence and safety in their classroom when the counselor educator clearly cre-
ates the course design and requirements; shares background and passion in the
course and profession; asks them about their expectations for the course; and
acknowledges each person’s contribution, both in verbal and in written work.
Essentially, affirmations can empower guidance and counseling teachers to increase
their contributions to the classroom community.

This first principle, securing a feeling of safety, is evidenced in two emergent
master themes: education foundation and education appreciation. The education
foundation master theme reflects this feeling of safety in how counseling ethics
education is presented as a core and foundational introductory class. According to
the guidance and counseling teachers, this foundation provided a “groundedness”
and safety for them in learning a challenging course such as counseling ethics
education. They viewed learning counseling ethics education at the very beginning
of counseling program provided them a head start on becoming ethical guidance
and counseling teachers and set a solid ethical foundation (Jungers and Gregoire
2013). The counseling ethics education class was also regarded as a safe learning
venue due to the counseling ethics educator’s ability to share background, passion,
and experience in the course and in the profession.
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The education appreciation master theme reflects this feeling of safety through
the guidance and counseling teachers’ gratitude toward their counseling ethics
educator. The educator was described as being consistently available as a consul-
tant, to further clarify relevant information needed in helping them understand the
vague perspectives of counseling ethics dilemmas. This safety perspective also
occurred in their triadic supervision sessions when there were times they faced
ethical dilemmas. The triadic supervision sessions were perceived as a safe place to
go and receive the supervisors’ opinions on what they could do to assist the clients
during the training clinic counseling sessions. The guidance and counseling
teachers also expressed their appreciation for the triadic supervisors, who provided
the safe space for them to share their feelings about any ethical trauma situations as
well as personal life challenges (Bernard and Goodyear 2009).

Ensuring the existence of sound relationships. A positive, sound relationship
between educators and adult students can impact students’ learning outcomes.
Guidance and counseling teachers can benefit from a strong professional connec-
tion, evidenced when counselor educator practices seemingly simple gestures in the
classroom. These gestures can include addressing students by their first names;
being accessible by an open physical presence, telephone, or e-mail; explaining
students’ roles and functions for class activities and assignments; challenging own
prejudices about students; and respecting each student.

This second principle is supported in two emergent master themes: education
application and education appreciation. The education application master theme
reflects this sound relationship lens through the guidance and counseling teachers’
ability to apply counseling ethics education knowledge and skills in real-life rela-
tionship settings. For example, they shared the opportunities to apply counseling
ethics education information into their practice in training clinic counseling ses-
sions, triadic supervision, and block supervision. These venues provided incredible
learning experiences for them, given they were working with real clients in a real
clinical setting. In addition, the sound relationships with their supervisors provided
them a solid relational education foundation in which they could learn deeper and
broader about becoming ethical counselors (Mohamed 2009).

The education appreciation master theme reflects this sound relationship lens
through the guidance and counseling teachers’ sense of appreciation expressed
toward counselor educators at the department. Their welfare, needs, and wellness
throughout the semester were cared and valued by all counseling faculty. The sense
of appreciation has kept their mode of learning enthusiasm at a high level
throughout the semester (Lenz and Smith 2010).

Showing respect for students as agents. Adult students need to become active
participants with the educators, not the passive recipients of the authority figures.
Counselor educators can show respect for guidance and counseling teachers by
making the course content and learning process as an open system, and empowering
them to make decisions during teaching and learning activities occurrence. This
third principle, showing respect for students as agents, is evidenced in two emergent
master themes: education integration and education assimilation.
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The education integration master theme reflects the respect for students as agents
through an open conversation and expressive environment existed in the counseling
ethics education classroom. In this setting, each guidance and counseling teacher’s
viewpoint was validated and used to resolve any counseling ethical issues. They
perceived that they were respected as important agents in the ethical
decision-making process through experiential activities and assignments formulated
in the counseling ethics education class. They were challenged by many simulated
ethical situations, in which they were to think thoroughly about the situations given
and consult with their peers on the best possible solutions in facing these ethical
quandaries (Sias 2009).

The education assimilation master theme reflects the respect for students as
agents through the challenging experiences given to the guidance and counseling
teachers and collaborative exercises while learning counseling ethics education.
They reported that they were perceived by the counseling ethics educator as a group
of empowered guidance and counseling teachers who could effectively collaborate
and utilize their own unique counseling ethics capacities and credibility. In many
collaborative situations, the guidance and counseling teachers shared their power in
the decision-making process; and all decisions were made by the entire group
members, which allowed for multiple views to be put forward (Dougherty 2005).

Getting the students engaged in learning. Educators can engage adult students
by setting up the tasks and inviting them to deeply embrace the course content.
Engaged learning occurs when concepts and ideas from classroom are applied to
out-of-class cognitions and actions (Jones 2011). Guidance and counseling teachers
can benefit from this engaged learning strategy when counselor educator forms
small group discussions; creates thought processing activities such as role-plays,
simulations, and self-reflection; creates challenging classroom activities; and fosters
conversation on any problem situations that can be generalized into other situations
outside the classroom.

This fourth principle, getting the students engaged in learning is supported in
two emergent master themes: education foundation and education integration. The
education foundation master theme reflects the engaged learning lens through
counseling ethics education discussions and activities in the classroom. The guid-
ance and counseling teachers opined that to learn counseling ethics education, they
have to be engaged in numerous activities including reading, participating in small
group discussions, and thinking about different ethical situations together with their
peers. Reportedly, the most beneficial learning experience for them was their
engagement in group discussions about real-life scenarios which were happening to
some of their peers and most counseling professionals. In addition, the journal
writing activity about their beliefs, code of ethics, and laws and regulations was
another engagement activity in counseling ethics education class perceived helpful
by the guidance and counseling teachers (Warren et al. 2010a).

The education integration master theme reflects the engaged learning lens
through experiential activities assigned in the counseling ethics education class
which reportedly helped the guidance and counseling teachers to understand and
experience counseling ethics education. These activities included the journaling, the
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professional helper interview reflection paper, the ethics bookmark, the wellness
collage, and the ethics dilemma decision-making group discussion (Warren et al.
2010b, 2012). The small group discussions, role-plays, simulations, self-reflection,
creative classroom activities, and classroom conversations on the importance of
wellness were also seemed to engage them in learning, understanding, experienc-
ing, and applying counseling ethics education (Zakaria 2013).

Doing regular needs assessment and practicing accountability. Educators are
encouraged to do ongoing needs assessment and thus enhance their accountability
to teaching. The needs assessment allows adult students to participate regularly in
deciding what has been learned throughout a particular classroom activity and can
contribute to the classroom dynamic. This fifth principle, doing regular needs
assessment and practicing accountability, is reflected in the education application
emergent master theme.

The education application master theme reflects doing regular needs assessment
and practicing accountability lens through guidance and counseling teachers’ uti-
lization of counseling ethics education knowledge and skills into their practice, in
both counselor education training clinic and in other courses within that particular
semester. They were able to express their personal and professional needs to
counseling ethics educator in counseling ethics education class, to counseling
faculty at the department, and to supervisors at the training clinic. This open
opportunity for expressing their essentials and necessities while being in the
training program served as a needs assessment; for the counseling ethics educator,
the counseling faculty at the department, and the supervisors to enhance their
teaching and supervising activities, which helped these guidance and counseling
teachers to learn counseling ethics education more effectively (Bernard and
Goodyear 2009).

Providing sequence and reinforcement. Educators can start with simple ideas
and then layer to create complexity. Adult students benefit from learning one idea,
one theory, and one method before they can be asked to compare, contrast, and
integrate several ideas. A counselor educator can provide sequence and reinforce-
ment in teaching and learning process by starting with a simple, safe task; taking
small steps toward building to the next tasks; returning to the previously taught
facts, skills, and attitudes in a more innovative ways during a course or throughout
the curriculum; and encouraging counseling students to experience the practical
results of trying out ideas. This sixth principle, providing sequence and rein-
forcement, is supported by the education application emergent master theme.

The education application master theme reflects the sequence and reinforcement
lens through the guidance and counseling teachers’ experiences in sequentially
learned the code of ethics in counseling ethics education class. They integrated the
code of ethics into all experiential class assignments and into other counseling
courses within the same semester. Interestingly, a significant challenge was reported
by them when applying the code of ethics in training clinic counseling sessions.
These real-life experiences in the training clinic setting provided the practicality of
being and becoming ethical counseling professionals. However, research by Sias
et al. (2006) has shown that the readiness for sequencing is not necessarily universal
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and applicable for all counseling students. Their study on conceptual and moral
development revealed significant relationships between counselors’ level of con-
ceptual complexity and moral reasoning in counseling ethics education. Their
findings also concluded counseling students would face difficulty extending ethical
principles to the situations, when they were more complex than their mental abil-
ities. Their study suggested to counselor educators about the importance of starting
lessons with simple tasks, taking small steps toward building to the next level of
difficulty, and returning to the previously taught facts, skills, and attitudes to ensure
counseling students’ knowledge applicability.

Providing opportunities for immediate application. Effective education
requires application. In current research context, application can be achieved
through extending counseling ethics education knowledge and skills into other
counseling courses within that particular semester as well as in training clinic
counseling sessions. Immediate application enabled guidance and counseling
teachers to apply specific ethical knowledge and skills across the curriculum. This
seventh principle, providing opportunities for immediate application, is reflected by
the education application emergent master theme.

The education application master theme reflects providing opportunities for
immediate application lens notably through triadic and block supervision sessions.
As the guidance and counseling teachers began their first semester of training
program, they were introduced to a plethora of new vocabularies and skills
important for the counseling profession. The immediate opportunities for coun-
seling ethics education application can reduce overload and increase confidence to
their professional identity and development in the program. For the past 25 years,
immediate application concept has been widely used in academic settings. The
concept is evidenced in a comprehensive model that creatively integrates four
powerful teaching methods: collaborative learning, experiential learning,
problem-based learning, and standards-driven learning. These methods provide
immediate application opportunities for students to learn in a more effective and
meaningful way.

Practicing equity. Adult students often remember their educators as masters and
sages on the stage. For guidance and counseling teachers, the time spent with a
counselor educator in different roles throughout their learning endeavor can make a
considerable difference to their evolving professional identity and development in
the program. A counselor educator can practice equity by encouraging students to
use first names; sitting by students as co-learners; attending workshops or pre-
senting at conferences with students; and showing the uncertainties, vulnerabilities,
and humbleness by truthfully revealing own process of thinking with students. This
eighth principle, practicing equity, is supported by the education appreciation
emergent master theme.

The education appreciation master theme reflects the practicing equity lens
through the appreciation expressed by guidance and counseling teachers to their
counseling ethics educator, counselor educators at the department, and training
clinic supervisors who were willing to have dialogue with them on many ethical
and developmental issues (Remley and Herlihy 2010). They expressed that
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whenever they felt uncomfortable as if something were not ethically right, they
would seek supervision just to get feedback from others. Some of them were very
hopeful their supervisors would be open to dialogue and be comfortable to have
in-depth conversations about common struggles faced by many counseling students
across the training programs. Practicing equity can also be seen when a counselor
educator shows the uncertainties, vulnerabilities, and humbleness revealing his or
her own process of thinking and experiences. A counselor educator can also cer-
tainly demonstrate equity with guidance and counseling teachers by sharing and
revealing his or her own mistakes throughout career span (Warren and Douglas
2012). As a result, guidance and counseling teachers may acknowledge errors
happened within the counseling profession as meaningful learning examples
(Gladding 2009).

Encouraging teamwork. Working in teams can be a healthy norm for most
professionals in daily professional work and life. When educators assign adult
students to group discussions and classroom projects, they are preparing these
students for professional teamwork in future organizations. Members of the group
need to negotiate, listen, agree, disagree, compromise, and foster high tolerance to
create meaningful discussions and fruitful decisions. A counselor educator can
encourage teamwork among guidance and counseling teachers in various ways:
having them to work in small groups, directing the groups toward a learning task,
having them pay their attentions to the interpersonal and intrapersonal process of
working within the groups, asking them to assess the counselor educator, and
requesting them to evaluate the course formatively and summatively. This ninth
principle, encouraging teamwork, is supported by the education integration emer-
gent master theme.

The education integration master theme reflects the encouraging teamwork lens
through integrating counseling ethics education knowledge and skills into class-
room practices and activities. The guidance and counseling teachers identified that
the group activities assigned in the counseling ethics education class provided them
opportunities to collaborate, learn from others, and respect the opinions conveyed
by others. They also acknowledged that they did not feel alone in the process of
following through the counseling ethics education course content and application.
They perceived the differences found among them offered interesting ethical per-
spectives that can enhance their evolving professional identity and development in
the program. Occasionally, the teamwork made them realize that there is not really
one right ethical decision in any situation.

10.3 Implications for Counselor Educators

Guidance and counseling teachers, together with counselor educators put forth the
effort necessary to develop counseling ethics education knowledge and skills.
Teaching institutions and counselor education training programs need to provide
appropriate environments to facilitate students’ learning and educators’ teaching.
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This effort is significant because training standards of the counseling profession
require competence in counseling ethics (Council for the Accreditation of
Counseling and Related Educational Programs [CACREP] 2016). From this
chapter, implications for counselor educators emerged to enhance counseling ethics
education instruction in counselor education training programs, specifically for
guidance and counseling teachers.

The first suggestion for counselor educators is to create an effective and
engaging classroom environment for teaching and learning counseling ethics edu-
cation. According to Handelsman et al. (2005), there are three reasons ethics
training is not simple: the rules taught surrounding code of ethics are vague and
conflicting; learning about ethics of a profession by watching models is incomplete
at best; and ethics is a study of right or wrong, but often taught as the study of
wrong. Consequently, counseling ethics education is often perceived as cut-and-dry
and dull course content. Jones (2011) suggested that counselor educators create a
kind and fun classroom environment. Provine (2000) explained that laughter is
typically not just a response to jokes created, but actually pulls people together.
Therefore, making learning counseling ethics education fun may improve creativity,
reduce stress, and help guidance and counseling teachers master difficult infor-
mation because it can promote higher order thinking skills and de-escalates tense
situations.

The second suggestion for counselor educators is to improve classroom envi-
ronment for teaching and learning counseling ethics education by applying a per-
suasive pedagogy (Livingston 2010). In persuasive pedagogical classroom
environment, there is a clear connection made between rational explanation, critical
dialogue, and teaching. Counselor educators are able to provide honest reasons for
any ethical situation discussions, and able to welcome any radical questions
inquired by guidance and counseling teachers. To enhance counseling ethics edu-
cation teaching and learning experiences, there are three questions that usually used
in persuasive pedagogy: “What do I believe about the particular ethical situation?”
“How do I balance my perspectives with my intentions to help clients with
appropriate ethics understandings?” and “How do I make sense of the grey areas
where knowledge is rarely considered absolute truth?” To implement persuasive
pedagogy into teaching and learning counseling ethics education, counselor edu-
cators must be prepared to respond to tough questions from guidance and coun-
seling teachers in the classroom, which requires further ethical considerations and
explanations to produce justifiable answers.

The third suggestion for counselor educators to improve counseling ethics
education is to know more about self. Counselor educators can empower guidance
and counseling teachers to develop more self-awareness and do more
self-evaluation. In addition, counselor educators also can encourage them to seek
their own counseling services to ultimately improve knowledge about themselves,
both their strengths and limitations. By participating in personal counseling,
guidance and counseling teachers can better understand themselves and foster
understanding about others as well. Self-awareness enables counselors to not
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impose their values onto clients, which is an ethical responsibility of counseling
professionals (American Counseling Association [ACA] 2014).

The final suggestion for counselor educators is to infuse experiential activities
into counseling ethics education teaching and learning endeavors. This chapter
revealed that guidance and counseling teachers gained considerable counseling
ethics education knowledge and confidence from the experiential assignments in the
counseling ethics education class. The two most preferred activities revealed were
the ethics bookmark and the wellness collage. At some point, guidance and
counseling teachers may have gained content knowledge and skills in counseling
ethics education; however, these tangible assignments make learning more real and
fun. Creative-experiential assignments such as the ethics bookmark can foster
consciousness on the importance of an ethical reminder. On the other hand, the
wellness collage can foster awareness of self-care and the importance of wellness to
the personal and professional life of a counseling professional. Due to the impact of
wellness and self-care on counseling professionals’ career spans, perhaps these
experiential classroom activities can be assigned not just for counseling ethics
education class. Instead, these activities can become longitudinally
creative-experiential activities for any educational training programs.

10.4 Conclusion

This chapter sought to explore, understand, describe, and interpret how guidance
and counseling teachers learn, understand, experience, and apply counseling ethics
education to their evolving professional identity and development in the program.
Five emergent master themes discussed were education foundation, education
integration, education application, education assimilation, and education apprecia-
tion. The discussion was based on nine principles of effective adult learning by
Vella (1994, 2002), which offers only one way to organize, discuss, interpret, and
connect the emergent master themes. Remarkably, counseling ethics education is
found to be more than just code of ethics acquisition from textbooks; it extends
beyond the cut-and-dry content, which includes safety, connection, respect,
engagement, accountability, reinforcement, application, personalization, and
teamwork.

Counseling ethics education empowers guidance and counseling teachers as
well as improves professional identity and development. The training standards
of the counseling profession require counseling ethics competencies among coun-
selors: “to ensure counseling students develop a professional counselor identity and
master the knowledge and skills to practice effectively” (CACREP 2016, p. 2).
The CACREP overarching mission is to promote professional competence of the
counseling profession through the development of preparation standards, encour-
agement of excellence in program development, and accreditation of professional
preparation programs. Hence, counseling students at any counselor education
training programs must demonstrate competencies in their professional orientation
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and ethical practices, which ultimately are related to their overall professional
functioning. In addition to the CACREP standards, the ACA also emphasizes that
ethical competency is paramount for the counseling profession and counseling
professionals (ACA 2014).

Ethics education is an important competency in the counseling profession.
Lifelong knowledge acquisition and continuous professional development are
crucial to improve counseling professionals’ ethical awareness. The CACREP
standards mandated all counselor educators to have professional responsibility to
educate counseling students with many aspects of professional counseling ethics
(CACREP 2016). It is notable that teaching ethics is complex; and teaching
counseling ethics is challenging since there is a broad range of topics, there is not
unification about its goals, and subsequently there is no specific method to teach
(Zakaria 2013). On the other hand, the goals for counseling ethics education are
diverse and include such areas as knowledge of the ethics codes, aptitude to practice
ethically, knowledge of at least one decision-making model, awareness of ethical
issues, tolerance for ambiguity, willingness to consult, ego strength, and self-care.
Accordingly, a counseling ethics education course includes mandatory learning
outcome components such as personal development and insights into therapeutic
change; and is not a substitute for personal counseling services (Zakaria 2013;
Zakaria and Warren 2014, 2016).

Counseling ethics education is anticipated to instill counseling ethics awareness
and integrate professional ethics knowledge in guidance and counseling teachers;
and equally encourage wellness and self-care appreciation among counseling
practitioners (Zakaria 2013). Even with the complexities of counseling ethics
education, counselor educators must be able to work with guidance and counseling
teachers who have diverse social, cognitive, and ego developmental levels. At the
heart of a sound ethical counseling practice, there lies a framework of respect, care,
and sensitivity toward others in ensuring the highest professional standard of ser-
vices within the counseling profession realm. This framework guarantees the care
of self, care of clients, and care of colleagues; which are all based upon counseling
professionals’ personal and professional morals, values, principles, and personhood
quality, that eventually may empower guidance and counseling teachers as well as
improve their professional identity and development.

The importance of counseling ethics education to improve guidance and
counseling teachers’ services delivery at school setting. The significance of
counseling ethics education for guidance and counseling teachers is evident. One
essential aspect of leadership in the counseling profession is to know and learn
about “self” and “ism.” As counseling professionals, guidance and counseling
teachers are able to see their role as being one who inspires to help the children, and
to practice counseling competently and ethically. Their self-awareness, compe-
tency, and identity development may have a significant impact on the educational
process in conveying the knowledge, managing the classroom, enhancing children’s
well-being, and creating a therapeutic learning ambiance. In addition, guidance and
counseling teachers are expected to serve numerous roles and job requirements at
school such as educating, advising, and mentoring the children. They also have to
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participate in research for evidence-based practices and scholarly activities, provide
consultation, and serve the school and community with various accountabilities.
These diverse roles and expectations certainly can provide them a broad foundation
for the development of their professional identity as counseling professionals,
precisely as guidance and counseling teachers.

Although there are many sources and resources can be found along the learning
acquisition journey to assist guidance and counseling teachers to learn ethics
education, they need to learn formal ethics education content through a direct
instructional medium. This could be attending an ethics education class established
in any counselor education training programs, as well as participating in ethics
education workshops, conferences, or conventions. It is assumed that these direct
instructional mediums embed and infuse ethics education content through good
classroom ethics pedagogy. Good ethics pedagogy is a process which involves
changes and enlightenments in teaching and learning ethics education.

It is always a good reminder for an ethics educator that, while intentionally
teaching counseling ethics education, the counselor educator could potentially alter
the guidance and counseling teachers’ existing knowledge, belief system, and world
view regarding certain challenging issues. Therefore, effective ethics pedagogy
involves in-depth discussions on ethical challenges that may relate to their integrity.
The integrity assists guidance and counseling teachers to grasp the ethics education
meaning from its content. The type of teaching that derived from good ethics
pedagogy is known as “persuasive pedagogy,” which means to discuss various
ethical perspectives while maintaining balance in the classroom practice between
the ethics educator and the students. In the setting of a persuasive pedagogical
classroom, there exists a special connection between three elements: rational
explanations, critical dialogue, and content teaching. These connections are also
relevant in teaching and learning counseling ethics education, in which the con-
nections might enable the counselor educator to provide honest reasons for class-
room discussion on any ethical conundrum, as well as to welcome any radical
questions inquired by the guidance and counseling teachers (Jungers and Gregoire
2013).

Guidance and counseling teachers can grasp and comprehend much of the
information about ethics education through knowing the self. To know the self
means to learn more in-depth about the self; to be familiar with belief systems,
values, and morals; and to discover how these interconnected constructs can affect
ethical decision-making process throughout the lifespan. Another important ele-
ment in assisting guidance and counseling teachers to grasp ethics understandings
could be through the life experiences gained from the interactions with family,
friends, community, and spirituality affiliations. Guidance and counseling teachers
with ethics enthusiasm and curiosity could also learn a great deal about ethics
education from a direct instructional learning environment. This can be attained by
enrolling in a formal ethics education class, dialoguing with ethics educators,
exchanging information with ethics experts, and even making one’s own ethical
mistakes throughout a career lifespan.
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Currently in Malaysia, the practice of instructional approach for most primary,
secondary, and tertiary teaching and learning endeavors is mostly still utilizing
traditional education; which focusing more on content-based, memorization-based,
examination-based, and teacher-centered learning. From this chapter, the discussion
on how guidance and counseling teachers learn, understand, apply, experience, and
apply counseling ethics is found to be not just knowing and learning about code of
ethics from textbooks. The discussion and conclusion drawn from this chapter may
contribute toward a very substantial change in instructional approach for higher
educational system in Malaysia, particularly in providing a new set of methodology
in teaching and learning counseling ethics education; to empower lifelong learning
acquisition among guidance and counseling teachers toward enhanced professional
identity and development as counseling professionals.
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Chapter 11
An Approach to Motivation
and Empowerment: The Application
of Positive Psychology

Samuel M.Y. Ho, Christine W.Y. Mak, Rita Ching
and Edmund T.T. Lo

Abstract Research suggests that positive emotions can prevent burnout as well as
lead to greater motivation and work satisfaction. In the past decades, there has been
increasing interest to apply positive psychology constructs like strengths and hope
in school settings to empower teachers and students. Motivation in teachers and
students are related and interactive. By observing motivational thought patterns
include attitudes, attributions, and goal attainments of teachers, students develop
their motivation to learn. Based on the literature review as well as our own research
and practical experience, this chapter will first explore the theoretical supports from
perspectives of positive psychology on character strength, hope as a cognitive
motivational system, interpersonal relationships and notice of positive events as the
four pillars in teachers’ motivation and empowerment. These altogether formulate
the SHINE intervention approach. It will then discuss specific intervention exam-
ples in SHINE in school settings. By internalizing the positive psychology
knowledge and skills at a personal level, teachers can promote the building of
positive psychological resources at an institutional level and hence be able to
generate sustainable benefits among themselves and students.

11.1 Introduction

Teachers in Hong Kong face tremendous stress, particularly in recent years with
changing education policy, heightening expectations from stakeholders, accredita-
tion culture, and significantly, increasing attitude, emotional, and behavioral prob-
lems among students (Chan 2010; Leung and Lee 2006; Ho et al. 2003; Pang 2012).
Under these stressors, burnout could be a consequence, as investigated in various
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local (Chan 2010; Leung and Lee 2006; Lo 2014) and overseas studies (Kokkinos
2007; Santavirta and Solovieva 2007)—teacher burnout is a syndrome of emotional
exhaustion, depersonalization, and reduced personal accomplishment (Maslach et al.
1996), which can negatively affect motivation, cognition, and work performance
(Dai and Sternberg 2004).

A new set of strategies to promote teachers’ motivation, inner strengths, and
resilience to manage the increasing work demands and challenges should be
developed. In this regards, we have conducted a number of professional develop-
ment workshops in positive psychology in 19 secondary schools in Hong Kong
from 2011 to 2015, under the Life Skills Program of the Women’s Foundation with
the support from the City University of Hong Kong, benefitting around 1000
teachers. We began the journey of positive psychology to serve two purposes. First,
we want to educate school leaders and teachers with the positive psychology
constructs and science. Second, we aim at building strengths, hope, positive
attention, and interpersonal resources to promote the antithesis of burnout and will
in turn leading to greater motivation and empowerment among teachers.

In this book chapter, we will detail a new model (Fig. 11.1) to enhance moti-
vation and resilience for use in educational settings. The model provides us an
empirically proven framework with structured directions for implementing positive
psychological interventions in school settings. We will cover practical strategies by
which teachers can maintain their motivation, through the integration and appli-
cation of positive psychological constructs in both personal and professional lives.
In particular, we will highlight hope as a cognitive system in affecting teachers’
motivation and the benefits for teachers to identify and apply their unique character
strengths inside and outside classroom. The use of active constructive responding
style to affect interpersonal bonding, social resources, attention, and memory will
also be addressed.

Fig. 11.1 SHINE
intervention model
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11.2 Shine Model Overview

Positive psychological interventions center on boosting people’s psychological
resources, resilience against life’s stressors and motivation to achieve meaningful
life as well as helping people to alleviate psychological symptoms.

We developed the SHINE model based on well-researched positive psychology
constructs and a series of studies by our research team and overseas researchers.

SHINE stands for four psychological constructs, pathways, and outcome within
the model

Strength-based habit building pathway guides teachers to recognize and develop
their unique character strengths to increase life satisfaction and well-being to
counter depersonalization.
Hopeful thinking pathway boosts a sense of control, personal efficacy, and
accomplishment by building up a future-oriented hopeful thinking style.
Interpersonal relationship pathway encourages teachers to build more positive and
nourishing interactions through offering capitalization and active constructive
responses to others’ positive sharing.
Notice both positives and negatives pathway helps teachers to gradually develop an
awareness and increased sensitivity to see positive things in life to counter emo-
tional exhaustion.
Empowerment is the outcome of interventions.

The model is a novel endeavor to organize our well-researched positive psycho-
logical constructs into a structured framework with clearly operationalized path-
ways to bring empowerment among teachers and students. We believe that, by
internalizing the positive psychology knowledge and skills in a personal level, the
well-being, motivation, and resilience of teachers are promoted and hence be able to
generate sustainable benefits among themselves, students, schools, and the
community.

11.3 Strength to Motivation

Teachers are encouraged to develop their unique character strengths and virtues as
use of character strengths positively affects job satisfaction (Littman-Ovadia and
Davidovitch 2010). Character strengths are observable positive traits manifested in
an individual’s thoughts, emotions, and behaviors (Peterson and Seligman 2004)
and virtue is a common set of positive psychological traits recognized by the society
and are beneficial to all people.

Ho and colleagues (Duan et al. 2012a, 2013; Ho et al. 2015, June 1) confirmed
there are three key virtues among Chinese people, including Cautiousness (Strength
of Temperance), Interpersonal (Strength of Interpersonal) and Vitality (Strength of
Intellectual).
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Cautiousness consists intrapersonal traits of judgment, prudence, regulation,
perseverance, learning, and modesty, reflecting a person’s persistence in achieving
goals and exhibit self-control.

Interpersonal consists kindness, teamwork, fairness, love, authenticity, leader-
ship, forgiveness and gratitude, reflecting a person’s love, concern and gratitude
toward others.

Vitality consists curiosity, zest, creativity, hope, perspective, bravery, beliefs, social
intelligence, beauty and humor, reflecting a person’s positive qualities to the society.

A study of the three virtues found a significant positive relationship between the
virtues and life satisfaction among subjects from Hong Kong and the Mainland
(Duan et al. 2012a, b). The results support the notion of character strength promotes
the individual’s life satisfaction and well-being in Western theories (Park et al.
2004; Peterson et al. 2007; Shimai et al. 2006) which can be applied to Chinese
contexts (Fig. 11.2).

Character strengths (e.g., hope, a character strength under the virtue of vitality)
could play an important adaptive role in coping with life stresses (Ho et al. 2014).
Consistent with another study conducted among Chinese teachers, those teachers
with strengths of hope, zest, and higher level of emotional strengths tended to report
more life satisfaction and positive experiences but less negative emotions (Chan
2009). As such, the outcome of positive emotions and psychological well-being by
applying personal strengths and virtues in career life may in turn serve as an
important role in preventing burnout while promoting motivation and empowerment.

Based on the above research findings and our practical experience, we recom-
mend the implementation of strength-based intervention and activities in educational
settings. The intervention can facilitate teachers’ paths to sustain positive affect and

Fig. 11.2 The three key
strengths (Ho et al. 2015)
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enhance emotional regulation, which in turn promote both resource building and
involvement with approaching goals (Elliot and Thrash 2002; Lyubomirsky 2001).

Our strength-based interventions emphasize and encourage teachers to “Change
your lens, spot the strengths”. Csikszentmihalyi et al. (1997) recognized teachers
with the ability to spot students’ strengths that the students may not be aware of or
notice. This recognition may potentially promote new areas of interests and passion.
The ability of shifting attention from negatives to positives and changing from
focusing on weaknesses to spotting strengths, may (a) help teachers to maintain and
nurture their passions in teaching; (b) value more on the intrinsic rewards of teaching
than external rewards; (c) encourage mastery instead of performance orientation.

Our strength-based intervention encourage the strengthening of all three virtues
as our findings show that individuals exhibiting more of the three virtues tend to
report better subjective well-being (Duan et al. 2012a, b). In our programme, the
development of the virtue of vitality is emphasized. This is because the virtue of
vitality is most significantly related to individual’s life satisfaction (Duan et al.
2012a, b). Further details of our strength-based intervention will be discussed in
later sections of this chapter.

11.4 Hope as a Cognitive Motivational System

“Hope” is becoming more difficult to sustain in face of various social and economic
challenges. This is no exception to teachers who faced climate of lowered morale and
increased demand in the education field. In fact, teachers may be more vulnerable for
losing hope or burning out (Snyder et al. 1997). The increased workload, anxiety,
expectation of stakeholders and perceived little control over outcomes among teachers
may further diminish their hope. We need a feasible understanding and conceptual
definition of hope so that teachers can build and sustain hope practically. Here, wewill
operationalize hope and discuss its importance as a cognitive strategy.

In cognitive psychology, hope is defined as a cognitive motivational system
(Snyder et al. 1991a, b), involving the process of thinking about one’s goal, the
ability to perceive viable pathways to pursuit goals set and to sustain one’s will in
goal pursuit. In this way, emotions follow cognitions in the process of goal-directed
thinking (Snyder 1994). Based on our practical experience, we recognize that
cognitions play an important role in determining the power of will and motivation
among teachers in pursuing their educational goals. In our model, we emphasize the
construct of hopeful thinking style to boost personal efficacy, motivation and
accomplishment by the application of cognitive strategies that are trainable and
attainable. Under the Hopeful thinking pathway in SHINE, hope is essential in the
awareness of roles and capability as teachers, setting goals, and making plans for
the goals (Fig. 11.3).

First, teachers need to view themselves as capable agents of initiating wills and
implementing ways to pursue meaningful educational goals. Teachers are encour-
aged to exercise their professional judgment to develop pathways with associated
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agency-inducing cognitions. Their awareness should also extend to the realization
that their motivation affects students’ motivation. Motivation in teachers and stu-
dents are related and interactive. Teachers tend to believe that students have low
levels of motivation if their own motivation is low (Gorham and Millette 1997),
affecting students’ learning and achievement (Gorham and Millette 1997). High
agency teachers, instead, influence their students with a sense of motivation,
enthusiasm, and the belief that goals can be attained.

Second, high-hope teachers develop the capacity and future-oriented cognitive
style to set long-range goals (Snyder 1994). Nowadays, it is challenging for
teachers to set and adhere to long-range learning goals as more stakeholders
emphasize performance as an ultimate goal of education, tilting the orientations of
school and teachers. However, research indicated that performance goals set up
maladaptive achievement pattern and increase helpless responses when confronted
with challenges (Dweck 1999). In our training, we recommend schools to create an
atmosphere where teachers and students are more concerned with long-range
learning goals rather than short-term performance goals.

Third, high-hope teachers can work through practical steps to achieve long-range
goals. They desire to learn new skills to tackle difficulties and explore alternative
means to achieve goals.

Through teaching and experiential exercises during workshop, we discussed
with teachers the cognitive model of hope and practical strategies to instill and
promote hopeful thinking style and explore the relationship between hope and
motivation in teachers and students. We will elaborate the details of our hope-based
intervention in later sections of this chapter.

In summary, Snyder et al. (1991a, b, 2002) posited a cognitive motivational
system to highlight the ways how people appraise and pursue their goals would
produce helpless or mastery responses. Rather than focusing and seeking ways
around obstacles, high-hope teachers are clear about their educational goals. Instead
of focusing on short-term goals, teachers are encouraged to establish long-range

Fig. 11.3 Components of
hope
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educational goals (Snyder and Feldman 2000), as meaningful long-term goals on
mastery orientation are crucial for motivated, productive, and satisfying lives.

11.5 Interpersonal Relationship Building by Active
Constructive Response

Interpersonal communication is another pathway for teachers’ empowerment, as
simple as having one to express his/her positive experiences and having responders
to provide active constructive responses (ACR). Gable et al. (2004) proposed a
two-dimension model on communication styles (Table 11.1). The model comprised
of the active-passive dimension and constructive-destructive dimension. Active
constructive responding (ACR) is defined as recognizing and elaborating the pos-
itive news, and giving enthusiastic support when positive experiences are shared.
They demonstrated that engaging with others in ACR style can enhance personal
well-being, facilitate social bonds, and build stronger relationships. A process of
capitalization occurs when one inform another person about the occurrence of a
personal positive event, generating more positive affect. The sharing of a positive
event with others facilitates the discloser to selectively attend to the positive stimuli,
retell, relive, and savor the event. ACR fosters capitalization and savoring of
positive life experiences, prolongs and enhances the experience by increasing its
salience and accessibility in memory (Gable et al. 2004). In short, we teach and
encourage the practice of ACR in the school settings as it can become an effective
means to enhance teachers’ sensitivity to positive stimuli, increase their positive
memories and emotions, so that teachers can extract more satisfaction from work
lives, promote and maintain their motivation.

Teachers, like other helping professionals, have significant mental and physical
demands in dealing with daily routines. Besides, independent teaching in classrooms
limits teachers’ opportunities to share and reflect their experiences. As a result, it is
difficult for teachers to receive regular supervision and positive feedback. Teachers
may feel isolated and helpless, affecting their job satisfaction, morale, andmotivation.

Table 11.1 Gable et al. (2004)’s matrix on communication styles

Constructive Destructive

Active Enthusiastic support
Responds as happy as the sharer
Ask for elaboration
Receiver is validated and understood

Identify problem and point out
potential down sides
Bring conversation to a halt
Receiver feels ashamed, embarrassed,
guilty or angry

Passive Quiet and unanimated response
Conversation fizzles out
Receiver feels unimportant,
misunderstood or embarrassed

Ignore the event
Conversation does not start
Little interest is paid
Receiver feels confused, guilty or
disappointed
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We recommend the promotion of ACR in the school settings. Whether a more formal
teacher support group that encourages teachers to appreciate each others’ work in an
ACR, or adoption of ACR in daily conversation between school management,
teachers and other supporting staff in the school, will energize teachers and promote
their well-being, which can in turn motivate and empower teachers (Table 11.1).

11.6 Notice Both Positives and Negatives

‘Correct mistakes if you have made any and guard against them if you have not.
(有則改之,無則加勉)’ is an old teaching from Analects of Confucius on the attitude
of learning. Teaching and learning inevitably focus a lot on mistakes and negativ-
ities. Focusing only on mistakes, though, will make teachers lose the chances of
appreciating the students’ improvements and progresses. Under the mistake-oriented
atmosphere, coupled with the Chinese characteristic of being humble in general
(Furnham et al. 2001; Gibbons 1983) that does not encourage discussion of one’s
strengths, teachers might miss some chances of appreciating the positive sides in
teaching. Our model emphasizes a balance in perception whereby teachers are
guided to aware the presence of both positive and negative stimuli in most of our
daily life events. Further, teachers are coached to shift their attention from negative
bias towards more neutral stimuli and gear their attention towards positive events.
Under the SHINE framework, we aim to enable teachers to acquire a balanced
perception of the environment, either to see both positive and negative stimuli/events
in the environment (Fig. 11.4). There are two areas that teachers can pay more
attention to, namely strengths and growth, as described below.

Fig. 11.4 Notice both positives and negatives
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Noticing strengths is a part of the Strength-based habit building pathway in
SHINE. Conscious attempts on attention are needed because teachers will need to
spot out not only the conspicuous strengths in themselves and in students, but also
the strengths that have potential to be developed. In the above sections, we have
discussed the importance of hope and virtues as positive psychological constructs.
Apart from having better subjective well-being as discussed in Strengths section,
our research indicated that hope and virtues affect psychosocial well-being directly
and indirectly through attention to positive information, revealing the importance of
positive attention in information processing (Chan et al. 2011, 2013).

Increasing teachers’ sensitivity to aware positive changes is related to recent
research that identified two distinct ways in which one understands intelligence and
learning. Believing intelligence being an inborn trait is said to be a fixed mindset
thinking. In contrast, a growth mindset assumes intelligence can be developed over
time (Blackwell et al. 2007; Dweck 2000, 2007). By definition, adopting the growth
mindset on learning and intelligence will mean seeing more possibilities in teach-
ing. Seeing these possibilities concur with the cognitive motivation system of hope
and would thus motivate teachers. In the course of teaching, teachers can pay
attention to students’ efforts and improvements, then attribute them to the frame-
work of growth mindset. Attention to students’ effort is also a more immediate
recognition of teaching accomplishment that makes teachers feel more motivated
(Tardy and Snyder 2004),

Apart from motivating teachers, attention to growth also encourages students to
challenge themselves more and helps students’ resilience in learning. This would
likely align with long-range goals that hopeful teachers have set. We will introduce
the strategies in our intervention programme on increasing the attention to growth
and strengths in later sections.

11.7 Pathways to Motivation and Empowerment

Guided by the SHINE model, the interventions have been developed and delivered
through three structured pathways, namely Explore, Apply and Rehearse. The
exploration pathway helps teachers to understand key concepts, engaged mean-
ingfully in exploration and reflection through assessments and team activities. The
application pathway encourages teachers to put the new skills and mindsets in
action. Teachers are encouraged to rehearse the skills for growing them into habits.
This section will shed light on the interventions developed to teach and implement
each positive psychological constructs of our model.

We deliver interventions by interactive workshops and 4-week self-help pro-
gramme. Either way, the goal is to provide teachers with the knowledge, tools, and
resources to enhance their motivation, personal resilience, and hopeful thinking
mindset, so they would be better enabled to provide support to their students and
bring impact to the school and community (Table 11.2).
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11.7.1 Interactive Workshop

11.7.1.1 Strength-Based Habit Building

The Brief Strengths Scale-12 (BSS-12) (Ho et al. 2015) is administered to evaluate
strengths in the aspects of “Attitude” (Strength of Temperance), “Relationship”
(Strength of Interpersonal), and “Energy” (Strength of Intellectual). Teachers are
guided to explore their unique character strength profile. As previously discussed,
research indicates that knowing and applying our strengths increases life satisfac-
tion and well-being as well as promoting work motivation and engagement. Such
scientific evidences would be introduced to the teachers.

For cultivating teacher engagement, we provide experiential exercises on
“Change your lens, spot the strengths” to help teachers explore, apply, and build
their character strengths with the team and their students. Teachers would also
engage in other interactive games, self-reflection, and case discussions. The
workshop also taps into the possibility of developing a school-wide
strengths-themed programme that offers teachers and students a shared language
to recognize and communicate the positive attributes and values of one another
(Park and Peterson 2009). With a common language to describe strengths, it is
easier to encourage the use of strengths among their students and colleagues, also
for teachers’ identification and debriefing in their course of teaching. To give
teachers a taste of such environment, we invite teachers to explore their own
strengths through structured activities, for example, describing your best possible
self (Sheldon and Lyubomirsky 2006). We invite them to observe others’ by
teamwork games such as chair-stacking challenge or group 3D puzzle solving
exercises.

We would also discuss with teachers the possibility to adopt these exercises into
school curriculum design. For example, in school retreat camp or in the beginning
of new academic year, teachers are guided to focus on the best possible self as a

Table 11.2 Themes and exercises of 4-week self-help programme

Week one Week two Week three Week four

Target Build strengths Get focused Improve
communication

Enhance relationships

Day 1 = Your strengths
portfolio—part 1
2 = Your strengths
portfolio—part 2
3 = My unique self
4 = Use strength in
new way
5 = Finding my
flow
6 = Dating my flow
7 = Consolidation
and directions

1 = Be presence
2 = Mindful
breathing
3 = Mindful
listening
4 = Mindful bell
5 = Savoring a good
experience
6 = The five-finger
gratitude exercise
7 = Consolidation
and directions

1 = Share
2 = Active listening
3 = Listen to
other’s strengths
4 = Positive
communication
smiley
5 = Smile
6 = Tell me more
7 = Consolidation
and directions

l = Make time
2 = Express
thankfulness
3 = Loving-kindness
meditation
4 = Be a secret angel
5 = Give compliment
6 = Capitalize on
good fortune
7 = Consolidation
and directions
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teacher, aligning their unique constellation of character strengths, personal, and
professional goals to gain a comprehensive and meaningful picture of one’s sig-
nificant role as a teacher and caring professional. The reflection and recognition are
important to fuel teachers’ motivation and empowerment. We close the section by
reminding teachers the habit of strength spotting and sensitivity to positive attri-
butes can be strengthened along with practices.

11.7.1.2 Hopeful Thinking

Hopeful thinking represents the ability to perceive viable pathways to pursue the
goals set, sustain one’s motivation in goal pursuit, and stay in hopeful thinking
style. In the workshop, teachers are presented the basic concepts of hope model.
They are shown how to acquire and strengthen the cognitive strategies of hope in a
step-by-step manner, followed by structured exercises that guide them to identify
and prioritize their goals in personal and professional lives.

To better relate teachers to apply all these, stories and videos of high hope
protagonists are used to facilitate teachers to learn identifying and analyzing the
element of hope as defined in Snyder’s cognitive model. From these examples, they
also broaden the understanding on how hope components of goal, re-goaling,
waypower, and willpower have generated adaptive and positive functioning and
achievements. As hopeful cognition can be acquired through systematic training
(Cheavens et al. 2006; Pedrotti et al. 2008; Snyder et al. 2002), we believe it is
important for teachers to equip these skills so that they are better prepared to offer
guidance and coaching to promote hope among students, along their personal
empowerment and strengthening of hopeful mindset.

Student cases are also discussed to provide new perspectives for teachers to
reframe the concerns presented in the cases. They are encouraged to integrate their
learning in this section, to use the hopeful thinking framework to notice strengths
within the students, then help them set goals, derive alternative routes for goal
attainment, with a high agency cognition.

11.7.1.3 Interpersonal Relationship

Creating supportive and positive relationships are vital to motivate members in the
school. Research-based practice of giving an active constructive response when
someone shared positive news facilitates positive emotional exchanges, nurtures
close connections and builds relationship resources.

ACR is introduced to teachers through video demonstrations (The Women’s
Foundation 2014) of four different responding styles in Gable’s communication
matrix. An example line of ACR response demonstrated in the video is “I am happy
to hear your great news. Thanks for sharing with me. I know that you practice hard
and now it’s paying off. I can’t wait listening to your new song. Tell me more about
it!” Research supporting the importance and benefits of ACR is then being covered.
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Teachers are guided to practice active listening and responding to good news
respectfully through role-plays that depict each of the four ways of responding and
discuss in small groups what kind of reactions and responses are considered as
“active”, “passive”, “constructive”, and “destructive”. Practice of ACR facilitates
positive connections with others and attends to others’ inherent value. We rec-
ommend the following five steps SMILE skills in practicing ACR in daily
communication:

1. Start with observing and listening
2. Mind your non-verbal responses
3. Intend to ask questions about details
4. Let us relive the experience and savor the positives
5. Express your appreciation and encourage strengths use.

Communication by means of ACR allows the discloser and responder duet to
benefit through reliving the experience and positive emotions. Fredrickson (1998)
opined that positive emotions contribute to the broadening of the thought–action
repertoire, widening of attention as well as building more trust and personal
resources. The section is wrapped up with these research findings.

11.7.1.4 Notice Both Positives and Negatives

Videos to demonstrate cognitive bias from “Surprising Studies of Visual
Awareness” Vol. 1 & 3 are shown to develop awareness of teachers’ positive and
negative attentions and selective attention. Teachers are given exercises to learn to
direct their attention to the positive experiences—for instance, the exercise of
“savoring a good experience”. They are encouraged to intentionally explore an
experience by noting the experience in detail and reflecting on the good aspects of
the experience. In addition, teachers would engage in the “gratitude exercise”
(Emmons and McCullough 2003) to count and write down their blessings over the
week, which guide them to turn the appreciation of simple things in life into a habit
of perceiving positive stimuli. Teachers are then encouraged to share a positive
experience and engage in the capitalization process by following the five-step
SHARE strategies:

1. Slow down and direct attention to the positive experience
2. Have the experiences shared in details including different senses
3. Amplify or prolong the duration of positive feeling
4. Remember current or anticipate future positive events
5. Express thankfulness.

During the capitalization processes, teachers shift their attention to the positive
stimuli, relive, and savor the experience, and consequently enrich the memory with
better sense of fulfillment and more positive meanings. We further direct teachers to
pay more attention to strengths and growth, as outlined in the SHINE model. In the
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workshop, teachers engage in video analyses, story telling and peer sharing, so they
have opportunities to practise mindful listening and pay attention to the identifi-
cation of strengths and growth.

11.7.2 Self-help Programme

The self-help programme (Mak et al. 2014) in length of 28 exercises, aims to
provide research-based tools and resources for students and teachers to learn and
practice the pathways of SHINE at their own pace and preferences, with a suggested
course timeline of 4 weeks. The programme is accessible online or at hardcopies,
with research-based tools and teacher resource kit available as well.

Based on SHINE, the self-help journey starts from enhancement of
self-awareness in positive perspectives, to cultivation of positive attention, followed
by savoring of positive emotional experiences exchange and conclude by ACR
positive communication. Each topic has approximately 7 days of exercises in varied
forms. After each exercise, there are different “to-do” items for the participants to
complete, varying from invitation of friends’ input on character strength to
self-administered mindfulness exercise.

To facilitate participants’ understanding of the programme framework and core
psychological constructs, three group meetings will be arranged. The first meeting
is held before the start of the programme. It serves the purpose of familiarizing with
the population of self-help programme user and identification of those that might
need extra help. The second meeting, in the middle of the programme, spends more
time in exploring challenges participants face while using the programme.
A sharing session is also included for them to share tips and experiences among
themselves. The third meeting is set after the completion of the programme, with a
purpose to consolidate the participants’ learning. These meetings, especially the last
one, also serve to motivate them to adhere to the daily exercises suggested by the
programme.

11.8 Summary and Conclusion

This book chapter reviews the theoretical ground of the integrated approach to
empowering teachers’ motivation in their job. An empirically based SHINE model
to guide intervention for teachers’ empowerment is proposed. The SHINE model is
a novel model being developed by the authors of this chapter and we believe that
this model is unique in the world. The SHINE model can be incorporated into
curriculums for teachers’ training or conducted as separated on-the-job training
programmes.

While the education system, its stakeholders and the environment are inter-
twined, the situation that teachers are overloaded and occasionally burned-out
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would not have any immediate solutions, our approach attempts to bring valid
positive psychology applications to teachers and their school settings. We believe
that successful interventions on teachers at a personal level would facilitate adop-
tion of bigger changes and improvements on institution level.

We acknowledge the limitation that our integrated intervention protocol is not
yet independently supported by research. However, with the theoretical basis
behind each exercise, and the initial positive feedback from the 19 schools and 1000
teachers involved, we are confident this package is addressing teachers’ need in
self-development and in better recognizing their students’ achievements, which in
turn empowers them. Workshops and the self-help programme were fine-tuned
along the implementation at the 19 schools to better fit in the context of teachers
and schooling. After all these amendments, the next step would naturally be the
systematic and statistical study and evaluation of the efficacy of the programmes.

Further extension of our approach could be on the integration of SHINE into the
themes or curriculum of schools. By bringing these concepts to an institutional
level, there could be more possibilities on the scale and efficacy of the approach. As
our intervention involves a lot of interactions between teachers, another possible
next step could be an integration with technical solutions such as mobile apps or
websites to facilitate participants forming peer groups for their personal and pro-
fessional growth.
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Teacher Empowerment:

Teacher Responsive Teaching and
Learning Initiatives



Chapter 12
Teacher Responsive Teaching
and Learning Initiatives Through Action
Research

Mary Koutselini

Abstract Action research facilitates the participatory adaptation of professional
development to the learners’ needs in communities of reflective learning in the
work environment. Research on professional development through action research
(e.g. Reason and Bradbury in Handbook of action research. Sage, London, 2001a)
provides strong evidence of teachers’ and students’ conceptual and actual shifts
from distance to collaboration, participation and responsiveness, and a movement
from teaching as content covering to teaching as reciprocal action and justified
alternative decisions. The RELEASE project is presented as a good practice for
teachers’ empowerment, responsive teaching and learning initiatives through action
research. The project indicated that students and teachers enhanced their learning,
which resulted in new skills, strategies and communicative attitudes. Moreover,
teachers enhanced their awareness towards the students’ needs and students were
encouraged to ask questions and reflect on teaching and their own learning.

12.1 Introduction

Results-based educational and curriculum theory does not considerably deal with
the different biographies and world views of teachers and students, although it is
well documented that curriculum change and reform cannot be realized without
changes in teachers’, students’ and researchers’ way of thinking and practices.
Another stream of research points out that a very important variable affecting
teachers’ change is the theory–practice divide in teachers’ teaching; teachers know
the theories but they do not implement them during their teaching. Thus, educa-
tional change and teaching reform cannot be achieved without concomitant changes
in teachers’ and researchers’ thoughts and practices.
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Nevertheless, it is an incontestable fact that teacher development is a powerful
precursor in the teaching practice, which can advance students’ learning results and
teachers’ self-confidence and independence. A number of questions arise from the
fact that despite the frequent in-service training, school and teaching routines do not
change. How can we transform schools into learning communities and theory into
praxis? What can empower teachers to understand their own needs and the needs of
their students? What can change the school ethos and culture from societies of
students and teachers to communities of learning? How can we help teachers gain
awareness of their strengths and limitations in respect to pedagogy? And finally, the
crucial question concerns the best procedure for teachers’ responsive learning and
teaching and how we can transform the imposed effective ‘methods’ to tools of
teachers’ self-understanding and conceptual and attitudinal change.

To answer the above questions we engaged school teachers and school principals
in an action research study in a number of schools in Cyprus. The programme
RELEASE (Project ID: EACEA-521386: Towards achieving Self-Regulated
Learning as a core in teachers’ In-Service training in Cyprus) is presented as
including useful and effective processes for developing teacher self-awareness and
responsive learning. The project was funded by the European Committee, lasted
one school year and was aimed at supporting participatory teacher professional
development and changing teaching routines. It is important to note that because of
the project, its participatory procedures at schools have been adopted by the
Pedagogical Institute of Cyprus for teachers’ in-service development.

12.2 Epistemological and Research Foundation

Action research was chosen as the appropriate procedure for teachers’ change,
development and understanding of their own and students’ deficiencies. Action
research, as a cyclical, non-linear process, facilitates participatory development, the
sharing of responsibility for new action and experience-based knowledge (Reason
and Bradbury 2001b). Collaboration, reflection on actions, evaluation and decisions
for new actions and practical solutions in the classroom call for understanding
theories in the context of their implementation.

The underlying assumption is that responsive teaching, which implies reciprocal
responsiveness between the teacher and the student, as well as the exchange of needs
and ideas, cannot be realized without teachers’ liberation from the textbooks—in
other words, from centred teaching. From this point of view, the cyclical incidents of
action research allow teachers to decide, try out and re-evaluate their actions in the
classroom based on students’ responses and the expression of new needs. Thus,
during action research, teachers place students’ learning and their positive and
negative response to teachers’ action at its centre.

Research on curriculum suggests that contextual variables in the school and its
environment, along with what teachers think and do, are so important that general
recommendations sacrifice individual reality for the sake of prescribed routines
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(e.g. Doll 1993; Pinar and Reynolds 1992). These routines prevent responsiveness
and the learning of both students and teachers.

From that point of view, action research promotes reflective learning and par-
ticipatory professional development through adaptation of the procedures and
content of development to the learners’ needs in communities of reflective learning
in the work environment. Research on professional development through action
research (e.g. Reason and Bradbury 2001a; Koutselini 2010, 2015) indicates a
conceptual and actual shift of participants from distance and individuality to col-
laboration, openness and exchange, and a movement from low trust in their own
and colleagues’ choices to self-confidence, responsive teaching and learning.

Empowerment of the participants is the result of gaining awareness of all the
elements of the context’s impediments and the personal constraints that prevent real
change and responsiveness. The reflective paradigm of teachers’ development (Carr
2004) is founded on the principle that teaching and learning must be constructed in
a personal and meaningful way which must be constantly developed and adjusted in
order to facilitate justified alternative actions.

The shift from positivistic approaches that promote theories and good practices
that have been implemented in different contexts through ready-made procedures to
professional development as a heuristic, cyclic and responsive endeavour of all
participants in their own school indicates the shift from imposed knowledge to
reflective and participatory learning processes. From that point of view, action
research at schools aims at the personalization of learning and the work culture in
communities of learning, as well as at teachers’ empowerment for professional
development through cyclic introspection and participatory communication.

A meta-modern perspective of education (Koutselini 1997) moves beyond the
borders of the modern and post-modern processes in education and promotes an
emancipatory interest which is opposed to all imposed and instrumental knowledge
provided by ‘experts’, who rarely face challenges within the classroom. Whereas
modern approaches to education result in teachers’ training on theories and
decontextualized trials of implementation without a real connection to classrooms,
meta-modern approaches advocate engagement, reflectivity and communicative
interaction in authentic environments.

From that point of view, action research is a rewarding process in the
meta-modern approach, which supports the reflective paradigm of teacher devel-
opment (Carr 2004; Elliott 1991). It gives meaning to human experiences during
learning without fragmenting the experiences to useful or imposed tasks. Thus, it is
considered appropriate for changing the school culture and developing teachers’
self-regulated skills that respond to students’ real needs. Action research gives
teachers the opportunity to act and judge their actions whilst teaching and not only
post facto, as the modern approaches suggest. Its theoretical foundation has its roots
in the value of emancipation (Freire 1972; Habermas 1972) and the necessity to
understand teaching as a contextual and continually changing endeavour that takes
into account individuals’ interaction in a social environment (Vygotsky 1978).

From a theoretical point of view, it is useful to point out the importance of
reflection for self-understanding. As Gadamer put it (1977: 38): “Reflection on a
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given pre-understanding brings before me something that otherwise happens behind
my back”. Habermas (1972: 208) also elaborated on the concept and process of
self-reflection: “Self-reflection is at once intuition and emancipation, comprehen-
sion and liberation from dogmatic dependence”. Thus, teacher empowerment for
professional development cannot succeed without reflective practices that set
teachers free from the technical implementation of the curriculum and allow them to
test new ideas in their own context (classrooms).

12.2.1 The Study

Twenty-six primary schools voluntarily participated in the RELEASE project,
which aimed at promoting teachers’ development at schools through action
research. The construction of a reflective and responsive situated learning envi-
ronment was considered as one of the most important presuppositions for teachers’
and students’ participatory development.

Researchers and teachers shared the challenge of the action research procedure
as a means to improve communication between teachers and students in order to
empower teachers to respond to the needs of students with ‘problems’ in mixed
ability classrooms. The aim of the study was defined by the teachers who volun-
tarily participated in the project. Each school decided the specific problem which
was to be anticipated. The most popular topics identified were: (a) the implemen-
tation of differentiation of teaching and learning; (b) language teaching to meet
differentiated needs; (c) conflict resolution at schools; (d) co-operative learning for
enhancement of cognitive results; and (e) students’ misbehaviour.

Researchers from the University of Cyprus and trainers from the Pedagogical
Institute periodically visited schools and discussed various issues with the partici-
pants, thus encouraging the continuation of the procedure and providing support for
teachers’ decision-making and action. From the very beginning it was explained to
the principals of the schools that their role was to support teachers’ meetings,
encourage participation and value their efforts and actions.

Teachers met weekly for three months in order to encourage reflection on action.
All participants kept a diary of events and thoughts recording their daily interaction
with students, as well as their feelings about group meetings and the procedure of
decision-making.

Observations in the classrooms at the beginning of the project indicated that
teachers’ roles had been reduced to covering the textbook content without any
action to respond to real and differentiated students’ needs. In these cases, textbooks
function as mechanisms of teachers’ pedagogical alienation that prevent empathy
and responsiveness. Moreover, the practice–theory divide was evidenced in every
classroom. Teachers were knowledgeable of theories concerning teaching and
learning, and differentiated instruction but they implemented a textbook-centred
approach during teaching: teachers and students followed the text and the activities
in a linear and ordered way, with students sitting in groups without authentic,
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constructive collaboration. Responsiveness among teachers to students and among
students was totally absent from all the teaching settings.

Researchers and principals participated in all cycles of the action research,
learning from teachers’ reactions, thoughts and hesitations. Although they facili-
tated the processes of action research, their reactions were always reflective and
aimed at experience-sharing and reciprocal learning. It was clear to researchers that
their role was to facilitate the process, avoiding instructions that would limit
teachers’ and students’ engagement and responsive decisions. Also, the reflective
and supporting role of principals provided space and time for teachers to have
common meetings at schools. Moreover, principals participated in some of the
meetings and encouraged authentic reflection. The initial feeling of mistrust of self
and others, the reservations about speaking and proposing ideas, began to fade
away.

In the beginning of the project teachers urged for ready-made solutions, indi-
cating a very limited trust in discussions and proposals of alternative actions.
Gradually their self-confidence and motivation increased, especially when during
group discussions the mentors encouraged them to elaborate on some of their ideas
through appropriate readings and action planning.

After identifying obstacles to teacher–student communication, discussions in
groups helped teachers to acquire a voice, to speak out and express their feelings
and hesitations. During these meetings researchers focused on issues that prevented
teachers from ‘seeing’ the classroom, the students and responding to the different
needs of different students.

Moreover, the discourse analysis of their initial written reflections evidenced
their attitudes and implicit theories towards learning and teaching. From this point
of view, students were to blame for their low achievement. Gradually teachers
admitted that their lack of self-confidence for decision-making resulted in routine
teaching, which was considered safe and acceptable since it was broadly imple-
mented. The fact that teachers and schools in Cyprus are not accountable for their
results due to the absence of any accountability system favours routine teaching
which covers the content of the textbooks.

12.3 Responsiveness as a Result of Empowerment

Teachers cannot become responsive unless they are given the power to make
responsible decisions based on students’ needs and to dare to try out new
approaches. To implement an action research project is neither simple nor easy,
since reflection must be genuine and the interplay between action and reflection
must be based on the pedagogical autonomy of teachers that enhances their
awareness. Teaching is seen as ‘praxis’ and experience that gain meaning from the
way participants understand the experience and their attitudes towards it. From this
point of view, teachers and students ‘live’ the experience of teaching and learning
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as a unique and ongoing process within which they understand themselves and
others and gradually become able to communicate, to share and to care.

Participation of the researchers and mentors in the reflection groups in school
contexts encouraged the exchange of ideas, knowledge and positive attitudes
towards new approaches. Constructive feedback through reflection in groups cul-
tivated positive attitudes and improved the classroom learning environment,
reflective lesson planning and student–teacher communication. Gradually teachers
and the principal of each school developed a commitment to their task: the
improvement of teacher–student communication that results in learning.

Teachers’ motivation and willingness to participate, as well as the results
obtained, were greater in schools where the school principals supported and valued
teachers’ initiatives, participated in the meetings of reflection and new action,
acknowledged the project’s importance and contributed in the pedagogical dis-
cussions. The research suggests that trust building, teamwork and collaboration
between teachers and school principals cultivate professional culture and improve
quality (e.g. Snoek and Moens 2011). Hargreaves (1998) also underlined the
importance of a trusting environment that enables teachers to take responsibility for
their actions.

Action research proved to be a rewarding developmental procedure for teachers,
principals and mentors; since only in authentic collaboration and reflective meetings
can they develop their pedagogical ability and succeed in transforming knowledge
into practice. Participation in action research can transform teachers into
pedagogues-learners who gradually gain self-confidence and reject ready-made and
undifferentiated solutions to classroom ‘problems’. It is important to consider that
the empowerment of different teachers with different attitudes, experiences and
knowledge demands the differentiation of teachers’ development.

Action research proved to be a rewarding developmental procedure for students
too, as the improvement of their performance in terms of participation and
achievement was evidenced in their daily communication and assignments, and in
teachers’ diaries and reports. The most important thing was for teachers and prin-
cipals to deliberate on (liberate themselves from) the teaching of textbooks, and for
students to express their difficulties, personal constraints and informal evaluation of
the classrooms’ communication and learning climate.

During group reflections teachers decided what they should change and what
activities to try out in order to become responsive to the students’ real needs; they
were interested in the results of their interventions and they cared about students’
attitudes towards their teaching, learning and the classroom environment.

Teachers’ responsiveness and discussions inspired colleagues at schools.
Whereas at the beginning of the project only one group of three teachers from each
school participated, during the action research the majority of teachers in 20 out of
the 26 schools joined the initial group and participated in the actions and reflections.
Consciousness and the valuing of teachers’ pedagogical autonomy are the corner-
stones of teachers’ empowerment. Teachers discover their power to empower each
other and to plan and enact effective teaching in mixed ability classrooms and to
deal with the school’s and students’ problems.
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Action and reflection through action research transformed teaching into a
decision-making process and empowered teachers to take responsible decisions
with the criterion being their students’ learning and well-being.

Communication in ‘communities of learning and practice’ suggests a
non-isolated individual development. It is well documented (i.e. Brown and
DuGuid 1995; Cochran–Smith and Lytle 1999; Cochran–Smith 2003) that inquiry
learning communities facilitate professional development and a re-examination of
teachers’ and principals’ role and actions. The interplay between action and
reflection becomes an empowering developmental procedure, which gives teachers
the opportunity to evaluate their decisions and re-construct previous meaning.

Eraut (2000) argued that knowledge in education is situated in and grows out of
a context. If knowledge and learning are indeed situated, then the most effective
in-service education will be contextualized and situated in authentic classroom
practice. Today, it is widely accepted that some of the most powerful professional
learning occurs when there is the opportunity to be part of a learning community, an
inquiry community.

Teachers enter education programmes and schools with explicit and implicit
conceptions about their role as teachers and they can be very persistent in holding
certain beliefs and misconceptions. Reflection in communities of learning provides
teachers with the unique opportunity to negotiate their beliefs and change mis-
conceptions through discussion, decisions and actions, reflections and new actions.
In the final analysis they try out their ideas in the classroom and either abandon
wrong conceptions and approaches or enhance processes and ideas. Empowerment
is the result of teachers’ participation in learning communities.

Engaging school teachers in an action research in-service development in
communities of learning is a means of pedagogical self-awareness and responsive
decision-making. Teachers are more likely to be anxious when they are left alone to
change their routines; action research as a collaborative procedure should be
regarded as an effective tool for empowering teachers to feel safe to share fears,
hesitations and ideas. The cyclical, reflective developmental process proved to be
effective for the emancipation of both researchers and teachers, who changed their
attitudes towards and their concepts of teaching and learning.

It is also necessary to focus on the role of principals for the construction of the
communities of learning and the implementation of action research at schools.
Theories that argue for the profiles of effective principals without considering their
pedagogical roles for developing their own and teacher leadership seem too sim-
plistic to provide solutions to the complex problems encountered in contemporary
schools and teacher education. It can be argued that school principals should
receive better training to be able to encourage participation in action research at
schools. School principals, if properly informed and developed, can dramatically
help towards the upgrade of professional participatory development at the school
level, because they can motivate teachers and facilitate discussion, co-teaching,
co-planning and peer observation. The role of principals is evidenced in the
teachers’ discourse at the end of the school year: “without the principal’s support it
would have been very difficult to become involved in time-consuming activities and
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meetings”; “the principal’s involvement facilitated collaboration and reflection”;
“principals valued the project and supported the duration of the endeavour”; “the
principal ensured that reflection, collaboration for action, and peer classroom
observation will not stop”; “it was important that the principal participated as an
equal member of the group and participated in the mutual learning and sharing of
ideas”.

The RELEASE project had multi-level positive implications. Teachers and
students experienced teaching as a lived experience subject to retrospection that
provides insights for responsive decisions and action, a process that helps partici-
pants actively understand each other and build new knowledge. Also, students and
teachers enhanced their learning, which resulted in new skills, strategies and
communicative attitudes. As reported in teachers’ diaries, “students’ participation
increased significantly”; “before the start of the project, students were asked
questions; during the course students gradually increased the number of their
questions to teachers”; and, finally, “collaborative learning and discussion in groups
encouraged responsive and collaborative reflection”. At the same time, teachers
changed their perceptions of teaching and students’ learning from delivery of
content into response to different students’ differentiated needs; teachers learned to
respond to the readiness of students and students understood that teachers were
ready to respect and give feedback to their own queries and needs regarding the
fulfillment of gaps in previous learning.

However, teachers faced specific difficulties during the project. They referred to
the limited time for coordination and situated learning at schools; the pressure for
covering the content and the slow flow of the activities at the beginning of the
project; the limited time of the project’s implementation. They commented on the
need to liberate themselves from the pressures of time and the achievement of
results. In all the cases they stressed that the principal’s and supervisor’s partici-
pation in the groups’ reflection and their encouragement to remain concentrated on
the project’s cyclical incidents and the responsiveness to students’ needs helped
change their attitudes towards teaching as covering content.

12.4 Conclusion

Today’s educational policies are characterized by a deficit of personal introspection,
reflection and development at the microlevel of education. Teaching consequently
came to be perceived as a set of only measurable and pragmatic skills and tech-
niques. It is strange that policy makers, stake holders and teachers always discuss
what students should know and rarely, why students do not learn; it is even stranger
that policy makers and academics investigate and document the teachers’ theory–
practice divide and rarely, what developmental procedures could change the situ-
ation. The results of the RELEASE study advocate the view that the practice–theory
divide cannot be overcomed unless teachers experience their competencies and
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deficiencies in a dynamic school environment in which theory supports practice and
practice reinforces theory.

Thus, teachers’ empowerment through action research and situated learning at
schools contributes to understanding of teaching as a cyclical endeavour through
which teachers plan and act during teaching, aiming to respond to students’ dif-
ferentiated needs, evaluate their actions and re-plan new actions based on students’
responses, reflection and participation. Pre-defined lesson plans and prescriptions of
experts which are imposed on teachers have proved unable to respond to the real
students’ needs, since responsiveness demands the consideration of students’ dif-
ferentiated and changing reactions.

From this point of view, action research provides new theoretical insights into
both teachers’ responsive development at schools and teacher–student interaction.
Action research promotes a differentiated teachers’ development that counteracts
the imposed pre- and in-service training systems and supports teachers’ initiatives
and responsiveness. In this participatory procedure, teachers exchange views,
reservations and actions, and become more able to take responsible decisions.
Responsiveness cannot be created through technical, closed systems of teaching,
nor by teaching and learning prescriptions that ignore teacher–student reciprocal
communication. It needs teachers’ involvement in authentic contexts, real problems
and a thorough understanding of students’ needs. As a developmental procedure,
action research can promote collegiality and the sharing of ideas and responsibilities
with the people with whom teachers work, and thus effect a situation that changes
the culture of the workplace. In the final analysis, responsiveness and responsive
teaching presuppose cultural changes that value initiatives, self-understanding,
collegiality and responsible decisions which meet identified needs. Development
through action research revisits the Foucauldian ethic as a system of moral prin-
ciples and rules of conduct in communities of persons and rejects routine, decon-
textualized procedures of imposed knowledge.

During the implementation of action research, schools and teachers need to be
supported for participation in a cyclical, reflective process. In this context a part-
nership between schools and universities and/or pedagogical institutes for sup-
porting mentoring and collaboration for changing school cultures and up-down
training of teachers is recommended. Schools can be transformed into centres of
pedagogy where situated learning could promote collaborative competences and
attitudes for anticipating context-bound teaching and learning.

As a concluding remark, the results of this study advocate that action research—
although a difficult undertaking—proved to be a transformative experience for all
parties involved—participants, teachers, students and researchers. The most
important result was teachers’ consciousness and their gaining awareness of the fact
that “the knowledge is inside us”, as teachers wrote in their diaries in various
different ways. Positive results from their actions enhanced their belief in their own
narratives and educational practice. As one teacher put it: “Better communication in
my classroom gave me the confidence to share my ideas and practices with other
teachers because I now knew that things work”.
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Chapter 13
Teaching and Learning for Real-Life:
The Application of Real-Life Moral
Dilemma Discussion (Re-LiMDD)
for Classroom Interaction

Vishalache Balakrishnan

Abstract One of the ultimate aims of education is ensuring that knowledge, skills
and values learnt in school is applied in real-life by students. It is essential that
teachers have knowledge of who they are educating rather than fill up the empty
vessels that come to them every year (Freire in Pedagogy of the oppressed.
Continuum, New York, 1986). The need to prepare a platform for students to be
able to bring their real-life into the classroom and vice versa is the ultimate aim of
global education. This chapter explores the use of real-life moral dilemma dis-
cussion (Re-LiMDD) in the teaching and learning process. It explores the process of
resolving real-life moral dilemmas in social studies classroom and alternatives in
non-social studies context. It critically analyses the Re-LiMDD process and the
different components necessary to adapt such a teaching and learning strategy in the
twenty-first century classroom for effective classroom interaction. The argument
here is linking students real-life with content learnt in school encourages deep
learning and equips students with higher order thinking skills (HOTS) in a natural
and authentic process. It is suggested that teachers adapt Re-LiMDD in their daily
teachings to resolve everyday issues occurring in the classroom; it can be directly
linked with the content of the subject or with classroom relationship.

13.1 Introduction

Teaching and learning is a reciprocal activity which in traditional conventional
understanding was teacher teaches and students learn. However, in recent years the
notion of teaching and learning has taken a wider scope and it is no more a one-way
track or teacher filling students with information as if they are hungry jugs waiting
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to be filled. Rabindranath Tagore, the great Bengali Nobel Prize winner for liter-
ature and poetry told that true education can never be crammed and pumped from
without; rather it must aid in bringing spontaneously to the surface the infinite
amount of wisdom which is within oneself.

Knowledge, skills and values are three main components which most education
system in almost all nations is striving towards to. It entails the need to develop
holistically every child that starts an education journey first informally within the
home environment then formally in the school and university environment. Within
each stage, there are approaches and methods to provide knowledge, built skills and
instil values in each and every child. The concept of ‘No child left behind’ is not
just focussed on the paper chase for grades and excellent examination results but
also to ensure that every child is allowed to develop and mature in their own
capacity and attain knowledge, skills and values to a certain level suitable to their
own cognitive, emotive and spiritual growth.

Technology boom has become the current talk in every phase of life. Teachers
are mesmerised with the ample knowledge that students have based on their internet
search and world view knowledge that they obtain in a touch of a finger, let it be
from their computers, smart phones or tablets. Teachers are also challenged by the
numerous questions asked by students during the teaching and learning process. If
teachers are going to only focus on what they want to teach which is clearly
prescribed in most top-down education system, then there starts an issue of inef-
fective classroom interaction.

Thus one alternative way to encourage effective classroom interaction is to link
students experience with content taught in the syllabus and encourages deep
learning in the use of real-life moral dilemma discussion (Re-LiMDD) in the
classroom.

13.2 Classroom Interaction

Classroom interaction is the most essential space and time that involve effective
communication between teacher and students and students and students during
teaching and learning process. These interactions can exist in two forms. One is
during the formal teaching and learning where activities such as brainstorming
sessions, group discussions and pair work make up the formal aspects of teaching
and learning. As for the other times, project work, service learning becomes part of
the informal learning or outside the classroom setting. The focus here is on
activities within the four wall of the classroom. It is a challenging task for the
person called ‘teacher’ to ensure that every student in class is receiving knowledge,
upgrading his or her skills and improving where values of egoism and utilitarianism
is developing within and without.

In order to ensure that classroom interaction is effective, there are several
characteristics that it should contain. This is also in line with characteristics for
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twenty-first century effective education. How to get students interacting in the
classroom? Whatever is conducted should be meaningful, exciting, make sense to
the students, provide some sort of connection with their own pool of knowledge,
skills and experiences, create curiosity every time something new is being taught
and is applicable to their own daily life either directly or indirectly. Such charac-
teristics might lead to deep learning which is aimed by most curriculum and edu-
cation system globally.

When students go through the learning and teaching process, they might get
bored during the teaching and learning process. Factors leading to boredom include
one-way process, top-down approaches without meaningful interaction and con-
nections with students by teacher, and many more which makes the distance apart
when students find it a tedious task to connect new knowledge, new skills and new
values learnt which does not connect with their own real-lives.

13.3 Real-Life Moral Dilemma Discussion (Re-LiMDD)

Teachers bring cultural perspectives, values, hopes, and dreams to the classroom.
They also bring their prejudices, stereotypes, and misconceptions to the classroom
(Cochran-Smith 2004). Re-LiMDD is an alternative method of teaching and
learning which encourages every single student to look forward towards the
learning process as it involves them within the teaching–learning sphere. Students
become the centre focus of teaching and learning and whatever is taught is linked to
their own real-lives. It provides a connection and makes them excited and curious to
know more.

13.3.1 Dimensions of Re-LiMDD

Re-LiMDD is made up of four components. All four components are interrelated
and are the basic pillars to the foundation of Re-LiMDD. They include content,
pedagogy, empowerment and participation (Fig. 13.1).

Fig. 13.1 The four
dimensions of Re-LiMDD
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13.3.2 Content

The content for this method of teaching and learning can be anything related to
social science subjects that teachers present in the classroom. Content for
Re-LiMDD is simply the real-life moral dilemmas provided by the students. For
example: in a Geography lesson if teacher is teaching about environment, pollution
and sustainability, students own examples of their local environmental issues can be
part of the class discussion. In order to allow some system within the lessons,
thematic forms of discussion should be arranged within the teaching and learning
duration to ensure the bridge between the syllabus and the content. Currently most
syllabus in schools spell out comprehensively the content areas to be learnt which
leaves little or no space for students to express themselves or link the content matter
to their real-lives.

13.3.3 Pedagogy

The pedagogy for Re-LiMDD is dialoguing, discussion, active interaction and
engaging in critical thinking process. Re-LiMDD pedagogy is transformative in
nature and encourages the development in students’ knowledge, skills and values in
an authentic and natural way. Decisions made need to be reflected upon. In other
words the pedagogy for Re-LiMDD should allow reflective decision-making with
either collaborative and/or personal moral action. This is essential for the
twenty-first century as the whole world is becoming multicultural in nature where
students are required to understand their social and moral responsibility as citizens
in a local and global setting.

13.3.4 Empowerment

In order to implement Re-LiMDD effectively, power sharing is essential. It is a
reciprocal process between students and students, and teacher and students. Each
group should feel safe, comfortable and confident that they have equal power and
privilege to voice their critics, opinion, arguments and suggestions. When students
from different cultural backgrounds or even same cultural backgrounds come
together, they have different ideologies about moral conflicts and how to resolve
them; the need to engage in dialogue allows the voices of students to be heard.
Students in current digital era have multiple resources for knowledge, skills and
values which they pick along the way formally or informally. Thus, teachers are not
merely knowledge transmitters but educators who prepare a platform for students to
share their thoughts and be transparent to share power with students. Teachers also
prepare the space and avenue for students to collaborate and cooperate among
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themselves to resolve issues and daily moral conflicts. The notion of power sharing
is important and students tend to listen and dialogue better when there are fewer
constraints from the teacher exercising an authoritative role.

13.3.5 Participation

In Re-LiMDD, students take on an active, critical participant role. There are
moments when students become the capable peer (Vygotsky 1986) who leads the
group discussion. It all depends on their life experiences and funds of knowledge.
No student comes to school as an empty vessel and their learning becomes
meaningful when their own knowledge, skills and values are tapped, challenged
and questioned. Through a two-way process, it becomes natural for different stu-
dents to take the lead. Teachers can take the lead if students lack the expertise.
Active participation leads to divergent thinking and students benefit from various
ideas which lead to creativity and higher order thinking skills (HOTS).

13.4 Process of Re-LiMDD

The Re-LiMDD takes place during the classroom interaction where there is bound
to be the teacher and students. This process is developed based on a four-stage
model adapted from Tharp and Gallimore (1988) who used a four-stage model of
Zone of Proximal Development to show how children develop speech and language
and their model was modified to fit in the Re-LiMDD within a collaborative group
which is called Zone of Collaborative Development (ZCD). ZPD in social studies
subject such as moral education can be seen as the gap between what students can
morally decide and accomplish independently and what one student can achieve
with the guidance of a more capable peer (Fig. 13.2).

Vygotsky (1986) introduced the notion of ZPD in relation to learning and
development. It is based on his theory that learning is, at its core, a largely socially
mediated activity, and that real learning takes place in students’ ZPD. According to
Vygotsky (1986, p. 188), “What the child can do in cooperation today he can do
alone tomorrow. Therefore, the only good kind of instruction is that which marches
ahead of development and leads it…”.

Vygotsky (1978) conceptualised ZPD as a way of viewing what students are
coming to know. The key to this approach is Vygotsky’s claim that in order to match
instructional strategies to a student’s development capabilities accurately, what must
be determined is not only his or her “actual developmental level” but also his or her
“level of potential development” (p. 86). The actual developmental level reflects what
the student knows and is able to perform at the moment. But Vygotsky argued that it
“only captures mental functions that are fully formed, fully matured, fully completed
—the end products of development” (Vygotsky 1978, p. 86).
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Vygotsky’s framework indicates that after a student receives instructional sup-
port from someone more capable in that particular situation, the student internalises
the new idea, knowledge or skill and is more able to perform without help in the
next similar conflict or problem-solving situation.

However, in current multicultural situations in many classrooms around the
globe, Vygotsky’s ZPD seems to be quite outdated and would be more relevant to
use a ZCD approach (Balakrishnan and Claiborne 2012).

13.5 Zone of Collaborative (ZCD)

ZCD would fit well into the twenty-first century teaching and learning for several
reasons. Firstly most social studies teaching and learning takes place in a collab-
orative environment within the four walls of the classroom. Most of the time,
students would be collaborating with other students and teachers to acquire the
learning outcome within each subject.

Second, the backgrounds of students are diversified. They come from different
cultural and religious backgrounds. ZCD encourages the participants to use their
cultural backgrounds and differences to express themselves during the Re-LiMDD.
ZCD would therefore also provide the opportunity for students and teacher to learn
from each other’s cultures and experiences because of the equality in power sharing
implicit in the process of collaboration.

Third, it is quite natural and intended that the real-life moral dilemmas would
emerge from the students. The dilemmas might cover a vast area of issues that
students would be looking into in a collaborative manner. ZCD has the potential to
encourage students to be responsible for their own dilemmas and that of their
friends. Rather than ‘correct’ solutions, students would develop a shared moral
language as aspired in the Re-LiMDD philosophy.

Fig. 13.2 Modified version of Tharp and Gallimore’s Four-Stage Model of ZPD (1988) relevant
to the teaching of social studies
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Finally, ZCD fits neatly into the methodology of the avenue to listen to the
voices of the students. They would be collaborating and hopefully identifying moral
solutions based on their own capacity and with the help of their capable peers, i.e. in
a ZCD.

13.6 Process Involved in Re-LiMDD Within the Zone
of Collaborative Development (ZCD)

The model below is constructed to illustrate the process involved in ZCD. This
model is generic in nature and can be utilised in any RE-LiMDD process. But what is
unique about it is the notion of being sensitive to contextual complexities when
students undergo the process of ZCD. The process becomes the method by which
dilemmas are analysed in the context of a respectful, caring relationship. Throughout
the process, there is a need to build a safe environment for the students to operate in
and to be able to resolve dilemmas without being threatened (Fig. 13.3).

The strength of ZCD is that the characteristics of collaboration are applied at
every stage. In ZCD, the cycles of discussion make it feasible for students to come
back together as a group, collaborate and proceed with moral actions where
applicable. Collaboration is the key point here and students share their experiences
and knowledge and obtain help from the teacher or capable peers to resolve the
real-life moral dilemmas. They might progress or regress depending on the support
from them. However, the role of the teacher as a facilitator, a guide and a provoker
settles the weaknesses of students not capable enough to lead the way in the
teaching and learning process.

Fig. 13.3 Process in ZCD for Re-LiMDD
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The whole Re-LiMDD process within the ZCD approach consists of sharing and
collaboration, self-help and reflection, internalisation of values and skills based on
local contacts and constraints, and recursiveness through prior stages when values
conflict.

13.6.1 Sharing and Collaboration

The process of Re-LiMDD within the ZCD begins with building a safe environment
for the students. Here the most practical solution is for teacher to construct a
working agreement (WA) with the students to ensure the RE-LiMDD process
progresses (Balakrishnan and Cornforth 2013). Then it proceeds to the sharing and
collaboration phase. Students share their real-life moral dilemmas and collaborate
with their groups to analyse the conflicts from different perspectives. Capable peers
help in bringing the discussions to greater heights. Based on their experience and
fund of knowledge, the capable peer—who may be an individual, a group or the
teacher—would have skills to resolve any conflict that may arise.

13.6.2 Self-help and Reflection

The second phase of Re-LiMDD within the ZCD begins when individual students
start their own reflections and provide self-help. This has the effect of incorporating
into social studies the religious or cultural dimension based on the background of
the students; until now strangely and sadly lacking in the literature. Students have
their own capacity to reflect and this is given priority in Re-LiMDD. The reflection
process enables students to use their reasoning to think through choices and actions
within the subject learnt. The reflective phase also allows students to compare and
contrast resolutions suggested, resolutions applied and future resolutions needed. It
is an important phase because differences in values and orientations are likely to
disturb thoughts and emotions, but because of the earlier collaboration and coop-
eration phase, students are in a better position to reflect upon the conflicts.

13.6.3 Internalisation of Values and Skills Based on Local
Context and Constraints

The third phase of Re-LiMDD within the ZCD is the internalisation of values and
skills based on local context and constraints. Without being sensitive to local
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context and constraints, knowledge, skills and values can be ambiguous because
ideologies can be very subjective and differs according to different cultures and
ethnic groups. When values are internalised and skills are absorbed during the
process of Re-LiMDD, students become aware of such differences and able to apply
skills based on these differences. Every dilemma faced would be different and
unique in its own way.

13.6.4 Recursiveness Through Prior Stages When Values
Conflict

The processes in this final phase in Re-LiMDD within the ZCD are applicable even
when students are by themselves. It provides an opportunity for students to put into
action what they have acquired and bring the social studies philosophy into per-
spective. The skills and knowledge acquired from capable peers may be applied
directly or indirectly. At times these may not be applicable but the processes of
collaboration, self-help, and internalisation of values can help the students face
other moral dilemmas. They can ask for suggestions from groups of friends or other
authorities. They can practice self-reflection and they can apply the Re-LiMDD
within the ZCD in any other context. These cycles of ZCD repeat themselves every
time a moral conflict is discussed. Vygotsky (1978) related that development of
individuals contributes to the collective development of those around them. It is
essential that developing collaborative relationships is considered in social studies
as it makes students understand both local and global contexts.

13.7 Suggestions for Social Studies Curriculum
for the Use of Re-LiMDD

Based on research and the research findings, I propose a social studies curriculum
which is transformative in nature. It is almost inevitable when dealing with social
systems and social processes such as education that there will be “inherent tensions
between the centre and the periphery of the system” (Ling et al. 1998, p. 38). In
order to implement Re-LiMDD in classrooms, the curriculum has to be transfor-
mative and be able to facilitate the voices of students. There are several factors
which need to be considered in order to enable the practicability of Re-LiMDD in
the classrooms. The diagram below which is designed based on research and
research findings and analysis explains what the requirements are for a transfor-
mative curriculum based on Re-LiMDD.
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13.8 Characteristics of a Transformative Social Studies
Curriculum

The most important characteristic is to reflect students’ voices and experiences.
Without having the students involved, no curriculum can adequately reach out to
the students. The first person and third person in morality in the any setting are to be
taken seriously. Students of social studies need to understand realities and ideals in
local and global ideology, both from the individual and from the third person
perspective.

Based on longitude research, the notion of multicultural interactions is inevitable
in the classroom setting. Without a notion of moral pluralism and allowing dif-
ferences to be practised within the school community, social studies curriculum for
Re-LiMDD might not work. This is because students need to understand differences
and to live successfully within such differences. Notions of tolerance, reciprocity,
and mutual respect are important in creating a multicultural classroom relationship
where students learn about others, the world and themselves.

As demonstrated in research conducted using Re-LiMDD, collaboration and
self/group reflections are two important elements in ZCD. These need to go together
to allow students space for group and self-development. Research findings show
that students presented their real-life dilemmas which were of current times
(Balakrishnan 2012). The rapidly changing global and environmental context and
how students will have to deal with new and very challenging moral discussions are
beyond anything that have been experienced so far. As described in Fig. 13.4,
issues in curriculum should always explore the current times. Re-LiMDD allows
space for looking into current moral conflicts that students face and a more in-depth

Respect ethnic and cultural diversity

Foster multicultural interactions

Reflect cultural diversity

Provide opportunities to develop collaborative and self -reflection

Bridge students’ experience with syllabus

Identify conflict ideals and realities in educational realities 

Explore morality at current times based on current issues

Promote values that support moral pluralism

Develop discussion and decision-making skills

Fig. 13.4 Transformative social studies curriculum in relation to Re-LiMDD
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reflection on how students’ discursive construction of these issues might be
changing would be useful. It is not practical to have a syllabus that focusses on
issues of yesteryear if students of social studies talk about latest and current con-
flicts and challenges.

The use of Re-LiMDD fosters a culture of understanding which has been suc-
cessful in encouraging students to understand and appreciate differences within and
between themselves. This culture enables them to see themselves and others within
a cultural kaleidoscope. In order for Re-LiMDD to work, the social studies cur-
riculum would need to allow space for students to be reflective. Reflective students
tend to resolve moral conflicts in a more holistic way, following through the process
and thinking through the consequences of an action. They reflect upon their actions
and moral choices that they make. The social studies curriculum can provide the
opportunity to allow such processes to take place.

In many countries, subjects have a comprehensive curriculum which becomes
the guide for teaching and assessing the respective subjects. However, for subjects
to be able to use Re-LiMDD as an alternative pedagogy, requires some flexibility in
the curriculum that would enable real-life dilemmas to be brought into the class-
room and also the characteristics mentioned above.

Other than changes required in the social studies curriculum to enable the
Re-LiMDD to work, the classroom is also equally important. Having a good cur-
riculum does not guarantee quality in the classroom. Teacher preparation, aware-
ness and practical training are necessary to ensure that Re-LiMDD works in the
classroom. Most important of all, the notion of change must be accepted by all
parties involved to make Re-LiMDD work within the classroom.

13.9 Social Studies Classroom

Logically, the social studies classroom should reflect the social studies curriculum
as elaborated earlier (see Fig. 13.4). In order for the needs of different social groups
to be met, negotiation and co-operation are necessary factors in everyday classroom
relationships. In order for the students’ voices to be heard, the classroom has also to
be transformative in nature. For Re-LiMDD to become a reality in the classroom
depends on four important factors as illustrated below (Fig. 13.5).

13.9.1 Students

Any student can be a student of Re-LiMDD as long as they are able to collaborate
and cooperate with their peers in class and later self-help themselves. They would
be able to increase their funds of knowledge trough their collaboration with their
more capable peers. The Re-LiMDD within the ZCD process would encourage
students to self-help and later internalise the skills and knowledge learnt. Later they
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are able to use skills and knowledge acquired in their own moral conflicts. The size
of the class is also important in ensuring the feasibility of Re-LiMDD. An idea
group for Re-LiMDD would be seven to nine students (Balakrishnan 2011). If
classes are big in numbers, teacher can break down the class into several groups.

13.9.2 Teacher

The rapport between teacher and students is important in building a relationship of
mutual trust and care for Re-LiMDD. To create rapport in a classroom, teachers
need an honest personal relationship with students (Balakrishnan 2008). It makes it
easier for students to relate and share their moral conflicts with others in the class.
An effective transformative and empowerment curriculum must be implemented by
“teachers who have the knowledge, skills, and attitudes needed to help students
understand the ways in which knowledge is constructed and used to support power
group relationships in society” (Banks 2006, p. 217). It has always been the ideal of
education systems to encourage teachers to engage in dialogue, discourse, and
activities that deepen their level of academic and intellectual maturity.

13.9.3 Real-Life Moral Dilemmas

Real-life moral dilemmas are the most important factor in Re-LiMDD. Ideally the
real-life moral dilemmas are sourced from the students themselves to provide them
with a sense of responsibility to their own conflicts. However, the students can
relate their own dilemmas or source them from media, friends, or anywhere. This
also provides some protection for the students who can present an issue concerning
them, without identifying actual people concerned. The fact that students bring the
dilemma to the classroom allows for open-speech situations free from constraints

Transformative ME 

classroom in relation to 

Re-LiMDD

Students

Real-life moral dilemmas

Teacher

Building a safe environment

Fig. 13.5 Classroom factors supporting Re-LiMDD
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and power relations (Habermas 1984). Students are not in the situation where they
have to adhere to issues presented by the teacher but those based on their own
real-life scenarios.

The primary goal of any formal institution like schools should be to socialise
individuals into the common culture and enable them to function successfully
within it (Banks 2006). Using Re-LiMDD, the avenue to reach such a goal becomes
practical and meaningful to the students.

13.9.4 Building a Safe Environment

Building a safe environment for the students in Re-LiMDD is indeed important.
Students at the any stage are vulnerable to criticisms and it is imperative that during
initial stages of the Re-LiMDD process, the teacher is able to build a safe envi-
ronment for learning and development to take place and to ensure that as far as
possible, students and their families’ privacy/confidentiality are protected
(Balakrishnan and Claiborne 2012). The notion of trust and honesty combined with
the ethics of care and compassion should help a long way with this aspect. Students
are unlikely to relate to or discuss issues with teachers who are authoritarian or who
focus only on examination and syllabus content.

Guidelines for the Re-LiMDD process should be in place and agreed upon in the
event of a difficult closure. For example in most countries, any issues dealing with
drug abuse or child abuse are required by law to be instantly reported to the
authority concerned. Students and teachers need to build a rapport long before
Re-LiMDD can proceed.

13.10 Empowering Teachers and Professional
Development in Applying Re-LiMDD

Pring (1984) emphasises the need for in-service training of teachers in the skills and
strategies which shift the approach from instruction to the facilitating of active and
experiential learning.

Ideally, in-service teachers and would-be teachers would undergo such a course
involving Re-LiMDD as a module to allow them to have the experiential exposure
and knowledge to handle such a method. In Re-LiMDD, teachers should be aware
of their position and their role. Teacher education programmes should recognise
and reflect the complex moral, ethnic and cultural identities and characteristics of
the individual students in the classroom. “Professionalism includes being sensitive
to individual pupils’ needs and abilities” (Taylor 1996, p. 136). If Re-LiMDD is to
function effectively in interactive, effective classrooms, teachers must be sensitive
to students’ needs where cultural and social aspects are concerned.
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Re-LiMDD can be included as one of the approaches for teaching and learning
in all teaching core courses.

13.11 Re-LiMDD in Non-social Studies Context

If understood and applied accordingly, Re-LiMDD can be applied in any subject as
a generic teaching tool. Teacher needs to identify which part of a lesson can she or
he insert the Re-LiMDD approach to provide that link of real-life and what is stated
in the official curriculum document. As long as both teacher and students are
comfortable bringing in a real-life situation to discuss and talk about solutions to the
existing problem, Re-LiMDD can be applied in language, humanities, science and
technology-based subjects.

13.12 Relevance of Re-LiMDD to Teacher Professional
Development

In current times, when focus of education is on the holistic development of indi-
vidual and collective groups of students, there is a need to ensure that teacher
professional development includes Re-LiMDD in their formal and informal train-
ing. By understanding every student’s real-life in the classroom or outside the
classroom, teachers would be in a better position to educate them tactfully.
Re-LiMDD encourages the need to be culturally sensitive and provide the support
that is necessary in the holistic development of the students.

Teacher practice in the classroom becomes more meaningful as power sharing is
an authentic practice in Re-LiMDD. The teaching and learning culture takes a new
dimension as both parties work their way through daily real-life dilemma discus-
sions which is relevant to the subject taught. Students who take responsibility of
what is being taught become more aware of the world around them and are able to
provide thoughts and ideas which links their own experience and wisdom. Teachers
would find using Re-LiMDD useful as students become more empowered and have
self-driven motivation to learn.

13.13 Implications for Using Re-LiMDD
in the Twenty-first Century

Based on research conducted (Balakrishnan 2012), using Re-LiMDD as a teaching
tool proved to be interesting, interactive and collaborative and meaningful.
Interesting here refers to arousing curiosity, attracting or holding attention or
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provoking thought; enjoyable because of activities being varied, challenging,
stimulating and exciting. The relevance of resolving the moral conflicts by sharing
experiences and collaborating with their peers in spite of all the arguments, debates,
laughter, giggles and jokes constituted an interactive, learning environment.
Meaningful here means adding significance, meaning or purpose to somebody’s life
and in this case the lives of students in the classroom.

Re-LiMDD encourages HOTS as students take ownership of what is being
discussed. It increases the effectiveness of teaching and learning within the class-
room and also in project work.

13.14 Conclusion

Education not only involves the head but also the heart and action. A practical way
of nurturing a sense of belonging is through involving students in the
decision-making processes that shape the institutions and environments in which
they spend their time (Thomson 2007). From a cultural studies perspective, culture
is defined as everyday social practice (Kelly 2005). The cultures of students are
interwoven with the family upbringing, their religion, their ethnicity and their local
community as well as their understanding of the nation and the world. Through
Re-LiMDD, such differences can be brought out to be discussed and understood
with clear notions of unity within diversity.

Re-LiMDD encourages such a process to take place within the social studies
classroom and promises a pedagogic space for twenty-first century schools.
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Chapter 14
Infusing Thinking-Based Learning
in Twenty-First Century Classroom:
The Role of Training Programme
to Enhance Teachers’ Skilful
Thinking Skills

Muhammed Yusuf

Abstract The education stakeholders of the twenty-first century stress on the
importance of thinking-based learning (TBL) where instructors are not only teaching
students’ critical and creative thinking (CCT) but also teaching them strategically
and visually how to use the forms of skilful thinking techniques in the content of
learning. TBL highly emphasizes on the types of thinking techniques that directly
lead students to obtain higher order thinking skills. To meet the challenges of the
twenty-first century, current classroom pedagogy should infuse TBL techniques into
their content of learning. Academics should also conduct uncompromising TBL
professional development trainings for teachers on how to apply TBL techniques in
their teaching, since (a) the improvement of students occurs with the empowerment
of teachers’ abilities, (b) the majority of classroom instructors lack of adequate TBL
skills, and (c) they find it difficult to identify where to apply the techniques in
curriculum. This study aims to review TBL-related theories, applications, and
practices in teaching and learning, emphasizing on the importance of TBL profes-
sional trainings to boost skilful thinking skills in school learning activities.
Achieving these skills empowers teachers to infuse TBL into classroom activities
and consequently enhance students’ skilful thinking skills across the globe.

14.1 Cultivation of Thinking in Teaching and Learning

Historically, the cultivation of thinking in teaching and learning is ancient; par-
ticularly in the philosophy of the Greeks, the Islamic Philosophy, Islamic principles
of jurisprudence, Logic, and its assets. According to the model of the behavioural

M. Yusuf (&)
Faculty of Education and Human Development, Department of Educational Studies,
Sultan Idris Education University (UPSI), Tanjung Malim, Malaysia
e-mail: kuanademola@yahoo.com; kuanademola@gmail.com

© Springer Nature Singapore Pte Ltd. 2017
I.H. Amzat and N.P. Valdez (eds.), Teacher Empowerment Toward Professional
Development and Practices, DOI 10.1007/978-981-10-4151-8_14

211



perspective 1960s and 1970s, learning is a result of associations between stimuli
and responses. Therefore, learners are fairly passive participants in the whole
process of learning and they will be rewarded for correct responses and either
punished or forgiven for their wrong responses. The instructional implications of
this theory are (1) identification of some learning behaviours that the students will
be able to master at the end of learning activities, (2) a given assignment or task
should be divided into small parts and easy for learners to achieve, and (3) a given
assignment must be in a logical sequence which leads to complete and expected
learning behaviours.

In 1959, Alan Newell and Herbert Simon introduced General Problem Solving
(GPS). The GPS model worked as a universal learning and cognitive thinking pro-
cess. The GPS model talks about skeptical stances which contain three elements of
classroom teaching and learning obstacles, back to basics, situated learning and IQ. It
was found that teaching thinking worked in many approaches, but it appeared not to
be successful during the first trials of the classroom application. In addition to this,
when the teaching of thinking is too abstract in nature and disconnected, the teaching
thinking is ineffective. Accordingly, effective thinking had less to do with a person’s
IQ, but more to do with what people are alert to and care about. Situated learning
argues that effective thinking and learning take place in concrete physical settings
and social structures while basic learning notices that teaching thinking technique
will be useless if the learner does not have the necessary reading and writing skills.

In 1970s and 1980s, thinking as a cognitive process began where we started to
structure learning activities effectively and guide the students’ mind to deep
thinking processes. Learners were not considered as passive participants in the
whole process of learning. The instructional implications of cognitive, construc-
tivist and memory theories include, but are not limited to the following, (1) mental
and learning association; (2) students’ learning responsibility; (3) previous and
existing knowledge; (4) capacity, nature, and structure of memory; (5) information
storage strategies such as analogy techniques, clear definition, and main points; and
(6) the more the students were able to make a strong connection between previous
and existing knowledge, the better the understanding.

In the early cognitive perspectives, students were moderately passive learners
whilst teachers were dominant in the learning process. This vacuum leads us to
another cognitive theory known as metacognition which is defined as thinking
about thinking. In this perspective, students are actively involved in learning
activities at all levels, and they are aware and the experience of learning moves
from processing to progressing. Noticeably, the metacognitive approach leads to the
establishment of a more specific—proactive approach of teaching and learning
delivery, which is known as thinking-based learning.

In 1950s, TBL was developed to overcome the inadequate outcomes of con-
ventional approaches used in teaching and learning in the classroom. TBL serves as
an alternative teaching solution to one of many criticisms raised, namely that the
traditional approach of teaching and learning was insufficient to prepare medical
students to solve related problems in physics. Noticeably, TBL is being adopted in
some learning organizations to teach learners in a range of different specializations.

212 M. Yusuf



14.2 Thinking-Based Learning Approach

In the thinking-based learning (TBL) approach, teachers not only teach students
critical and creative thinking (CCT) skills, but they also teach them strategically and
visually how to use different forms of skilful thinking skills in the context of
learning. TBL emphasizes on different types of thinking skills such as reliable
sources, compare and contrast, decision-making, parts–whole, the simple–complex
thinking about problem solving, and others. Based on my observations, I would like
to indicate a very unique distinction between the TBL approach and the traditional
approach. In TBL, the instructor must teach students how to think skilfully since
they teach learners how to use grammar correctly for a variety of languages such as
Yoruba, Arabic, or English. They also teach them how to write a flawless essay, and
how to speak politely and professionally in public.

In contrast, it is common practice in many traditional classrooms for teachers to
develop a test or exam questions using Bloom’s Taxonomy without teaching stu-
dents how to use the eight techniques skilfully. For example in the knowledge recall
category, the learners may be asked to list some information, whereas in the
comprehension category of understanding, they may possibly be requested to prove
that the knowledge has been internalized by the illustration and summarization of a
main idea. At the application level, they may perhaps be ordered to dramatize or
demonstrate how the internalized knowledge could be used in other situations. It is
important to note that such teaching style is not an ideal in TBL.

In TBL classrooms, an instructor will no longer come into a classroom and just
ask students to answer a few questions using Bloom’s Taxonomy. He must make
sure that the students possess the necessary skills to do the assignment, and if they
do not, they have to be trained on how to skilfully apply the Bloom’s Taxonomy
analytical skills in their studies. On a whole, the TBL method mainly explores,
provokes, and probes learning potential of the learners in order for them to become
self-directed and intrinsically motivated learners; this then allows them to transfer
the experiences they gained into future life.

In other words, through interactive experiences, thinking-based learning builds
up students’ understanding using thinking skills by ensuring the students work
together or solve a problem individually or execute a given task. A successful TBL
classroom leads students to the achievement of substantive skills of flexible
knowledge, collaborative effort, critical thinking, and problem solving. Thus we can
claim that TBL is the opposite of the traditional approach, as teachers are seen as
learning facilitators who encourage students to seek self-knowledge rather than
mere sources of information. Teachers in a TBL classroom are facilitating CCT
skills among students to constantly think independently and creatively find a
solution to learning problems in their own environment. Ultimately this means that
the TBL ensures the focus of attention of the educators and students are on the
material being taught. This is important as it allows learners to personally experi-
ence learning content or given activities beyond the factual information and
knowledge being taught by the teachers.
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As cited in a considerable amount of varying literature, the conventional
approach results in students only gaining partial surface understanding of materials
rather than recognizing the complex structure of learning materials and assigned
problems. As learners, they are not in the position to transfer the obtained
knowledge or skills in a new situation. This is because many students in the
conventional approach concentrate on memorizing materials for exams rather than
trying to understand the learning materials and use the obtained information suc-
cessfully in another situation. This does not mean that memorization is bad in
education, and it is an excellent and effective approach of learning when it is
tailored to the deep understanding of learning materials. However, TBL aims to
enhance students’ knowledge, competency, deep motivation, and problem-solving
abilities through noticeable class participation and active teamwork. By doing this,
the learners can apply specific skills to gain practical and self-actualized knowledge
allowing them to apply it in future-relevant situations.

It has been observed that students of the traditional lecture modules were less
skilful to deal with problems that arose compared to their TBL lecture module
counterparts. TBL students were reported to retain more acquired knowledge than
those who learnt using the traditional approach. They were better able to recall the
acquired knowledge and apply critical and creative skills in other studies. Studies
on TBL indicated that while using TBL in the classroom, students demonstrated
higher problem-solving skills compared to those who went through the traditional
teaching approach despite both methods equally increasing students’ knowledge.

The implementation of TBL technique is more complex compared to the tra-
ditional approach. Practically, the teachers or instructors in TBL are seen as
teaching facilitators instead of mere tools to transfer a set of knowledge to students.
In a TBL class, students should be allowed by themselves to determine the types of
knowledge needed and choose suitable resources. Students are guided and provided
with the necessary skills and techniques after considering factors such as the stu-
dents’ proficiency level, the difficulty of the learning task and time.

14.3 Thinking-Based Learning Challenges

It has been found that there are some challenges facing the application of TBL in
the classroom. The TBL classroom requires substantial resources such as a
TBL-trained teacher, learning materials, classroom equipment, and other facilities.
Financially, not all schools can afford the needed resource in TBL classroom set-
tings, especially when dealing with a large number of students. This, and the fact
that it is also time consuming, poses challenges to the implementation of TBL
which in turn could damage the effectiveness of TBL. It is also difficult to
implement TBL in a new environment where teachers and students both do not
have relevant skills and their teaching and learning are deep-rooted in the traditional
approach of knowledge delivery. It might be hard for them to see the benefit of TBL
and its educational implications since the exploration of knowledge from a new
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perspective using new practices can challenge educators. When TBL is being
introduced in a new environment, students tend to rely mostly on their teachers to
fully guide and provide complete information on given activities forgetting that the
teachers are there as teaching facilitators. They might perceive the instructor to be
non-helpful. But such sentiments may soon disappear once they get a better
understanding TBL features and its benefits. Thus we may conclude that the TBL
classroom success relies typically on the following factors; the teachers’ commit-
ment to play the role of a facilitator, the identification of relevant areas in the
curriculum for TBL implementation, consideration of students’ needs and their
proficiency and proper structuring of the groups to accommodate all learners for
better discussion and healthy interactions.

For an enhanced TBL classroom interaction, the instructor needs to carefully
divide students into groups, since students show mixed responses towards TBL
techniques. They are also more likely to have a positive influence of TBL on their
learning performance as well as find this approach more enjoyable. Nevertheless,
some students often demonstrate frustration surrounding the formats of TBL. This
translates in them asking some alarming questions such as “what are we supposed
to do?” “how do we do that” or “if you would only tell me what you want, I would
do it” or “Dr, what does this chart tells? or “we are lost”.

Further to this, the application of the TBL techniques in teaching and learning
seems to be difficult for many countries because the majority of classroom
instructors lack TBL skills and consequently, find it difficult to identify where to
apply the techniques in the school curriculum and classroom instructions. Such a
situation is not really surprising since many school authorities, especially in
developing countries, do not seriously take into consideration that students’
improvement in knowledge and learning occurs through the enrichment of the
teachers’ abilities. As a result, the teachers stick only to the traditional approach of
teaching and learning. Thus, a dramatic attitude change must take place at both
higher authority and instructors’ level to move our educational system forward.

14.4 Infusing TBL in Twenty-First Century Teaching
and Learning Classroom

In the model of education of the twenty-first century classroom teaching and
learning, instructors are not only requested to teach students CCT and demonstrate
to them strategically how to use different forms of skilful thinking skills in the
content of learning, but they should also encourage the younger generation to make
a paradigm shift by changing their ways of thinking. They have to think out of the
box of inherent thinking ideas and be able to apply the creative thinking process in
their daily life. Therefore, critical thinking can be defined as the mode of thinking
about content or problems where individuals can professionally check, evaluate,
and improve the quality of their thinking skills. In order to accomplish a given task
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or solve the problems, critical thinking is considered as a rational, reflective, and
analytical skilful thinking that takes learning content apart radically and digs down
to its root.

CCT skills are very important in today’s education. The application of thinking
skills in classroom teaching and learning provides learners the ability to analyse and
solve problems wisely and reflectively. A TBL curriculum incorporates a real
episode of thinking skills that involves a planned, proficient, purposeful application
of appropriate thinking procedures and ways such as parts–whole, compare and
contrast, the simple–complex thinking about problem solving, and others. This
process is designed to habitualize skilful thinking into the minds of learners to
become skilful thinkers who think about how they are going to do the thinking they
want to do before engaging in it. In order to transform students to be skilful
thinkers, the classroom instructor should be skilful at infusing the skillful thinking
into the content of their teaching activities.

Having TBL infused in teaching and learning curriculums will accelerate the
initiation of skillful thinking being practiced in academic settings. According to
diminutive research done on TBL, the use of CCT in teaching and learning pro-
vided many positive effects on students compared to traditional methods, particu-
larly in the development of students’ thinking skills. However, it can be seen that
teaching thinking skills critically and creatively is still not widely applied and
practiced in schools and institutions of higher education since the traditional
teaching techniques are still preferred by teachers and education stakeholders
worldwide. This indicates the need for intensive academic writing and decision-
making support to assist teachers to apply TBL skills and teaching thinking per-
spective into their classroom instructional contents.

The innovation and invention demands of the twenty-first century require new
thinking skills and approaches in teaching and learning in the classroom. The
previous conceptions of learning, skills, minds, and knowledge are no longer suf-
ficient to efficiently deliver knowledge to students and enable them to apply the
obtained knowledge in different situations skilfully. That means that new thinking
skills and approaches in teaching and learning should be structured using
twenty-first-century learning perspectives such as “learning by wholes” that allow
students to experience learning activity “as it would exist outside” learning envi-
ronments. Thinking-based learning covers a number of other teaching and learning
perspectives such as metacognition, constructionism, design-based learning,
project-based learning, and others.

14.5 TBL Professional Development Training
as an Empowerment Tool for Teachers

Professional development has been described as a collaborative learning opportu-
nity to develop human capacity. This can be done in many ways like coaching,
technical assistance, and monitoring. Accordingly, there is a distinction between
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education and training. Education, defined widely, provides individuals with the-
ories, concepts, issues, and arguments on certain areas of knowledge to stimulate
attitude, belief, or behaviour of individuals in the long run while training provides
knowledge and skills needed to stimulate certain tasks. Training programmes
normally yield expected results in a short time.

From time to time, educators have observed that there are many important
theories, skills, and issues that have arisen in teaching and learning environments. It
is also almost impossible for an individual to deeply understand all the theories and
completely master all related skills. Therefore, the need for professional develop-
ment training is essential to improve teaches’ knowledge and empower them with
necessary and updated skills. Since the 1960s, the American educational system
considered professional development training for school staff to be a national
obligatory act. It was done to elevate the teaching standard of teachers and
accordingly to improve the academic performance of learners. The latter is nec-
essary since the underlying common purpose of professional development training
programmes are to enhance the ability of the participants allowing them to perform
well in their jobs and increase their lifelong learning skills. Thus providing TBL
training programmes to enhance skillful thinking skills of teachers is important as it
consequently improves students’ learning outcomes.

As an implication of the study, this paper has explained the role that the skillful
thinking skills training could play in infusing TBL in the classroom. The TBL
training programmes could be used as one of the best practices to empower
teachers’ teaching ability and consequently enhance their students’ thinking skill
performance inside and outside the classroom. This is crucial since teachers
becoming specialists in skilful thinking can be considered as teacher’s best practice
around the globe and “Pedagogy needs to be explored through the thinking and
practice of those educators who look to accompany learners; care for and about
them; and bring learning into life.”

14.6 Summary

The twenty-first-century academic papers show that the traditional concept of
classroom teaching and skills obtained is no longer adequate to enable many stu-
dents to skillfully use the knowledge in different situations. In order to meet
innovation and invention demands of this technological age, an urgent and radical
reformation and transformation must be considered to penetrate the conventional
methods of teaching and learning of mathematics, science, and other subjects in
mainstream education. The present teaching practices should be injected with new
thinking approaches that allow students to experience the classroom learning
activity as it would be in real life.

Since the TBL contains several elements of other teaching and learning practices
such as metacognition and constructionism, thinking-based learning techniques
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should be regarded as transformation tools to empower teachers to reform ongoing
teaching and learning practices internationally. Developing countries should seri-
ously take TBL and other related skilful thinking skills into consideration. Their
educational systems should not miss the needed skilful thinking skills for teachers
to survive in this technological age as they lost the golden opportunity to obtain the
status of developed nations during the era of industrialisation revolution.

Further, educational research is encouraged to intensify its effort to produce a
tested TBL instructional model for twenty-first-century teaching and learning of
mathematics, science, and social science subjects. We are in need of preliminary
first-hand information regarding the suitability of implementing the TBL in the
mainstream school curriculum and in other learning higher institutions. In order to
overcome the challenges faced by many teachers with TBL such as (a) a lack of
adequate skills, (b) lack of preparation to foster thinking skills in students, and
(c) difficulty of identification of where to apply the techniques of the TBL in the
curriculum. Several workshops can be organized for teachers to learn how to build a
better understanding of TBL techniques, how to identify suitable places to apply the
techniques in the curriculum, and how to teach the techniques in the classrooms
successfully. By doing these a strong recommendation can be made to academic
decision-makers to empirically show the vacuum of skillful thinking in the cur-
riculum which will allow them to take radical steps to improve it. This will serve as
a way forward to override the TBL implementation challenges among teachers in
schools.
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Chapter 15
Theory into Practice: The Content
of Pre-service Teachers’ Reflections
in North Cyprus

Anas Musa Ismail and Çise Çavuşoğlu

Abstract Although reflection is usually seen as a practice for in-service teachers,
reflective practices are increasingly becoming popular in the field of teacher edu-
cation as educational and transformative tools. Internship programmes require
interns to reflect on their teaching practices with the aim of improving their per-
formances. These reflections often pinpoint to a gap between what the interns
expect based on the theories they have been introduced to during their training at
the university/college and what they actually observe as ‘best practice’. The fol-
lowing chapter explores what some pre-service English language teachers in North
Cyprus have been reflecting on during their internship programme to understand
how they approach the whole process and whether they use it as a way to empower
themselves. It was found that these pre-service teachers focused mostly on their use
of class activities, instructional materials, classroom management and teaching
methods in their reflections on their practice teaching sessions. Students’ reactions
to the use of particular materials in class tended to influence the pre-service
teachers’ evaluation of their practices in their reflections.

15.1 Introduction

Teacher instruction could be described as adequately professional when it is not
restricted to theoretical jargons, but rather accompanied by some practical works
(Dewey 1904). The practical aspects do not only enrich understanding of the the-
oretical aspects that pre-service teachers are introduced to. They also prepare them
to be ‘skilled practitioners’ as well as “reflective practitioners disposed to examine
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their teaching and their students learning critically” (Shulman 1998, p. 514). This
means that internship programmes for pre-service English as a Foreign Language
(EFL) teachers have a great deal of influence on developing the interns’ profes-
sional practices when they are finally inducted into the teaching profession.
According to Rauduvaite et al. (2015), teaching practice

is such a period of studies when the initial professional steps are made, when the attitude
towards teacher’s activity, rights, obligations and responsibilities is shaped. It is the edu-
cational space where the quality of competencies acquired during the studies is revealed
(p. 1049).

Thus, internship programmes that usually include several practice teaching sessions
in real-life classrooms aim to bridge the gap between theory and practice in teacher
education.

Despite the lack of clear-cut definition of reflection and reflective practices
(Farrell 2012; Gelfuso 2016) and the best reflective practices that aid professional
development (Farrell, as cited in Farrell 2012), pre-service EFL teachers are often
asked to reflect on their professional practices during their internship programmes.
They are required to reflect in different ways ranging from verbal interaction among
themselves and/or between them and their instructors, to putting down their
observations about their practices in a written form. It is often believed that such
requirements will not only help them become aware of their approach to teaching
and learning in general but also empower them by enabling them to become inde-
pendent observers of their own teaching, and thus giving them the power to alter
their practices where/if necessary. They consciously learn through personal obser-
vation and continuously improve on their professional practices via these reflections
(Brookfield, as cited in Cunningham 2001). A good reflective practice indicates the
practitioner’s commitment to a ‘transformative learning’—an indication of the
practitioner’s engagement in careful examination of his/her experience and profes-
sionally backing his/her practices and his/her approach to them (Moon 1999).

Such reflective practices are vital for pre-service and in-service EFL teachers
because they are often perceived as motivational forces by their students and they
contribute immensely in shaping their students’ attitudes towards the target lan-
guage, which is English in this case. Thus, the importance of the content of
reflections by pre-service EFL teachers cannot be ignored as these reflections not
only directly contribute to the learning outcomes of a given teacher training pro-
gramme but also help pre-service teachers shape their eclectic approaches to
teaching. In addition, we believe that analysing the ways that pre-service teachers
reflect on their teaching practices is, in itself, a responsive practice that will enable
teacher trainers to design better teacher education programmes. Hence, this chapter
is dedicated to discussing the typical content of reflective essays written by
pre-service EFL teachers during their internship programme by focusing on the
results of a study which we carried out with such a group of interns at a higher
education institution in North Cyprus. The term ‘pre-service teachers’ is used to
refer to any student who is enrolled in a teacher training programme but has not yet
finalized the requirements of the programme. In other words, they are not qualified
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as teachers yet. Before we move on to discussing the actual content of the reflec-
tions, we will need to set out some of the most recent theoretical models that exist in
the literature related to reflection and teacher training.

15.2 Reflection Models

Several reflection models have been developed by teacher education scholars in the
field of teacher education and training. These models attempt to provide guidelines
and can be used as reflection templates for prospective reflective practitioners.
Pappas (2010) proposes the following reflection model in a popular blog series of
his (Fig. 15.1).

Pappas’ taxonomy is reminiscent of Bloom’s taxonomy of learning. Beginning
from the remembering stage, a reflective practitioner begins by recalling what
he/she did in the class, then tries to understand why is it so important that he/she
remembers it. The person then asks him or herself whether, where and when it
could be done again. At the evaluation stage, the reflective practitioner asks how
well he/she did what he/she has done, which then leads the way to a consideration
of what to improve on at the creating stage.

While Pappas’ taxonomy appears to be abstract in nature, Gibbs (1988) proposes
a more practical model and provides the reflective practitioners with a window to
accessing their personal experiences (Fig. 15.2).

Gibbs’ reflective cycle model provides, more clearly, reflection guidelines at
various stages. Here is a brief description of the processes that are expected in each
stage:

Stage I. Description. In the first stage the teacher describes what happened. Details
of who is involved and the likely causes of the occurrence are often introduced at
this stage. These include the role played by the teacher as well as the students.
Information here needs to be relevant, clear and precise: no unnecessary details.
Stage II. Feelings. At this stage the teacher recalls his/her state of mind during the
event. In other words, the reason why he/she paid attention to that particular event
and his/her feelings concerning its outcome are revised.

Creating: What should I 
do next? 

Evaluating: How well 
did I do?
Applying: Where could I 
use this again? 

Understanding: What 
was important about it? 
Remembering: What did 
I do? 

Fig. 15.1 Pappas’ taxonomy
of reflection (adapted from
Pappas 2010)
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Stage III. Evaluation. Here, the teacher judges what was good and what was bad
about the incident. The teacher critically looks at how he/she dealt with the situ-
ation, evaluates whether he/she dealt with it appropriately or not by answering
questions such as ‘what was the effect of my decision?’. He/she also discusses the
theoretical basis of his/her decision, i.e. if he/she acted upon any.
Stage IV. Analysis. In the analysis stage, the teacher breaks the event into parts and
makes sense of bits of information that made up the event. This is different from
evaluation as teachers make more detailed exploration about the value of their
judgment in the previous stage.
Stage V. Conclusion. By this stage, the teacher has a clear picture of his/her
experience. At the conclusion stage, he/she discusses any possibility of repeating or
avoiding what he/she has done, depending on whether the experience was negative
or positive. Whether he/she could have done or changed something in the incident
is also reflected upon.
Stage VI. Action Plan. This is where the teacher explains how he/she plans to deal
with a similar situation in the future. This may include doing some more readings,
consulting senior colleague in the profession, and anything that will help him
manage the situation if it arises again.

The North Carolina reflection model is somewhat similar to Gibbs’s model
described earlier but different in the sense that the model introduces pre-description
activity to the reflection exercise (see Fig. 15.3). Besides, the model is accompanied
by rubrics to evaluate and classify teacher’s use of the model.

In addition to the pre-description activity, a reflection rubric accompanies the
model, where a detailed step-by-step guide is provided for the teachers to assess
their reflective practices. Teachers are expected to use this rubric to assess them-
selves as well as their colleagues where peer assessment is used (Table 15.1).

Description 
What 

happened? 

Feelings: 
What were you 

thinking and 
feeling? 

Evaluation: 
What was good 
and bad about 

the experience? 

Analysis: 
What sense can 
you make of the 

situation? 

Conclusion: 
What else could 
you have done? 

Action plan: 
If it arose again, 
what would you 

do? 

Fig. 15.2 Gibb’s reflective
cycle
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Fig. 15.3 North Carolina teacher reflection model (North Carolina Wesleyan College, 2012–
2013)

Table 15.1 North Carolina teacher reflection rubrics (adapted from North Carolina Wesleyan
College, 2012–2013)

Score Pseudo-reflective (1) Micro-reflective (3) Macro-reflective (5)

A reaction or retelling
without thoughtful
connection to other
events

Self-awareness of the
writer’s own
meaning-making process
but limited to the
immediate situation or
event

Search for relationships,
connections,
justifications,
consequences, evaluation,
and critical processes

Assertions are general
and not supported with
evidence from
experience, theory or
research

Assertions are specific
and supported with
evidence from experience

Assertions are specific,
supported with evidence
from experience and
conceptually connected

The perspective is
undifferentiated and
general regarding the
needs of learners

The perspective is
multidimensional,
representing more than
one learner or group of
learners

The perspective is
multidimensional in
explaining how the event
can be connected to a
larger conceptual
framework

15 Theory into Practice: The Content of Pre-service Teachers’ … 225



15.3 Source of the Data: An Internship Programme
in North Cyprus

The programme from which we collected our data to describe the content of
pre-service EFL teachers’ reflections was a compulsory internship programme
offered by the Department of English Language Teaching, Near East University,
North Cyprus, for all final year students. The general aim of the programme is to
introduce the pre-service EFL teachers to the real-world teaching experience,
beyond the theories they have been introduced to since the beginning of their
studies at the department.

The programme consists of two parts which span over a period of one academic
year. It comprises of two compulsory courses. Pre-service teachers are assigned by
the Ministry of Education to observe professional practice of an in-service teacher,
who also serves as their tutor, for 30 class hours at a particular school. They are
required to complete a portfolio which is prepared by the course coordinator at the
department. The portfolio contains three sections in which the pre-service teachers
are required to complete specific tasks. In the first section, they are asked to observe
and (a) report about the general structure of the school they are assigned to, the
place of English language courses in the school and the responsibilities of their
tutors and administrators, and (b) outline what they expect from the internship
programme. The second part of the portfolio contains observation tasks and each
task focuses on a different aspect of teaching, such as classroom management,
lesson planning and so on. After the completion of each task, the pre-service
teachers write a focused reflection in which they are expected to critically examine
the practices of the teacher with regard to the focused/observed task. In the third and
final part, the interns write a final report reflecting back on their expectations
regarding this part of the programme and whether or to which extent their expec-
tations have been met. The interns are expected to demonstrate their understanding
of ‘good practice’ in English Language Teaching in their reflections throughout the
portfolio. They are not expected to teach in this part of the programme.

The second part of the programme starts in the second semester. In this part, the
pre-service teachers are expected to further observe 30 hours of classroom activities
in their assigned schools while paying particular attention to the way English
language teaching is being carried out. The interns are required to select five of the
lessons they observed and prepare lesson plans for them. They also write a
reflective essay for each of these observations, in which they reflect on the overall
lesson they have observed and evaluate its effectiveness. During this period, the
pre-service teachers meet with their programme coordinator at the university every
other week and discuss their progress and the challenges they face. The coordinator
uses the contact hour to further guide and advice the interns on these challenges and
provide alternative solutions to the problems they report. It is believed that these
practices will assist them in (a) recapping their theoretical knowledge which they
have covered in the previous years, (b) improving their preparatory practices before
the actual teaching sessions and (c) kick-starting their reflective practices by sharing
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their thoughts and experiences in class. They are also expected to teach twice
during this part of the programme. One teaching session is observed by their
respective tutors at the schools they are assigned to, and the other is observed by a
supervisor assigned by their department at the university. They finally write two
reflective essays, each focusing on each of the practice teaching they have done. It
must be noted that the level of reflective practices among in-service teachers in
North Cyprus is very low. In state schools, teachers are not required to reflect on
their practices. Although some private schools do have their own peer evaluation
systems in place, these can hardly be considered as critical reflection practice. Even
if individual teachers carry out reflective practices before, during or after their
teaching, such reflection is often disorganized, minimal and subconscious.
Therefore, requiring pre-service teachers to integrate reflective practices into their
practicum sessions has implications on many levels. First, as student teachers, they
do not observe their mentors in state/private schools making time for reflection.
Hence, they may develop a sense of reflection being an activity for pre-service
teachers, i.e. students, only. Second, on a positive note, by reflecting on a daily
basis, they may realize the benefits of the activity as they will also observe a change
in their teaching sessions and their students’ reactions. By reflecting on their pre-
vious as well as future performances, they will be able to engage in better
responsive teaching. Third, eventually, it may encourage them to continue reflecting
even after graduation, and therefore make a change in the status quo in this respect.

In the following section, we will be discussing the content of the interns’
reflections and providing evidence from actual reflective essays of a group of
interns in order to present the sort of arguments they presented in order to reflect on
their practice teaching sessions.

15.4 The Content of Pre-service Teachers’ Reflections

The importance of reflection for pre-service teachers has been stressed by
instructors and tutors alike and pre-service teachers are often asked to write their
reflections down in various formats. Yet, since these reflections, in most cases, form
part of the assessment criteria, pre-service teachers are put under pressure to pro-
duce good essays, so they sometimes deflect from reaching the real aim of reflecting
on the practices themselves and become focused on the essays more. As a result,
pre-service teachers may not realize the real reason behind writing their reflections.
Thus, it is important to explore the focus of the reflection of pre-service teachers as
they produce reflective essays on their actual teaching experiences.

The aspects found to be frequently reflected upon by pre-service teachers were
class activities, classroom management, instructional materials and teaching
approaches and methods. In the following sections, reflective practices of the
interns will be analysed and each of these content areas will be dwelled upon with
references to excerpts from the actual reflective essays of some pre-service EFL
teachers following their practice teaching sessions in their assigned schools.
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Class Activities. Our analysis of several reflective essays by pre-service EFL
teachers showed that class activities are of great importance to these interns. In their
essays, they discussed the kind of activities they used, the rationale behind selecting
a particular activity, and whether they achieved the objectives of selecting the
activity. They also evaluated their use of those activities. The following excerpt
illustrates how one intern concentrated on this aspect of his practice teaching and
his reflection on it:

During the preparation progress for the teaching session, I assumed that activities should
include plenty of items so that three activities would be enough to fill the allocated time for
teaching session. Although, the length of the activities was taken into account as an
anticipated problem, the anticipation was not determined correctly (Imran, 1st Reflective
Essay).

In this particular excerpt, the intern first discusses what he assumed the class
activities should have contained; an assumption based on which he selected the
activities for his first teaching session. Even though he took the duration that each
activity would require into consideration while planning his lesson as he claimed in
the essay, “the activities ended up being too long for the allocated time”. Therefore,
this created problems for his time management, and as a result he had to give one of
the planned activities as homework. Imran also acknowledges and reflects on the
deficiency of his activities by pointing out that although he felt the activities were
suitable, they should have included a production activity and this, according to him,
“should be taken into consideration for the next teaching”. Imran seems to have
used his assessment in his second teaching. In his second essay, he reflected on how
he used warm-up activities as his production activities, which created an “oppor-
tunity for communication because warm-up activities usually are done to get
interest or attention of the students to the topic” (Imran, 2nd Reflective Essay). This,
according to him, seems to have worked as the students enjoyed it. Hence, his
reflection activity seems to have been fruitful in this case, as he managed to select
effective activities as well as have better timing for his activities in his second
session.

While Imran seemed to have been independent in selecting the types of his class
activities, Victoria, another intern, explains how she was guided and restricted by
the curriculum in selecting her activities. She chose speaking activities that, as she
stated, were “not difficult speaking activities for the sake of following the cur-
riculum”. Victoria also reported the problem of managing the duration of her
activities but unlike Imran, whose activities were the source of the problem,
Victoria attributes this problem to the students:

The activities allowed all the students to show their potential [sic] and participate.
However, the lesson was only 40 min and some students came 10 min late due to their
lunch break…therefore when students came 10 min late, I had to repeat and lost time. As a
result, I only managed to spend 5 min on the last activity instead of 10 min (Victoria, 1st
Reflective Essay).

Hence, Victoria considered selecting shorter and fewer activities in her next
teaching to overcome this problem. She wrote:
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A solution to this problem would be to choose shorter and fewer activities. This is what
their actual teacher usually does because he knows that the students are always late for their
afternoon classes (Victoria, 1st Reflective Essay).

Zuleiha, another intern enrolled in the teacher training programme of the university,
reflected on the diversity of her activities and her rationale behind this diversifi-
cation. She stated that:

I used a variety of activities in order to provide richer options for the students to practice the
new language. I was aware that the students have short attention spans and because of this I
used different activities in order not to bore the students and to change the atmosphere in the
classroom […] All the students in the class enjoyed doing the activities and all of them
participated. I made the content of the activity relevant and meaningful to my students’
world. I tried to test the same topic with different activities. After the lesson I realized that
one of the activities was very easy. It was the second activity in which the students circled
the appropriate adverb by looking at the picture. The students liked the activity but I
thought that it was an easy one. I should have prepared an activity that is challenging and
slightly beyond their existing proficiency level. I will take this into consideration and
improve it in my second practice teaching (Zuleiha, 1st Reflective Essay).

Using varied activities, therefore, kept the class atmosphere dynamic and made it
impossible for the students to get bored and distracted. Zuleiha, like Imran, reflected
on the effectiveness of using those activities and observed that the students liked a
particular activity she used because the activity was very simple and therefore
expressed her determination to improve on that in her next teaching. However, in
her second essay, Zuleiha did not discuss the difficulty level of her activities, neither
did she mention how she improved her previous activities as she seemed deter-
mined in the first essay. Instead, she discussed the activities she used in the second
teaching in which, again, she appraised the activities and identified her lapses:

I could have involved more students in the speaking activity. I could have asked the same
question to different students and got different ideas from the students. By this way, more
students would have an opportunity to produce the new language that they have learned
(Zuleiha, 2nd Reflective Essay).

Thus, unlike Imran and Victoria, she seemed to be concerned with the students’
involvement in relation to classroom activities rather than time management.
Classroom Management. Classroom management is also a matter of concern for
pre-service teachers. They often reflect on how some aspects of their lesson, due to
their difficulty or ‘enjoyability’, make it difficult for them to control their students.
As an example, Mariam briskly explained that she had to struggle for a conducive
atmosphere for the students to learn what she had to teach:

I found that I really try hard to provide a safe and comfort [sic] environment for my
students to express themselves and their answers comfortably (Mariam, 1st Reflective
Essay).

Despite this open explanation, Mariam did not mention why she had to ‘try’ so
‘hard’ to create that atmosphere for the students. She claimed to have succeeded in
managing the situation as at the end “the students listened to me carefully and I
could see that they respected me too” which she thought was because she made the
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students “feel that they were important and valued” (Mariam, 1st Reflective Essay).
Zuleiha, on the other hand, explained measures she had taken when she discovered
mid-way through the lesson that some of the students were busy “talking with each
other” (Zuliha, 1st Reflective Essay). This is despite the fact that she warned them
at the beginning of the lesson by stating the basic rules of her class, which seemed
not to have worked, and necessitated her to devise another strategy to manage the
class. She explained how she tactically asked one of the noise-makers a question
“related to the topic of the lesson in order to get her attention” and thereafter dealt
with all ‘disruptions immediately’ (Zuleiha, 1st Reflective Essay). Zuleiha reported
in her essay how she praised her students in order to motivate and encourage their
participation. She stated: “I praised the students and this encouraged them to par-
ticipate more”. This, according to Zuleiha, made her classroom ‘smooth running’
and seemed to have helped in successfully managing noise-making and distractions.

Often times, the pre-service teachers associate the timing of the lesson with their
ability or inability to control and manage their classrooms. According to their
reflections, morning hours make classroom easier to manage than afternoon hours
when the pupils are tired, hungry and, therefore, exhausted. Using varieties of class
activities help in easing the pupils’ stress and gives the pre-service teachers an
opportunity to effectively keep the students active and make the classrooms less
boring even if the pupils are exhausted. Class activities and classroom management
affect time management ability of pre-service teachers. They often report how they
struggle to finish up what they have planned for in a particular lesson before the
time of the lesson elapsed. This happens either due to miscalculation of the time an
activity might take or certain students’ behaviour, attitude or nature.
Instructional Materials. Pre-service teachers also reflect on the effect of instruc-
tional materials on their teachings. Using attractive and captivating materials like
pictures makes lessons interesting to the students and is viewed by the pre-service
teachers as one of the secrets behind a successful and enjoyable lesson. Imran, for
example, described his use of pictures as materials for his lesson as one of the
strongest aspects that contributed to the overall success of his teaching. He wrote:

One of the strong aspects of this teaching session was the use of warm-up activity because it
included pictures of the persons and item that they like and students got to chance to
express their opinions about those item and the persons. These pictures really attracted
student’s attention and interest… Thus, warm-up activity created a lively environment in
the classroom. It took a different direction from the lessons which students are used to
(Imran, 1st Reflective Essay).

The attractiveness of the pictures as instructional materials, according to Imran,
aroused students’ interest and made them express their opinions, thus making the
class lively because “nearly all of the students had something to say about the
pictures” (Imran, 1st Reflective Essay). Amin, another intern, expressed a similar
sentiment about the materials he used vis-à-vis the students:

While preparing my materials, I wanted to pick interesting together with encouraging
materials in order to motivate the students and also catch their attention to engage their
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interest on the topic. By doing this, I maintained the students’ interest without having any
issues (Amin, 2nd Reflective Essay).

Even though he did not explain the sort of materials he used or how he used them,
the essay suggested that the materials were central to his preparation for the
teaching and the students’ interest was aroused by them. Vusal explained how he
created an imaginary environment as the material for his lesson, getting the students
to engage and act in a fictitious environment. The imaginary setting was a restaurant
and the students, while playing different roles, practiced restaurant conversation.
Using the authentic materials like an apron and a wig for the role-play further made
the situation resemble a real-world situation, and, therefore, looked more real to the
students:

The first thing that I had to do was getting the students used to ordering food at a restaurant.
I came up with an idea of a role-play activity. I thought that they would learn better as well
as they will enjoy [sic] the lesson by acting out a restaurant conversation. I brought some
stuff like an apron and a wig to wear during the role-play activity (Vusal, 1st Reflective
Essay).

These materials, Vusal explained, had paid off since the students enjoyed the
activity and demonstrated their capabilities. He expressed that he was successful in
using the materials because he carefully selected them, making sure that they would
be suitable for the level of his students.

Mariam very briefly discussed the materials she used in her essay, saying that the
use of authentic and varied materials made it easier to introduce the topic and to
engage the students. A similar assertion was made by Zuleiha who reflected on how
using interesting materials attracted the attention of the students and made them
answer questions excitedly. The pictures used as the materials, according to her,
“helped to bring outside world into the classroom and made the situation more real
and in turn helped the students to use appropriate associated [sic] language”
(Zuleiha, 2nd Reflective Essay). She felt that her use of authentic materials, “the
real object and pictures brought a welcome change in [sic] the class and a break
from typical class activities like reading and writing” (Zuleiha, 2nd Reflective
Essay). Obviously, Zuleiha viewed her use of the authentic materials as a revolu-
tionary move that challenged the status quo.

It is interesting to note here that pre-service teachers seem to refer to their proper
utilization of their materials, therefore, suggesting the effectiveness of the materials.
They appear to avoid mentioning any ineffective materials that needed to be
changed or modified in their subsequent practices. The reason appears to be that the
pre-service teachers use students’ emotional reactions as a measure in gauging the
effectiveness of the materials, and to some extent in assessing the overall success of
their lessons. They seem to ignore how effective these materials are in facilitating
the student’s understanding of the content and the set objectives of their lessons.
Similarly, noteworthy is the fact that pre-service teachers do not mention the role
that the course book plays in their teaching sessions. They seem to rely on sup-
plementary materials that they either invent or adapt from somewhere else, not from
the course book.
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Approaches and Methods. Another aspect of concern for the pre-service teachers
when they reflect on their internship is how relevant the theories they have learnt
are to the real classroom. They often reflect on the differences they felt there were
between a particular method and approach to teaching and their experiences
attempting to apply this approach to their teachings. Some of them were trying to
test teaching methods and approaches they have learnt. In other instances, they were
challenging the existing ones they found their tutors practicing at their respective
schools. This is captured by Vusal in his first essay:

While I was getting prepared for my teaching, I took into consideration that the classes they
had with their teacher were very boring and everything was based on exercises so I tried to
make the lesson enjoyable for them (Vusal, 1st Reflective Essay).

Although Vusal did not explicitly state the approach or method he intended to use,
he seemed critical of the methods used by his school tutor, which he described as
‘boring’. Hence he prepared his first lesson based on a method that would make the
students enjoy the lesson. He was delighted that the students enjoyed his first
teaching session. Reflecting on his second lesson, however, Vusal expressed his
dissatisfaction of his approach. He noticed that he unintentionally bored the stu-
dents with drills, a practice which, according to him, he always criticized previ-
ously. He wrote in his second essay:

I was always criticizing the tutor that he was always giving too many drills to the students
and he was boring the students. I think that I made the same mistake as well which I
completely didn’t intend to make the same mistake. I always criticize the teachers that give
too many exercises for their students to do during one lesson. However, I can’t understand
how I did something that I always criticize and gave the students too many exercises
(Vusal, 2nd Reflective Essay).

Like some other participants, Vusal seemed to have emphasized the students’
enjoyment of the lesson as the primary criterion for evaluating the success of his
teaching. This, obviously, seemed to be the criterion he used for evaluating and
criticizing his tutor’s method. However, as he regretted, he failed to change that in
his second teaching (although he claimed to have succeeded in changing it in his
first teaching) as he reported in the above excerpt from his first essay.

Moreover, it seemed from the interns’ essays that most of their class activities
were guided by those approaches they wished to practice. Reflecting on his second
teaching, for example, Imran clearly stated what he set to achieve by selecting one
of his activities. His post-reading activities, he explained, were meant to enhance
the students’ communicative ability. This was observed to be one of the things that
were emphasized during their contact hours with their supervisors. The pre-service
teachers were encouraged to use communicative approach to teaching English and
this is what Imran and some others who reflected on this matter were found to have
attempted, going by what they have reported in their essays. Imran’s intent could be
seen in the way he emphatically concluded his essay by stating how successful he
was in designing the lesson in such a communicative-oriented approach when he
wrote that: “In conclusion, the second lesson was more diverse, interesting and had
more chances for communicative use of language” (Imran, 2nd Reflective Essay).
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This highlights the relevance and influence of the class contact hours on the
pre-service teachers’ professional practices, which by extension suggests how they
perceived and attempted to use the feedback they received from their coordinators
during these hours. This influence is more obvious when we look at how they
criticized their tutors’ methods as exemplified by Vusal above.

Zuleiha also stated that she found after her first teaching that she would have to
plan her next teaching session with activities that would aim at using commu-
nicative approach in the classroom:

When the lesson ended I realized that I have to modify some of my activities in order to
make them more challenging and communicative (Zuleiha, 1st Reflective Essay).

Hence, she intended to use more peer/collaborative work in her next class. However,
Zuleiha did not reflect on whether she used any peer work in her second teaching and
whether it was effective. Instead, she reflected on how the nature of her materials
helped her in making the class communication oriented in the second teaching
practice session. She claimed that “because the materials were interesting, they
provided a good starting point of language work and communicative activities”.

15.5 Understanding Reflective Practices of Pre-service
EFL Teachers

Internship programmes have significant influences in starting and building up
teachers’ professional carriers. It is during the practicum that pre-service teachers
begin to witness, first-hand, how schools and classrooms really operate. This sort of
real-life experience gives them an opportunity to become familiar with the class-
room atmosphere and understand further the challenges that they are likely to face
in the future. It is also through internship programmes that these pre-service
teachers first begin to understand in practical terms how the theoretical knowledge
that they have learnt throughout their university/college years are put into practice.
During the internship, pre-service teachers also receive feedback about their
teaching practices when they are given the opportunity to teach in a real classroom
with real students. This means that internship programmes have the potential of
shaping the future professional careers of their participants.

Given this background, it is safe to say that internship programmes enable
pre-service teachers to develop reflection abilities through their observations,
analysis of context and their analysis of classroom events (Schön, as cited in
Armutçu and Yaman 2010). As a result, an analysis of the reflective practices of
interns during any internship programme would provide a glimpse of the sort of
processes they are involved in while trying to put theory into practice.

In such an attempt, our discussion of the content of pre-service EFL teachers’
reflective essays suggested that while reflecting on their use of materials in the
class, pre-service teachers tend to evaluate the success of their use of a particular
material in terms of the students’ reactions to it, not with regard to the set objectives
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of the lessons. For some of the pre-service teachers, if not most, employing a
particular material could be justified in as much as it arouses the students’ interest.
Little to no attention is given to whether the students ‘understood’ the lesson.
Pre-service teachers feel their materials are good when the students ‘like’ or ‘enjoy’
them. They evaluate the success of their activities by the level of students’
appreciation. Even when they feel adjustments are needed, they think so because
the students did not enjoy the lessons or, as some of them put it, because the
students ‘got bored’. The implication of this perception could be seen and inter-
preted in two different ways.

First, it could be claimed that pre-service teachers who evaluated everything in
their lessons based on such emotional concerns seemed to have misconstrued the
idea of student-centred approach to language teaching. Although using such
approach entails regarding students as the main concern of any professional prac-
tice, achieving the aims and objectives of one’s lesson by facilitating their learning
process and letting them learn what they ought to learn is the ultimate concern of
such approach. Therefore, in a lesson where students ‘enjoy’ the lesson but do not
improve themselves in terms of achieving the learning objectives set, the teaching
approach cannot be called student-centred.

Second, they seemed to have prioritized the students’ enjoyment over the aims
and objectives of their lessons. Their perceptions are that if the students ‘enjoyed’
the activity, the lesson is successful. It is understandable that they try to put their
students at the centre of the aims of the lesson as emphasized by most of the
contemporary language teaching approaches. In this respect, the pre-service
teachers’ concerns (albeit subconscious or unknowing) about students’ perceptions
and emotions can be considered as a good development. This is partially what
responsive teaching entails. According to Wallerstedt and Pramling (2016):

‘responsive teaching’ is a teaching practice where a teacher identifies and is responsive to
the problems the students face and engage in, and, importantly, through introducing and
scaffolding the appropriation of conceptual resources (scientific concepts in Vygotsky’s
terms) functional to taking on these problems. It denotes a practice not residing to either
side of the dichotomy between conceiving teaching as, on the one hand, a matter of
transmissive instruction or, on the other, only following and confirming the students’
interests and concerns. Hence, responsive teaching, in this account, is not merely reactive
but also proactive (i.e., forwards-directed). It recognises teaching at heart as a commu-
nicative practice, mutually established by participants rather than merely what can be
ascribed to one of the actors (the teacher) (p. 395)

According to this definition, the fact that the participating pre-service teachers were
concerned about students’ enjoying their lessons shows that they were indeed
responsive to the needs and interests of the students. However, it needs to be said
that it is dangerous to entertain students to the detriment of the objectives of the
lesson, which should ultimately be learning the content. By emphasizing the stu-
dents’ enjoyment, some of the essays appear to have failed to reflect on whether the
lesson succeeded in achieving what it initially set to achieve.

The pre-service teachers’ attempt to integrate their understanding of teaching
into their reflection also gives us an insight into their perception of reflection. This
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suggests that the pre-service teachers perceive reflection, to some extent, as a means
to test and demonstrate their understanding of various aspects of the teaching
profession. Such an integration, if appropriately done, could lead to deep and
critical reflection since being critical also entails measuring and evaluating one’s
understanding of any theoretical assumption in relation to its sociocultural impli-
cations. Suffice to say that pre-service teachers’ concern for the learners’ enjoyment
of their lesson is not necessarily a bad thing. They only need to be supported in a
kind of “structured cycles of planning, teaching and reflection” (Zambal-Saul et al.,
as cited in Davis 2006, p. 294), so that they understand better how to focus on
learners without altering the content of the lesson. Hence, they not only need to be
responsive but also be proactive following reflection. This support, if provided,
would not only help the pre-service teachers acquire skills on how to achieve the
aims and objectives of their lessons while at the same time meeting the learners’
expectations, but it would also help them integrate their students and their ideas in
their reflection (Davis 2006).

Similarly interesting is how the pre-service teachers avoid talking about the role
of course books in their reflections. They mostly focus on the supplementary
materials they have personally developed/invented or adapted from somewhere and
ignore the course book in their reflection. This creates a gap for policy makers who
need to evaluate the impact, relevance or otherwise of a particular course book they
have recommended, and the extent to which these course books are considered
helpful in achieving the aims of the curriculum.

Finally, understanding the perceptions of pre-service teachers about reflection as
presented in this chapter would not only help teacher trainers develop their mate-
rials based on the anticipated challenges and needs of the pre-service teachers but
also allow them to (re)modify the internship programmes based on these needs. It
would help them further understand the psyche of their interns regarding reflection,
therefore, giving them the opportunity to deal with the possible issues that may
arise appropriately in advance of the internship program.

15.6 Implications for Educational Practices and Teacher
Empowerment

From training to practice, reflection has so far proved to be an integral element of
teaching and learning. In teacher training programmes, reflection is an invaluable
tool to help pre-service teachers become independent evaluators of their own work
and continue to improve themselves and their practices once they start the pro-
fession. In this respect, reflective practice of pre-service teachers is a tool for
empowering teachers of the future in managing their day-to-day teaching and
experiences. Carried out in the Northern Cypriot context, where reflective teaching
is not a very common practice among in-service teachers, the present study suggests
that there is a need to develop and incorporate reflective dialogue between the
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pre-service teachers and their supervisors and among the pre-service teachers
themselves within internship programmes. This would help in providing the interns
with a platform to share their experiences. Where these arrangements are already in
place, they need to be enhanced and reviewed regularly in order to meet the needs
of the pre-service teachers and to shape their conceptions regarding why reflection
is such an important part of their future practice. This will also help deal with issues
regarding misconceptions about reflective practices on the part of the pre-service
teachers. Such (mis)perceptions may include, for example, the one found in this
study of the participants’ perception of reflection as a fragmented activity, not as a
continuous one. As was also the case with Greek pre-service teachers in Galini and
Kostas’ (2014) study, having such limited understandings of what reflection itself
is, “students/pre-service teachers remain at low levels of reflection” (p. 872) and
cannot go into deep or critical reflection. Further examples of low levels of
reflection among pre-service teachers were reported by Başkan et al. (2013) and
Cengiz et al. (2014) in Turkey and by Rauduvaite et al. (2015) in Lithuania. These
similar findings in different contexts can be attributed to the fact that in-service
teachers in these countries are not required/encouraged to reflect on a regular basis.
Therefore, pre-service teachers do not see this skill as an integral part of their
training or as a skill that they will be needing once they graduate. They also show
that reflective practices are impeded by partial understandings and/or applications
of reflection and hence teacher training programmes in different social and cultural
contexts may be lacking the element of ‘training for reflection’. Overcoming these
misconceptions and building a support system for the interns in the process will also
further strengthen collaborative reflection and peer feedback among the pre-service
teachers as they were found useful for the participants of the present study.

Before we conclude, it is important to point out that there is also a need for
teacher trainers to help pre-service teachers by making them aware of other
reflective strategies and the implications of adopting any other strategy than writing
essays. This suggestion considers the limitations of written and observation
strategies such as anxiety and the possibility that the presence of an observer may
result in the behaviours that are not normal (Walsh et al., as cited in Susoy 2015).
Video recording, for example, might be useful in overcoming these limitations.
Another suggestion to improve the reflective practices of both pre- and in-service
teachers comes from Burhan-Horasanlı and Ortaçtepe (2016) who suggest that
online blogs and discussion groups “can serve as a platform where EFL teachers
collaboratively reflect on their own and colleagues’ beliefs and practices within an
online community of practice” (p. 380). This will give the pre-service teachers a
wide range of choices, therefore making reflective practices more intern-centred and
less boring to them. This is especially needed in situations where reflective essays
are the only reflection strategies that pre-service teachers are introduced to and
expected to produce during the practicum program. This will not only enable them
to reflect in a multi-modal manner but also empower them by equipping them with
several possible means of reflection. Hence, they will be prepared to deal with
possible problems as well as identify and follow good teaching practices in the
future.
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Part IV
Teacher Empowerment: Professional
Learning Communities and Emerging

Technologies



Chapter 16
Fostering Teachers’ Professional
Development Through Collaboration
in Professional Learning Communities

G.M. Steyn

Abstract Emerging models for continuing professional development of teachers
engage teachers in a collaborative learning through professional learning commu-
nities (PLC) as a way to spur their professional development and empowerment,
and correspondingly, lead to positive changes in teaching practices and student
learning. Learning communities are created in these collaborative models where
teachers debate theoretical principles, share insights about their teaching and
learning, design new instructional strategies, experiment new ideas in classrooms
and reflect on results. Models such as Wenger’s “community of practice”, Hord’s
Professional Learning Community, Katz and Earl’s collaboration model and Pedder
and Opfer’s professional learning model will be described. Schools can support
teacher learning by promoting collaboration, team learning and collegial dialogue
among staff, creating continuous learning opportunities, instituting systems to learn
and to share learning. This study explored how a South African primary school
succeeded in implementing and developing a PLC culture to empower its teachers
to improve their learning and that of their students. Key factors in the success of the
school’s PLC were the leadership of the principal, who acknowledged the necessity
for a collaborative learning culture, and the fact that the school had strong and
experienced teaching staff who were committed to quality teaching and learning.

16.1 Introduction

Education authorities have recently focused on enhancing and unlocking the pro-
fessional capacity of teachers by providing high-quality quality continuous pro-
fessional development (CPD) activities (Brouwer 2011; Godbold 2013; Nehring
and Fitzsimons 2011). Studies also confirm that teacher collaboration offers
opportunities for empowering teachers and improving teachers’ practice and student
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learning (Alrubail 2015; Christiansen and Robey 2015; DuFour 2014; DuFour and
Reeves 2015; Forte and Flores 2014; Herbert and Rainford 2014; Poulos et al.
2014; UNESCO report 2014; Watson 2014).

The movement towards professional teacher communities within schools grew
from the idea that individual teachers cannot be taken out of their school envi-
ronment in order to train, empower and change them and then put back into the
same school environment and be expected to change that environment. Instead,
teachers require teacher communities within the school where they can learn
together and apply that learning to their classroom practice. The emphasis in such
learning communities should be on empowering teachers and developing their
professional knowledge and skills and classroom practices for the sake of quality
teaching and learning. It is therefore important that school administrators and
teachers recognise and act on the increased significance of collaborative learning in
professional learning communities (PLCs) in schools.

Various policy initiatives have attempted to improve the quality of teaching and
learning in South Africa (Republic of South Africa 2007, 2011, 2012). The pro-
posed professional learning model in the Integrated Strategic Planning Framework
for Teacher Education and Development (2011–2025) that focuses on teacher
collaboration in teams (Republic of South Africa 2011) was of particular interest for
this study. Considering the numerous challenges South African teachers face, PLCs
may empower teachers to improve their teaching methods, to share their beliefs and
experiences and ultimately to promote their own learning and that of their students.

Studies show that there has been much development in understanding the phe-
nomenon of a “professional learning community”, but that there is not enough
empirical research that can shed light on implementing and sustaining PLCs in
schools. This study explored how a South African primary school succeeded in
implementing and developing a PLC culture to empower its teachers to improve
their learning and that of their students.

16.2 Conceptual Framework

The notion “professional learning community” has emerged from organisational
theory and human relations and focuses on the (1) continual, intentional and col-
laborative learning that arises (2) among a cohesive teacher team (3) that empha-
sises shared knowledge and skills (4) within a caring and affectionate school culture
that penetrates the professional lives of school administrators, teachers and their
students (5) to eventually promote teacher empowerment as well as teacher and
student learning (Huffman and Hipp 2003; Gaspar 2010).

Different lenses were used in the study to shed light on the phenomenon, PLC.
Wenger’s social learning theory primarily regards learning as the active, social
participation of members within communities of practice (CoPs) and focuses on
individuals and also social structures that enable these individuals to learn (Wenger
1999). Team members in CoPs have a shared vision, a clear learning focus and a
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shared skill and knowledge base, and they have developed procedures for review
and reflection within their particular community. Leadership also plays a key role
by providing appropriate infrastructures and the necessary resources for such CoPs
to prosper (Wenger 2001) and for teachers to be empowered (Alrubail 2015).
Moreover, Godbold (2013) states the teacher empowerment cannot be imposed by
school leaders—they need to cultivate it.

Wenger’s social learning theory (1998) identifies three main elements in a
community of practice (CoP):

1. Mutual engagement delineates the way in which members in a CoP function (Li
et al. 2009). Mutual commitment is deepened when such a community takes
responsibility for its own learning and empowerment (Wenger 2000). It implies
that team members should know each other well enough to interact productively
and to identify the individuals who may be of assistance when required.

2. Shared repertoire is a common set of resources, language and understandings to
facilitate and negotiate professional learning among team members (Li et al.
2009; Wenger 1998). Within their CoPs members develop customary ways of
cooperating and forming personal relationships (Brouwer et al. 2012).

3. Joint enterprise is the joint processes within which team members work to
understand and share goals (Li et al. 2009; Wenger 1998).

A second lens used in the study was that of the professional learning committee
(PLC), as outlined in Hord’s framework (1997). Hord (1997) defines a PLC as a
team of teachers and school administrators who meet regularly and share their
learning and then act on what they have learnt. Hord (1997) identifies five critical
attributes of a PLC:

1. Supportive and shared leadership: Studies show a strong leadership presence in
schools where PLCs function effectively (Christiansen and Robey 2015;
Nkengbeza 2014; Outhouse 2012). To transform a school into a PLC therefore
requires the endorsement of school leadership to actively initiate and nurture the
whole school’s professional development, to share leadership and ensure
teachers’ commitment and to remove obstacles that hinder teacher collaboration
(Gaspar 2010; Terry 2013). School administrators need to model a vision of
teacher collaboration, communicate confidence in teachers’ competence and
create time and structures to promote teacher collaboration (Piccardi 2005).

2. Shared values and vision: A shared vision and values guide all decisions and
lead to required norms of behaviour for staff members (Nkengbeza 2014;
Watson 2014). Collaborative models of professional development encourage
pooled intelligence and collegial respect, commitment and trust among teachers
that focus on student performance (Williams 2010).

3. Individual and collective learning: Interdependence among team members,
where they learn individually and collectively, is considered a requirement for
successful teacher communities. It implies that team members engage in a deep
professional dialogue about subject knowledge and/or professional skills
(Herbert and Rainford 2014; Watson 2014).
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4. Shared personal practice: Hord (1997: 6) regards this attribute as a component of
the “peers helping peers” process. When teachers share their practices, they
address the needs of their students, identify solutions to professional challenges,
stimulate professional dialogue and assist in building one another’s expertise
(Herbert and Rainford 2014). Moreover, sharing their practice is built on mutual
trust and respect (Fulton and Britton 2011).

5. Supportive conditions: Hord (1997) distinguishes between two types of sup-
portive condition: physical and human. The physical conditions comprise school
policies and schedules, frequent team meetings and appropriate processes for
professional dialogue and communication (Jaquith 2013; Terry 2013). The
human conditions encompass the willingness of teachers to work collectively
and to accept constructive feedback on their practice (Greer 2012).

When examining the development of PLCs, it is important to look at the stages of
such development. DuFour, DuFour and Eaker in Reynolds (2008) identify four
stages of PLC development: (1) the pre-initiation stage when teachers have not yet
established a shared vision that is linked to student performance; (2) the initiation
stage when teams are created and teachers address the idea of a PLC development;
(3) the developing stage when most of the teachers accept and take ownership of the
idea of a PLC development; and (4) the sustaining phase when teachers become
willing and fully committed to use their professional community as a way to
promote student performance.

16.3 Research Design and School Context

Based on a longitudinal study carried out since 2010 in the school, this school was
purposively selected since it revealed promising data on the way in which PLCs
developed in the school. The school in the study is a large, urban primary school
within a middle-class community in South Africa with approximately 1850 students
and 106 teachers at the time of the study. The school received the prestigious
“Inviting School” award from the International Alliance of Invitational Education
(IE) for manifesting the 5Ps (people, places, policies, programmes and processes) in
the school (Purkey and Novak 2008). In essence, employing IE means developing
and sustaining a welcoming school environment that is founded on respect, trust,
optimism, intentionality and care for the sake of personal growth of all role players
and increased learning outcomes (Shaw et al., n.d.).

During the tenure of the previous principal, the school showed among other
things the school’s focus on the professional development of individual teachers
(Steyn 2009, 2010). However, with his appointment in 2010, the new principal
refocused teachers’ professional development on teacher collaboration by initiating
a collaborative learning culture in the school (Steyn 2014a, b, c, 2015a, b). The
principal started by instituting both vertical and horizontal teacher collaborative
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structures that included the whole school team, various departmental teaching teams
and teaching teams within the various grades.

Tables 16.1 and 16.2 reveal the Numeracy and Literacy (Home language) results
of the school in the study compared to those of South African schools (Republic of
South Africa Republic of South Africa 2014), which show that the average per-
formance of students in the school was significantly higher than that of averages in
the rest of South Africa, particularly in Mathematics. Grade 3 Mathematics had the
highest score in the ANA results in 2014. The high performance in Mathematics
can be attributed to, among other things, the fact that the school reduced the number
of students in this subject to 15 per class from Grades 4 to 7.

Although this study referred to a previous quantitative study in Steyn (2014a)
which focused on the realisation of the five major attributes of a PLC, this study
employed a qualitative approach. Qualitative data collection methods during 2015
included a focus group interview with selected teachers and various individual
interviews with the principal and staff members. In the analysis of data, the five
attributes of Hord’s framework (1997) were used to explain the findings. Ethical
approval for the study was obtained from the Gauteng Department of Education and
the University of South Africa.

16.4 Findings

Based on Hord’s framework, the findings describe the role of shared and supportive
leadership; a common vision and values; collective learning and sharing the
responsibility for student learning; shared personal practice; and continuous
improvement and supportive conditions.

Table 16.1 Annual national assessment results ANA (2014) for Mathematics in South Africa and
the school (in percentages)

South Africa Case study school

Grade 4 37 68

Grade 5 37 68

Grade 6 43 80

Table 16.2 Annual national assessment results (2014) for Literacy (Home language) in South
Africa and the school (in percentages)

South Africa Case study school

Grade 4 57 68

Grade 5 57 68

Grade 6 63 80
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16.4.1 Shared and Supportive Leadership

The school principal played a key role when he instituted a PLC in the school.
During his first year in office he realised that teachers worked in “very isolated”
conditions and that the school had “little islands of excellence” (Steyn 2015a: 166).
He had two major concerns: (1) to break the tradition of independence among and
also in grades and (2) to improve the academic performance in the school by
focusing on the learning of teachers and students (Steyn 2015a). He therefore took
the initiative to initiate a PLC culture in the school. Changing the independent
culture was a “huge challenge” for the principal and difficult for the teachers, but he
considered it to be an “adapt or die” case (Steyn 2015a: 168).

The survey showed that 84.61% of teachers agreed that the principal consistently
involved them in decision-making processes and that teachers valued the principal’s
shared and supportive leadership approach in creating a PLC (Steyn 2014a). Since
2011 many teachers have bought into the idea and taken “ownership” of collabo-
ration (Steyn 2015c). The principal humbly viewed himself as “the cog in that big
machine”, but respected the crucial role of teachers in the successful teacher col-
laboration (Steyn 2015a: 165).

16.4.2 A Common Vision and Values

When the principal initially took office he realised that the school’s vision was too
elaborate. The school then collectively developed a vision to be “the best school”
that revealed the ultimate ideal for the school: “The barefoot, fun, performance
school with a Christian character that strives towards excellence and aims to
develop each child in totality” (Steyn 2013: 6).

In particular, the principal placed a high premium on improved academic per-
formance in the school (Steyn 2013) which was supported by 84.31% of the
teachers (Steyn 2014a). In order to address this shared goal, the principal placed a
strong focus on teacher collaboration. He succinctly explained his stance (Steyn
2015a: 168):

Success in the classroom depends 100% on teacher collaboration … We are driving an idea
… which is so fragile that if there is no continuity and collaboration you will not get to the
final destination. … if we don’t collaborate, we fail them [the students].

Apart from the focus on student learning, the principal made a firm commitment to
the shared values of love, excellence, respect, integrity and faith that he had “in-
herited”, but felt that it was also necessary to deliberately inculcate these values.
Appropriate symbols in five pictures were then developed to illustrate these five
values, which were displayed throughout the school. Moreover, every teacher in the
school had to ensure that each of these values was inculcated for a 2-month period
during the year in their classes.
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16.4.3 Collective Learning and Sharing the Responsibility
for Student Learning

Teachers’ commitment to collective learning removed the isolation between
teachers in and among grades which was confirmed by 86.54% of teachers in the
survey (Steyn 2014a). The principal succinctly explained:

Without professional collaboration, there can be no growth; no advancement; no devel-
opment … The whole is more than the parts, and the system cannot function if all the parts
do not work together … Everything is interconnected, and thrives and succeeds when in
collaboration with other systems within the school.

The notion of interdependence in their PLC was echoed by many teachers during
interviews. For them, collaboration was necessary to measure their own profes-
sionalism and also to ensure their own professional empowerment and develop-
ment. Moreover, teachers stated that being part of a learning community meant that
they had opportunities to collectively generate creative ways to solve problems and
to share certain subject-related responsibilities, which was seen as a welcome relief
for teachers, considering their challenging workload.

16.4.4 Shared Personal Practice and Continuous
Improvement

The principal believed that it was human nature for people not to share their
“intellectual property” and also wanted them to stop their “ridiculous” competi-
tiveness (Steyn 2015a: 168). His strategy paid off when he instituted PLCs, where a
lot of sharing, discussion and reflection took place. Sharing practices in the school
occurred when teachers used the Integrated Quality Management System in
classroom observations; 86.54% of teachers valued the feedback they received from
peers after such observations (Steyn 2014a). With the introduction of the
Curriculum and Assessment Policy Statement (Republic of South Africa 2011),
teachers engaged in professional dialogue when they had to design new lesson
plans and worksheets. The spirit among team members was usually of such a nature
that teachers felt comfortable making contributions. Their often diverse perspec-
tives were respected and these insights contributed to a more holistic view of any
given issue under discussion.

16.4.5 Supportive Conditions

Structural conditions and conditions that fostered human relationships in the school
created conducive conditions for individual and collective learning to occur.
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Regarding the structural conditions in the school, well-structured avenues in the
form of formal horizontal and vertical teams were arranged in the school’s time-
table. Team meetings occurred during assembly and test periods for the different
grades and quarterly among the grades in the different departments. This arrange-
ment not only allowed for continuity between different grades but also consistency
within classes in particular grades. The school also provided the necessary teaching
equipment such as computers, interactive whiteboards and data projectors to sup-
port teachers. Various training opportunities, depending on the needs of teachers,
were constantly offered to empower teachers. A teacher commented that she could
not think of “any other school that provided such support” in the form of collab-
orative learning and that she was “grateful” to belong to this school.

Although a high level of collaboration occurred in the school, both the principal
and teachers expressed the need to have more frequent formal structured meetings.
Although the school had been creative in scheduling team meetings, it remained a
huge challenge to find ample time in the existing tight school programme for
teacher collaboration.

Supportive conditions for PLCs also include the development of positive, caring
and productive relationships in the school, which 92.16% of teachers confirmed in
the survey (Steyn 2014a). Teachers valued a feeling of “togetherness” among
colleagues that they regarded as of “inestimable” value. For the principal, the
school had developed into a “brotherhood … where teachers cry together when it is
difficult” since the introduction of PLCs (Steyn 2015a: 170).

As can be expected of individuals, differences sometimes occurred in the teams.
In such cases, teachers preferred to address these problems as soon as possible and,
if possible, in person. Nevertheless, the principal and teachers valued differences of
opinion, but believed that they had to be properly managed so that set goals can be
attained.

16.5 Discussion of Findings

In line with the study by Wells (2014), this study showed that by positioning
teachers as professionals within PLCs, the school was able to empower teachers by
improving their learning and that of their students. The transformation into a PLC
required the principal’s leadership to actively cultivate the whole staff’s profes-
sional development (Evans 2014; Fulton and Britton 2011; Terry 2013). In essence,
it was the principal’s innovative and ongoing leadership that seemed to have had
the most significant effect on changing the school culture (Evans 2014; Jaquith
2013; Outhouse 2012; Nkengbeza 2014; Terry 2013). Furthermore, it was impor-
tant for the principal to capitalise on the expertise of teachers and build teacher
leaderships to create and sustain effective PLCs in the school. By doing this, the
principal showed that he adhered to the IE assumptions of respect and optimism
(Purkey and Siegel 2003).
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Teachers at the school bought into the idea of teacher collaboration. Teachers’
collaborative activities in the school corresponded to the work of Pedder and Opfer
(2011), where teachers regularly engaged in professional dialogue, observed each
other and obtained valuable feedback on their teaching practice. The findings also
support Wenger’s joint enterprise, where team members worked in understanding
and sharing goals (Wenger 1998). Teachers’ commitment to a shared goal is
regarded as a key characteristic of effective professional learning teams (Hord 1997;
Nkengbeza 2014). Other studies also confirm the necessity of a shared goal, and
that teachers should be inspired to attain this shared goal (Fulton and Britton 2011;
Greer 2012; Jaquith 2013).

As far as Hord’s (1997) third attribute—individual and collective learning—is
concerned, the school succeeded in building a PLC. In their professional engage-
ment, teachers enhanced both their individual and collective practices and ulti-
mately the performance of students (DuFour 2014; Poulos et al. 2014; Forte and
Flores 2014; Watson 2014). A recognised advantage of teacher collaboration in
PLCs lies in the notion of “pooled intelligence” (Williams 2010: 4. Moreover, the
findings reveal the presence of the mutual engagement and shared repertoire of
Wenger’s social learning theory, since team members employed various methods to
actively interact and engage in their teams (Wenger 1998). In sharing their pro-
fessional experiences, teachers extend their interpretations of classroom practices
beyond those that were individually established. The focus on continuity and
communication in this school also changed the previously isolated structures in the
school. This study therefore supports Wenger’s (2007: 1, 2) community of practice
model, which emphasises the importance of teachers’ joint enterprise.

The findings reveal the existence of supportive conditions and therefore confirm
the existence of the two sets of factors of Hord’s model (1997)—namely supportive
structures and relationships in the school (Huffman and Hipp 2003: 12). The school
structured various formal PLCs and the principal played a key role in creating the
supportive structures for teacher collaboration. However, finding appropriate time
for staff to collaborate in PLCs within a school’s time-table, as shown in this study,
is often cited as a barrier to an effective PLC (Terry 2013). Evans (2014) therefore
states that principals need to understand the interventions required to ensure the
most suitable strategies for professional development of staff.

The intentionally structured teams brought teachers together and assisted them to
form close personal and professional relationships (Forte and Flores 2014). Their
mutual engagement also connected them in ways that were deeper than mere
“superficial similarities” (Brouwer 2011) and also broke down their previous iso-
lation (Pedder and Opfer 2011). Furthermore, teachers’ mutual engagement
revealed a feeling of belongingness, cohesiveness and interdependence that was
based on the presence of trust in and respect for each other (Fulton and Britton
2011). In the presence of trust and respect, teachers felt free to participate and share
experiences (Katz and Earl 2010; Purkey and Novak 2008). The findings, however,
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showed that teachers sometimes experienced disagreements, which Wenger (1998)
also acknowledges in communities of practice. The teachers nevertheless solved
their differences in an amicable way for the sake of their shared goal (Greer 2012).
Moreover, Brouwer (2011) believes that the joint enterprise in communities of
practice may be more productive when diversity exists among team members.

When the developmental levels of a PLC in this school were considered, the
findings showed that the school to a large extent operated on the developing stage
of DuFour et al. (as cited in Reynolds 2008; Steyn 2015b). It had progressed from
the pre-initiation and initiation stage in 2010 when the PLC was established to the
developing stage, and when teachers bought into the idea of a PLC and collectively
attempted to attain the shared vision of improved teaching and learning. Key factors
in the success of the PLC in the school were the principal, who saw the necessity
for introducing a collaborative learning culture in the school, and the fact that the
school had strong and experienced teaching staff who were committed to quality
teaching and learning. Being an Inviting School that continued to adhere to the
assumptions of the IE approach was another promising factor in introducing a
teacher learning community in the school.

16.6 Conclusion

The findings from this case study reveal how the school succeeded in introducing
and developing a PLC to the level of the developmental stage of a PLC. The
establishment of a collaborative school culture in the study manifested in a number
of ways:

1. The school principal played a key role in initiating and developing a culture of
teacher collaboration.

2. Formal collaborative structures in the form of PLCs and appropriate scheduled
meetings were instituted in the school programme.

3. Instituting PLCs required teachers to take ownership of the idea, which also
involved shared goals, trust, respect and continuous professional dialogue.

4. The development of the collaborative school culture required a willingness and
commitment among teachers to sustain the PLCs.

Although this case study reveals the manifestation of PLCs within a particular
school context, it is important to understand that schools that consider moving
towards a more collaborative structure need to customise the implementation of a
PLC to suit their particular needs and circumstances. The only requirement in
making professional learning a reality is that the principal and teachers acknowl-
edge that it is in their power to make a difference in the quality of their own
professional learning and that of their students.
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Chapter 17
School-Based Professional Learning
Community: Empowering Teachers
as Assessment Leaders in the Change
Context

Garima Bansal

Abstract India’s Continuous and Comprehensive Evaluation scheme (CCE) seeks
to introduce child-centered methods of students’ assessment. Formative assessment
is a major plank in this. The article draws upon Vygotsky’s sociocultural theory to
analyze and explain the processes of change that have underpinned the develop-
ment of assessment reform. Case study is used as the research methodology to
suggest that creation and regulation of school-based professional learning com-
munities influence teachers’ classroom-based formative assessment practices. It is
argued that collaborative efforts of teachers supported by proactive leadership,
keeping a consistent focus to change the practices at classroom level empower
teachers to become formative assessment leaders.

17.1 Introduction

Change in the schooling systems in order to improve students’ learning and their
outcome is one of the common features across the world. For school improvement
initiatives to succeed, “practitioners who are the foot-soldiers of every reform aimed
at improving student outcomes” (Cuban 1998, p. 459) are required.

In line with this view, this chapter examines the ways in which educational
change associated with formative assessment reform initiative can be situated in
schools. Particularly, the role played by school-based professional learning com-
munity in empowering teachers to become assessment reform leaders is studied
using case study of a school in India. I outline below research regarding
school-based professional learning community before delineating the details of the
context and the assessment reform initiative. It would be followed by identification
of the critical factors required for establishing school-based professional learning
community and how they relate to classroom-based formative assessment practices.
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17.2 School-Based Professional Learning Community

School-based professional learning community is described as a professional
learning community (PLC, henceforth) of professionals (teachers, supervisory
heads, and the principal) working collaboratively “to reflect on their practice,
examine evidence about the relationship between practice and student outcomes,
and make changes that improve teaching and learning” (McLaughlin and Talbert
2006, p. 4). Theoretically, the model draws upon Vygotsky’s (1978) work that
regards individual learning “situated” in the social environment. Wenger’s (2000),
while drawing upon Vygotsky, characterized learning as interaction occurring in
“communities of practice”. These communities are characterized by “groups of
people who share a concern, a set of problems, or a passion about a topic, and who
deepen their knowledge and expertise by interacting on an ongoing basis” (Wenger
et al. 2002, p. 4).

Inquiry into practice, similar to the action research (Fernandez 2002) concept, is
central to the idea of a professional learning community. This idea finds echo is the
work of Dewey (1929) when he pointed that educational data provides the subject
matter for carrying out an inquiry. Stenhouse (1975), similarly, recommended
teachers to be “classroom researchers” for the benefit of students’ learning. Inquiry
inherent to the PLC involves the following phases (i) planning: setting goals,
actions, strategies (ii) evidence collection (iii) interpretation: interpreting the gap
between achieved and intended outcomes (iv) utilization: implementing interven-
tions to close the gap (v) evaluation: assessing the effectiveness of the intervention
(Birenbaum et al. 2009).

School-based PLCs may vary along several dimensions: ideology (shared edu-
cational beliefs of the community and underlying instruction, learning and
assessment conceptions), culture (ethos, values and norms), infrastructure (mech-
anisms supportive of professional development, collaboration and knowledge
management), motivation (goal orientation, disposition, and expectations regarding
professional learning and self efficacy regarding shared achievement of goals), and
professional learning (nature of inquiry in which participants engage) (Birenbaum
et al. 2011; Stoll et al. 2006; DuFour and Eaker 2002).

The article draws upon a case study of an Indian senior secondary school that
has attempted to address changes in assessment policy by establishing school-based
professional learning communities of teachers. First, I would begin with providing a
brief description of the context in which this study was carried out followed by
delineation of the research methodology. Finally, I conduct an analysis of the
research data, examining the ways in which school-based professional learning
communities work toward empowering teachers as assessment leaders in the change
context.
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17.3 The National Context

Schools in Indian educational system have adopted a traditional, high stake per-
spective to educational assessment, largely, borrowed from its British colonizers
(Nawani 2015). She further pointed that traditional high stake assessment, “regards
“sameness of treatment” and “remoteness of the examiner from the learner asses-
sed” as being central to successful evaluation of learning” (p. 38).

Although formal system of board examination had been a dominant practice in
the post-independence India yet a need to reform the practices had been reiterated
by various educational commissions for long (GOI 1953, 1970, 1986, 1993).
National Curriculum Framework of India (NCF 2005) observed, “Each school
should evolve a flexible and implementable scheme of Continuous and
Comprehensive Evaluation (CCE), primarily for diagnosis, remediation and
enhancing of learning.” (NCERT 2005, p. 115).

Consequently, Central Board of Secondary Education introduced Continuous
and Comprehensive Evaluation scheme (CCE, henceforth) as an examination
reform in the year 2009 in class IX in all its affiliated schools (CBSE 2014). The
reform was instituted using a cascade model. It involved training of master trainers
through workshops in the year 2009–2010 which was followed by them training
principal and two teachers from another school located in the same district. The
process followed till it reached the grassroot level of the teachers (CBSE 2014).

Through CCE scheme, formative assessment was emphasized whose details are
delineated in the next section.

17.4 The Initiative: Formative Assessment

Formative assessment (FA) has been described as a social enterprise, a regular
classroom affair, involving all (peers, teachers, students themselves) in the process
of advancing students’ learning with emphasis being laid on “interactive regulation”
(Perrenoud 1998) of learning processes. Epistemological roots of formative
assessment practices could be traced in the sociocultural learning theories pro-
pounded by Lev Vygotsky which suggest the importance of goal-oriented,
tool-mediated learning occurring during the process of social interaction (Shephard
2000; James and Lewis 2012). William and Thompson (2007) have identified three
processes of teaching and learning involved in a classrooms practicing formative
assessment:

• Establishing where the learners are in their learning;
• Establishing where they are going; and,
• Establishing what needs to be done to get them there.

Heritage (2010) stressed upon the cyclic interaction between these strategies, thus,
arguing that formative assessment is incomplete if formative feedback provided
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either by the teacher or peers or by learners to themselves is not utilized by the
learners to improve their learning. This conceptualization of formative assessment is
similar to the nature of inquiry cycle central to school-based professional learning
community (Birenbaum et al. 2009).

The ways in which schools worked toward assimilation of change within their
contexts are studied, in this paper, through a case study of a school. The school
chosen for the study was extremely popular for its progressive educational practices
in the country.

17.5 The School

Greenjingle School is a large senior secondary school, with over 1100 students and
50 teaching staff. The school building is located in the high-end suburbs of New
Delhi, the capital city of India. Students usually belonged to high-income urban
society. The school had high quality sports, music, and many other cocurricular
activities.

School had been specifically popular in the country for its child-centered
approaches. This school had a long tradition for opening its doors to educational
researchers and other social scientists. It had actively participated in multiple
national and international research-based projects with a particular focus on
developing students as global citizens.

Hierarchically, principal was at the apex of the school administration. She was
subordinated by two supervisory heads—academic and cultural—for the entire
school. Supervisory heads were subordinated by discipline-based Heads of the
Department (for instance, Science Head of Department, Sports Head of the
Department). Academic heads were generally held responsible for the teaching–
learning processes occurring in the classrooms, organization of remedial sessions,
gifted programs, smooth implementation of school policies, etc., while cultural head
ensured students’ growth and development in cocurricular aspects. Discipline-based
heads, called Heads of the Departments, tended to be the connecting link between
the students, teachers, and school’s academic head. All heads ensured monitoring of
their staff’s educational practices, students’ activities and provided constructive
feedback. Principal, Meena, held high repute among the school teachers. They often
quoted that their principal was an innovative, creative, and a motivating leader.
Teachers reported that she was always open for one-to-one interaction with her staff.

Many of the formative assessment strategies had already been in use in the
Greenjingle School although they were not being explicitly practised under the
aegis of formative assessment. Such practices provided a social context for ready
acceptance of the reform initiative among the teachers. School’s principal observed:

CCE is not new for us, we have already been assessing students continuously and com-
prehensively since ages but yes now we have got an official sanction for our practices…
certainly few changes are there, such as, nature of reporting to parents, format of making
report cards etc. (Meena, Greenjingle School 2011).

258 G. Bansal



The basic strategies already existing in the school were augmented and adapted, and
comprised a variety of additional approaches to improve the levels of dialogue,
discussion, and feedback essential to the reform initiative.

17.6 Methodology

Following Vygotsky (1978), it is believed that “official knowledge” (represented in
this case, for instance, by Central Board of Secondary Education’s guidelines,
curriculum frameworks and the literature on formative assessment and CCE) is
given concrete expression by the sociocultural activity of actors (in this case
teachers and heads). Expression of human agency mediated through social inter-
actions plays a major role in determining the shape taken by new approaches to
teaching and learning in any school context (Priestley and Sime 2005).

Accordingly, this study places a greater emphasis on the meanings ascribed to
the initiative by the school personnel (teachers, heads, principal), which in turn
impacts the actions associated with the initiative, and the contexts within which
they occur. Case study seemed to be the appropriate tool as it enables the researcher
to “describe actions within a social setting and invites rather than tries to control the
possibility of a rich array of variables” (Holliday 2007, p. 4).

17.6.1 Data Sources

Data collection took place in the academic year of 2011–2012. Five teachers,
teaching secondary grade science, were chosen for this study (see Table 17.1).
Pseudonyms and random assignment of gender have been used to prevent confi-
dentiality and anonymity of the respondents and the school. This choice of teachers
and grade level was deliberate as CCE was applicable only in the secondary grades.
Science teachers and classrooms were chosen owing to researcher’s academic
background in sciences, thus, enabling her to better understand the epistemic,
pedagogic, and assessment requirements of the discipline. Teachers were inter-
viewed using semi-structured interview tool to understand their views on assess-
ment reform, their epistemological stance, views about learners, assessment
perception, assessment competency, etc. Semi-structured interviews with depart-
mental heads and supervisory heads were conducted on the ways in which the
changes in assessment procedures were being assimilated and accommodated in the
school calendar, how they mediated between parents and school procedures
between examination bodies and school teachers, etc., the ways in which they
handled logistical and organizational issues while executing FA and so on. A total
of eight hours of data from all the semi-structured interviews was collected.
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Non-participant field observation was used to construct a view of ways in which
the school worked to assimilate assessment reform initiative. It included observa-
tion of the classroom practice of the teachers (for details see Table 17.1); and
observation of staff meetings (among the teachers, between teachers and the head,
and between the heads, discipline-based Heads of the Department and the Principal
constituting total 7 h). Further, policy and school documents on assessment reform
initiative were analyzed.

17.6.2 Data Analysis

Thematic analysis (Cohen et al. 2011) was used to identify broad areas of evalu-
ation. The data so collected was transcribed and coded to identify themes. Some of
the initial categories used in the beginning are as follows:

• Ways in which school management translated the vision of the initiative as
described in the policy documents to its staff and students;

• The extent to which school management’s efforts were taken up by the teachers
and its concomitant impact on classroom practices;

• Types of classroom approaches adopted to embed formative assessment within
the school.

These categories underwent a recursive cycle of analysis to reach the categories
finally described in the next section.

Table 17.1 Details of teachers who participated in the study

Name
of the
teacher

Gender Grade/s
taught
(number of
students)

Professional
experience

Educational
qualifications

Topic of the
lessons
observed
(hours)

Seema Female 9 (32) Joined in the current
academic session

Bachelors in Science
(B.Sc.) + Bachelor
in Education (B.Ed.)

Force (5)

Neeta Female 9 (30) 5 years in two
different schools
and 3 years in this
school

B.Sc. + B.Ed. Gravitation
(4)

Raghav Male 10 (29) 5 years in corporate
sector and one year
in this school

B.Sc. + Masters in
Science (M.Sc.)
(Chemistry) + B.Ed.

Light (5)

Gritha Female 10 (33) 10 years in this
school

B.Sc. + B.
Ed. + Masters in
Education(M.Ed.)

Sources of
Energy (4)

Radha Female 10 (27) 25 years in this
school

B.Sc. + B.Ed. States of
Matter (3)
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17.7 Findings

The interview data and the supporting observations support the view that CCE
initiative had been a success for the school. The school addressed the issue of
change by establishing professional learning communities in the school. The
upcoming discussion highlights the ways in which school established PLCs to
enable successful assimilation of change in the educational processes.

17.7.1 Leadership’s Role

School’s principal was a source of inspiration for her staff. She provided requisite
support and impetus for change in her school. This had a number of consequences.

First, the interview data suggested that school’s principal had constantly been
engaging herself in educational research. She conducted as well as participated in
several professional development programs. Also, she was one of the master
trainers trained by Central Board of Secondary Education in its training process.
A teacher remarked,

Our Principal is very knowledgeable about research in education and what is happening on
the cutting edge (Rahav, Greenjingle School 2011).

She brought lots of research-based articles for teachers to read, encouraged sys-
tematic collection of students’ data for making informed professional judgments,
thereby, encouraging teachers to be “scholars”. She encouraged every teacher to
adopt one innovative formative assessment strategy for their respective classes. For
instance, a teacher instituted a regular practice to paste the assessment criteria of all
the upcoming assessment on one of the bulletin boards of the classroom to which
students could refer invariably for a long period of time while preparing for
extended projects. Another teacher developed individual student’s portfolios.

Second, she seemed to be successful in creation of a whole school environment
supportive of reform. School’s corridors had several bulletin boards displaying
innovative statements and procedures for pedagogic and academic enrichment of
the teachers.1 She empowered her academic and cultural heads to organize regular
faculty meetings to hear the voices of teachers, make scrupulous investigations of
their requirements, and eventually channelize schools’ resources in the desired
direction. During an interview she noted:

I want to create a self-propelling system…a way of administration in which school runs the
same way in my absence, i.e., all the mechanisms run smoothly without my supervision
(Meena, Greenjingle School 2011).

1For instance, articles of educational relevance were regularly posted on school bulletin boards
from daily newspapers, key statements from Assessment Reform Group were found to be posted,
etc.

17 School-Based Professional Learning Community … 261



Following her vision, school heads engaged in joint enquiry with the teachers and
encouraged them to become leaders. Such distributed leadership patterns invigo-
rated the entire system.

Third, it was ensured that student achievement was continuously monitored.
Grade-level teams of teachers examined students’ data weekly to reflect on progress
and determine where instruction needed adjustment. The teams studied students’
standardized test scores, attendance records, classroom test scores, and formative
assessments that were conducted periodically. This data collection was accompa-
nied by an inquiry conducted to ascertain the gap between intended and observed
outcomes. Teachers noted that in the spirit of assessment reform

We have learnt to look at the test scores and other forms of students’ data with an eye to
understand what it actually means in the classroom and how we should use that information
to change our teaching rather than adopting a judgmental attitude towards our students
(Gritha, Greenjingle School 2012).

Another teacher suggested

Once we got used to looking at data carefully and discussing it, we all became very
sensitive to changes in student performance, and we wanted parents to stay abreast of their
children’s learning as well (Raghav, Greenjingle School 2012).

Following these views, teachers started communicating students’ progress
recurrently to their parents either through class reports or in meetings. An enhanced
impetus of fostering parent–school ties was laid for improving students’ outcomes.

Fourth, she installed mechanisms for continuous professional development of
her teachers. Teachers attending professional development programs were made to
present the key ideas to their colleagues in the staff meetings to carry them forward.
This created a ripple effect fostering professional development of many teachers
simultaneously.

17.7.2 Focus on Collective Learning

With the inception of CCE, school leadership laid a strong emphasis on collective
learning of all professionals for assimilation of reform practices to attain improved
students’ learning and outcomes. This was achieved through invigorating “com-
munities of practice” (Lave and Wenger 1991) to engage teachers in reflective
dialogue regarding the modus operandi of change.

The process began by systematically creating avenues for collaboration among
the staff. First, it entailed changes in teachers’ and school’s timetable. To begin
with, school day for teachers was furthered by fifteen minutes to provide time for
collaboration on academic issues. Teachers valued these sessions for planning and
discussing about their practice and the reform program. One teacher spoke:

In the initial meetings, I found it difficult to open up, I had this fear of being mocked at by
others but now things have changed. Even though I am not certain but maybe it is the

262 G. Bansal



frequency of meetings…..recurrent meetings in which people discuss ideas- from their
experiences, research, documents- may have helped. I somehow feel safe. It’s like…
hmnn…ideas are being discussed and not people… (Seema, Greenjingle School 2012).

Maybe I will bring a unit to show others in my group what I did. They are going to look at it
critically and maybe praise it or tell me how to polish it. The focus of the group is on kids’
work so we can improve our teaching for the kids (Radha, Greenjingle School 2011).

Their views alluded to the founding of mutual respect, integrity and a relational
trust among the community members. All the more, during observations it was
found that communication in PLCs was geared by dialogic exchange of ideas where
criticisms were being taken up constructively by the participants, thus, preventing
the emergence of micro-politics fatal to the growth of PLCs.

Apart from this, systemic planning for collaboration occurred for the entire
academic session. Teachers were encouraged to deliberate on issues through online
Google groups, teleconferencing and were called periodically during vacations.
Focus of the meeting was clearly chalked out and communicated to all the par-
ticipants beforehand and they were encouraged to be “ready” with issues and
concerns to be discussed.

It is clear from the interview data that PLCs encouraged collegiality on academic
issues, lead to mutual interdependence for the common collective growth of the
initiative.

Second, school worked to create “spaces” for informal collaboration among the
staff. It entailed provision of workspaces having computer and Internet facility, a
mini resource center and certain basic facilities of tea and coffee being made
available to the teachers. Such spaces provided easier zones for engaging in pro-
fessional exchanges rather than going to staffrooms located far away from class-
rooms which were likely to inhibit school-wide collegiality.

17.7.3 Focus on Classroom Practices

Formative assessment was understood as a “part of everyday practice by students,
teachers and peers that seeks, reflects upon and responds to information from
dialogue, demonstration and observation in ways that enhance learning” (AfL
2009). Principal, Meena, observed that for assessment reform initiative to be suc-
cessful, it is essential to embed the changes in classroom practices. She along with
school’s cultural and academic heads enacted a system of classroom observation of
teachers engaged in the reform process. This involved classroom observations being
carried out by peers, academic and cultural heads, discipline-based Heads of the
Department and the Principal periodically. Several teachers in the beginning con-
sidered it to be a “risky” stuff. Teachers remarked:

What do you mean you want to observe me teaching? ……Do they think over all the years
I have not learnt how to teach them well…..? (Radha, Greenjingleschool 2011).

17 School-Based Professional Learning Community … 263



I feel I am back to teacher education program where a supervisor is going to mark me ….
it’s threatening as I may get dropped down next year……. (Seema, Greenjingle school
2011).

Leadership listened to all these arguments and incisively worked to clear the air of
skepticism hovering around the classroom observations. Principal while reminisc-
ing about her initial sessions with resistant teachers noted,

A great deal of time was initially spent in discussions with them. I used to address many of
their concerns regarding the program and encouraged them to talk to teachers at other
schools that had similar reform programs… (Meena, Greenjingle school 2011).

She further recollected,

……a lot of emotions were attached to it…..they began to look at me with skeptical eyes.
But I was sure that formative assessment initiative requires changes at the classroom level
and nothing but careful examination of pedagogic practices is essential….so I began to
attend PLCs where they could interact with me continually, seek suggestions…….and I was
always amenable to change if they could give me a valid argument (Meena,
Greenjingleschool 2011).

School principal’s participation on an equal pedestal in PLCs released the tension
regarding classroom observations. PLCs generated norms for classroom observa-
tion which reflected a clear focus on unpicking the nuances associated with
applicability of assessment reform, provision of constructive and qualitative feed-
back with clear suggestions on how the practice can be improved.

Gradually, teachers started taking classroom observations positively. One tea-
cher remarked:

I have learned to take her (referring to the Principal) criticisms as something supportive.
She genuinely wants to help us improve our assessment practices and she is just as quick to
praise as to give a suggestion for improvement (Neeta, Greenjingleschool 2011).

These practices seeded the reform at classroom level targeting the teaching–learning
process directly.

17.8 Concluding Remarks: Implications for Practice

The scale of the challenge in establishing “learning-enriched” (Rosenholtz 1989)
professional learning communities cannot be underestimated. Establishing PLCs is
one of the ways to capture the “big picture” (Cizek 1995) of assessment reform,
thus, situating the reform spirit in the school.

This study suggests that school-based PLCs can be successfully established by
the means of:

• Proactive school leadership open to innovation and amenable to change;
• Provision of constant academic support through continuous professional

development opportunities;
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• Charting avenues of collaboration through changes in teachers’ timetable and
decrease in workload which can foster attention on academic issues;

• Creation of an enabling environment for mutual exchanges on academic issues
by making arrangements for necessary infrastructure, such as, work stations
having the basic computer and Internet facilities;

• Systematically planning the PLC meetings having clear agenda communicated
to all the stakeholders beforehand;

• Providing flexibility and autonomy to teachers to adapt their practices according
to their group of learners;

• Finding mechanisms for classroom observations and provision of constructive
feedback to improve the classroom practices;

• Keeping the focus straight on academic issues and not on people preventing the
emergence of micro-politics in PLCs.

PLCs create a cultural system which supports change both at conceptual, procedural,
and policy level. PLCs empower teachers to become “assessment leaders” by:

• Providing exposure to innovative ideas, tools, and mechanisms required to
incorporate the necessary changes at the classroom level;

• Building a strong collegial support among teachers;
• Creating strong relational ties between the teachers and school’s administration;
• Encouraging classroom observations among the teachers with focus on provi-

sion of ways to improve the classroom practice.

School-based PLCs, thus, empower teachers to carry forward the reform intelli-
gently supported with a deep conviction of its benefits to the student community.
The ways of creating PLCs expounded in this study can serve as a springboard for
global practitioners to forge newer and productive links between school’s admin-
istration, teaching faculty, students, and parents for successful implementation of
assessment reform.

The research reported in this paper, however, falls short in suggesting the ways
in which school-based PLCs can be created across grades, schools, and between
teachers teaching different subjects. Further, how the concept of school-based PLCs
can be scaled up to the entire district or to the country is yet to be explored.
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Chapter 18
Professional Learning Communities
in a Web 2.0 World: Rethinking
the Conditions for Professional
Development

Yvonne Liljekvist, Jorryt van Bommel and Christina Olin-Scheller

Abstract The new technologies, in particular social media in Web 2.0, enable
rapid change in people’s behaviour, which needs to be considered in research on
teacher empowerment and teacher professional development and growth. In this
chapter we discuss how teachers in an informal, yet structured, way use social
media to expand their professional learning communities beyond the local school
context in Sweden. This is an example of how a new behaviour is emerging among
teachers that changes the opportunities and the frames for professional development
and growth. Through teachers’ engagement in social media, such as Facebook,
extended professional learning communities arise and teachers’ professional
development and growth become evident. Global levels influence local levels:
teachers from different schools engage in structured discussions related to everyday
practice, such as issues of learning goals in pre-school or topics related to a specific
course in upper secondary school. The teachers’ arena for professional development
and growth has changed, which means that the context of teacher empowerment is
rapidly changing too. Consequently, the chapter includes theoretical reflections on
professional learning communities in a Web 2.0 world and how this phenomenon
may affect our approach to enhancing teachers’ professional development.
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18.1 Introduction

In a review of research on teachers learning from teachers, White et al. (2013) have
found that there is a complexity of settings in which teachers learn. The complexity
is “influenced by both global and local forces, such as the recent pressure on
teachers to meet different demands imposed on them […] directly by politicians and
national laws” (p. 421). The institutional context and the teachers themselves as
learners are interdependent.

Moreover, the current evolution of social media and social network sites
transforms the day-to-day practice, the lived experience, and with whom we share
the experience. There are no distinct borders between “the life on social media” and
“the real life” (Ellison and Boyd [sic] 2013). In recent years teachers have started to
use different online forums, such as web sites, personal blogs, Twitter or Facebook,
as resources in terms of networking, sharing knowledge, giving and taking advice,
sharing and discussing curricular material, etc. (e.g. Bissessar 2014; Hew and Hara
2007; Manca and Ranieri 2014; Liljekvist 2016; Rutherford 2010; Ruthven 2016;
van Bommel and Liljekvist 2015). The teachers’ arena for professional develop-
ment and growth has changed, and hence the context of teacher empowerment is
rapidly changing too. Teachers initiate activities on social network sites, or activ-
ities can be initiated within formal professional development. This is an example of
how teachers’ practice changes and develops, thereby affecting conditions and
professional development opportunities.

The development of professional learning communities (PLC) seems to have a
positive impact on school improvement. Vescio et al. (2008) have described the
following five essential characteristics of a PLC: in a PLC, teachers (1) share
values; (2) develop norms; (3) have a focus on students’ learning; (4) discuss
curriculum, instruction and student development in an ongoing dialogic process;
(5) focus on cooperation in such a way that teaching practice is de-privatised and
knowledge is shared.

In this chapter we examine the theory-building potential when rethinking the
new conditions for professional development in order to understand how PLCs
work in a Web 2.0 world. We argue that teachers’ online communication, as one
part of their everyday practice in the local school, can be looked upon as a new
extended learning community that challenges and advances teachers’ practice. This
means that teachers (regardless of whether or not they have the opportunity to work
in a local PLC at their school) may combine their professional knowledge, based on
local practice and the curriculum, with knowledge acquired and developed at a
global level, that is, with colleagues on social media and social network sites. In this
chapter we show how teacher movement into social media is connected with
professional development at a local level. We start by outlining the everyday
practice of teachers in an age where the use of Web 2.0 tools is a common
occurrence. We describe the role social media and social network sites play in
teachers’ day-to-day experiences, and provide insight into Swedish teachers’
day-to-day practice. The Swedish example lays the ground for a discussion
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regarding the theoretical assumptions and opportunities of PLCs, as well as the
methodological issues regarding research within PLCs that includes teachers’
knowledge-building on social media and social network sites.

18.2 Day-to-Day Experiences of Today’s Teachers

The epistemological assumptions in learning communities are that knowledge is
situated in day-to-day lived experiences, and that a professional [teacher] best
understands his or her everyday practice through critical reflection with others who
share the same experience (Buysse et al. 2003). Avalos (2011) has explained that
this is a consequence of the situated nature of teachers’ professional development:
teachers’ professional learning and growth are embedded in the school environment
and its culture. It is also, she continues, intimately related to how the present
educational system and policies affect teachers’ work life. However, teachers’
day-to-day experiences are changing.

Facebook, as one type of social network site, offers opportunities to comment
and to share, like Twitter and other websites, but it also provides opportunities for
the “members” to ask questions and to get responses from others. Thus, the teachers
themselves can activate pedagogical discussions of teaching and learning. This
differs from how more monologic Internet resources work, such as blogs or web-
sites (cf. Liljekvist 2016; Ruthven 2016). Rutherford (2010) concluded that a social
network site “provides teachers with an opportunity to engage in informal pro-
fessional development that is participant driven, practical, collaborative” (p. 60).
This opportunity changes the way day-to-day experience of teachers is shared and
discussed, as excerpts in the next section will show. These discussions are separate
from the local, surface-level, work-related issues, and hence give opportunity to
focus the conversation on an issue and critically discuss pedagogical subject matter.
Admittedly, the quality of the knowledge-sharing on social media varies, but our
point is that the activities on social media constitute a new and vibrant dimension in
teachers’ day-to-day lived experiences (cf., Bissessar 2014; Borba and Gadanidis
2008; Ellison and Boyd 2013).

Nevertheless, the opportunity for teachers to extend their lived experience to a
social network site is, of course, not enough to develop a sustainable PLC. It takes
reflection and mentoring, as well as shared norms, focus on students’ learning, and
de-privatised practice as shared knowledge (Avalos 2011; Buysse et al. 2003; Stoll
et al. 2006; Vescio et al. 2008). In the following section we present some empirical
findings from our ongoing studies to outline how PLCs seem to operate in the social
media context. The purpose of these excerpts from the Swedish context is to
illustrate the need to develop theory, rather than to make empirical claims per se.
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18.3 The Swedish Example

Social network sites are widely used in Sweden. For example, 50% of the inhab-
itants actively use Facebook every day (Findahl and Davidsson 2015), and many
teachers create and become members of specialised Facebook groups. The group
members are spread throughout Sweden and unified by being practicing teachers.
Social network sites can thus be viewed as emerging communities of practice
(Goodyear et al. 2014).

Narrow thematic themes can have relatively few members, such as
“Mathematics for course 2b in upper secondary school” with about 200 members.
Not surprisingly, more generic themes appeal to more teachers. Hence the group
“Mathematics for lower primary school” has 12,000 members and the group
“Reading with older students” has 2500 members. Generic themes that are of
interest to all Swedish teachers can attract groups of up to 35,000 members (In all,
there are approximately 130,000 teachers in compulsory school and upper sec-
ondary school in Sweden).

However, the question is whether or not this social network phenomenon is
likely to function as extended professional learning communities (ePLC). In terms
of our findings, we can see examples of shared day-to-day practice in the social
network sites where situated knowledge is established and reflected upon. In the
excerpt below from a focus group interview, we can note such PLC characteristics
as well as the limits of social media regarding PLC features.

Teacher 1 Facebook is my colleague, sort of. When I prepare my lessons […] that
is, when I’m at home [laughs] I frequently use my Facebook group to
discuss [pedagogical] things to make my instructions better and so on.

Teacher 2 Yes, for me it is valuable since the working days are so intense […] it is
in the evening I have time to think
[…]
and to discuss […] things […] or kinds of problem […] I mean
teaching dilemmas […] of course not some students’ [social]
behaviour.

Both teachers express that Facebook gives them the opportunity to reflect, at home
(teacher 1) and in the evening (teacher 2). Teacher 1 claims to use Facebook to
establish situated knowledge—making instructions better. The same teacher also
states that students’ social behaviour is something that is not discussed in the
Facebook groups. This implies that the teachers in the Facebook group act as in a local
PLC, but, evidently, without the shared responsibility for one specific student group.

The members of the different Facebook groups have chosen a specific domain in
which to engage, for instance, teaching mathematics or Swedish. The community in
a Facebook group is solely determined by the engagement of its members, who are
all registered as practitioners. Any member can initiate a discussion by posting a
“status”; others can continue and reply with a “comment”. Shared values and norms
develop in the group.
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Status 1 I would like to know your thoughts on how to plan
lessons on how to tell the time in grades 1–3. Thanks!

Two of the comments
in the succeeding thread

(A) Start indicating the weekly schedule times on the
board with small clock faces so the clock becomes an
everyday experience. Tell the students to wear a
wristwatch and use it daily. Let the students work
two-by-two with different teaching materials.
(B) As there is only one goal which addresses weight,
length, time and volume, I use about 2 lessons in the
course of two weeks each term. Maybe some homework
also. Then you can always challenge (the students) to
practice it, for instance, through games, apps and so on
during the term. I also think it is more interesting [for the
students] to work with this topic when they are a bit
older, 7–8 years, because their parents expect them to be
on time more.

These teachers give advice to the question posted in status 1, based on their own
experience. They do not merely answer the question described in the status, but also
put the question in relation to the syllabus as a whole.

There are also members (C) in the group who read the thread without actually
taking part in the discussion:

Comment (C) Thanks for wise thoughts and advice! Good idea showing the big
clock in the morning. A new task for the classroom host tomorrow ☺.

Borko (2004) has claimed that critical discussion on teaching does not come
about by itself, and that teachers need to “collectively explore ways of improving
their teaching and supporting one another” (p. 7) in order to develop their teaching.
This is shown in the communication between teachers A and B, and the teacher
posting status 1. Another kind of in-depth discussion evolves from status 2 below,
leading to a discussion on national test results compared to student grades.

Status 2 What is your opinion on the difference between the results in the national
tests and students’ grades? It seems (nationally) that results on the
national tests are lower than the individual grades on tests throughout the
year …

It is also clear, as van Bommel (2014) has shown, that teachers need substantial
pedagogical content knowledge in order to be able to communicate the planning of
lessons, the use of textbooks, etc. Status 3 below illustrates the need for such
knowledge. When a teacher asks for (and further evaluates and discusses) a digital
tool fulfilling specific subject-matter requirements, substantial pedagogical content
knowledge is needed.
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Status 3 I need some help with an app or a programme for “Smartboard” (interactive
board), which can demonstrate an exercise like:
7 + 5 = 10 + 2 = 12
I want to be able to change and be able to show ‘filling up the tens’.

In the social network sites, we can see how teacher practice becomes quite
de-privatised, and, hence, shared knowledge can develop. The focus in the com-
munication is fairly often on student learning, and different types of media are used.
In status 4 below, a teacher shares a film on classwork outdoors in geometry,
showing how the lesson was orchestrated and the learning outcome to be assessed.

Status 4 I want to share with you a film of our work outdoors today in geometry,
for age 7. Circles, squares and triangles (then a link to a film showing
parts of the outdoor lesson, and the outcome of the students’ work).

In the Swedish example we have now seen how teachers discuss, for instance,
curriculum, instruction and student development, an activity that is one of the five
essential characteristics of a PLC (Vescio et al. 2008). The teachers’ everyday
experience also takes place in social media, which means that the practice becomes
de-privatised and shared knowledge seems to develop. How can we understand the
interdependence between teachers’ professional development in their school con-
text and the phenomenon of digitally ePLC?

We know that PLCs are mainly constructs to describe important features in the
processes of professional development to promote student learning in the local school
(cf. Horn and Little 2010). However, our point is that social media change the frames
of communicative behaviour. Social network sites and social media are vibrant parts
of the everyday lived experience of teachers and nowadays they have a more or less
global colloquium in addition to fellow teachers in the local school or school district.
Further, our results indicate that teachers communicate on social network sites as if
they address their status updates and comments to “some colleagues”. It does not
appear to be a deliberate communicationwith all (thousands) the individual members.

We argue that this extended professional context may have implications for
research conducted with PLCs as a theoretical stance. It is an example of an
emerging teacher behaviour that changes the opportunities and the frames of pro-
fessional development and growth. In the following sections we outline some
implications regarding inquiries into PLCs and social media in the form of theo-
retical and methodological reflections.

18.4 PLCs and Social Network Sites: Some Theoretical
Reflections

In a PLC, teachers share values and develop norms and they have a focus on student
learning. As mentioned, the dialogue in a PLC is an ongoing process where teachers
discuss the curriculum, instruction and student development. Further, the focus on
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collaboration leads to a de-privatised practice, and the teaching hence becomes
shared knowledge (cf. Avalos 2011; Stoll et al. 2006; Vescio et al. 2008).

In a social network site, the de-privatising practice takes form in several ways.
Some teachers post pictures or documents of material they have created and
examples of student efforts, but short descriptions of the work situation can also be
found. As other teachers do not know the specifics of the classroom or school
concerned in the posted status, some background is given. However, since it is
possible to give a much more colourful description of the background, the absence
of more detail implies that there are values, norms and practices that are considered
to be shared knowledge, thus indicating a developing ePLC practice.

Findings from various educational settings reveal how social network sites used
as professional resources are not an isolated phenomenon and that the impact they
have on professional development varies (see, e.g. Bissessar 2014; Liljekvist 2016;
Manca and Ranieri 2014; Rutherford 2010; Ruthven 2016). Communication in
social network sites makes the ongoing dialogue asynchronous; that is, a status
posted on one day may yield replies several days (or weeks) later. This aspect may
contribute to the focused dialogues regarding, for instance, curriculum, instruction
and student development on social network sites. New ideas or questions not
directly related are posted as a new status and therefore do not interfere with the
actual discussion thread of each status. The communication hence supports the
development of shared pedagogical subject knowledge on more than a surface
level. Individual members can, of course, go into a synchronous session such as a
chat or video conference outside the group, but this lies beyond the scope of the
studies underpinning the theoretical discussion in this chapter.

If we consider the term “professional” in PLC, we know that it is not merely a
question of teachers’ knowledge-sharing, but a matter of the foundation of the local
school culture that expects collaboration and involves an ongoing inquiry into the
practice of improving student outcomes (Stoll et al. 2006). The assumption is that
what teachers do together in out-of-class meetings is important and affects their
professional development as well as student learning (Leder 2008; Stoll et al. 2006).
If, then, the lived experience of teachers is branching out to social network sites,
this should affect the notion of “togetherness” and “out-of-class meetings”.

There are, however, key characteristics (cf. Stoll et al. 2006) that are not possible
to develop in a social network site more or less “open to all”: first, as there is no
“local school” within the Facebook groups, there is no collective responsibility for
student learning in the respective local school, and, second, the communication in
the Facebook groups is not a form of in-school collaboration. Kling and Courtright
(2003) have pointed to the fact that groups on social media have a different role
from the local group of people working together. For instance, colleagues on
Facebook could be reached regardless of time and place. They put forward the role
of social network sites and social media as enhancing, extending and supporting
wider group processes and objectives.

Nevertheless, our results show that a local PLC in Sweden is very likely to be
influenced by the teachers’ professional communication on social network sites, and
hence, a need for theoretical development of a digitally extended professional
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learning community (ePLC) arises. The teachers’ empowerment and opportunities
to develop shared knowledge and a sustainable, reflective, professional inquiry at
the local school level may thus be enhanced—partly because of the professional
communication on social network sites. Research on professional learning also
stands to benefit generally from the recent opportunity to study digital communi-
cation (see, e.g. Bissessar 2014; Borba and Gadanidis 2008; Dalgarno and Colgan
2007; Goodyear et al. 2014; Hew and Hara 2007).

18.5 Opportunities When Studying Teachers’ Professional
Learning in an Online Context

It is well known that a key factor in the progress of educational reform is teachers’
capacity on both the individual and collective level, and how strongly it is linked to
the “school-wide capacity” for promoting learning (Horn and Little 2010; Stoll
et al. 2006). Capacity can be seen as a combination of skills, motivation and
positive learning, in addition to organisational, infrastructural and supportive
structures that can promote sustainable learning over time for all levels in the school
system (Avalos 2011; Stoll et al. 2006). Thus, even if practicing teachers need to
change their teaching because of external reforms, it can be difficult to integrate
reform practices due to institutional and social expectations.

When it comes to supportive structures, it is not merely a question of digital
resources. White et al. (2013) have shown that the relationships between the support
given (e.g. by experienced teachers) and the supportee (e.g. the individual teacher, a
group of teachers) can be of different kinds, such as teacher educators as guides,
teachers and researchers working together, or teachers working together to design
their own developmental activities. White and colleagues have pointed out the
similarities and differences between the knowledge that teachers and teacher
educators/researchers, respectively, bring to the learning interface. They stated:
“neither group had all the knowledge that was needed for the development of
teaching, but working together they could become a unified, powerful develop-
mental force” (p. 422). This is also in line with studies emerging from in-service
training of language teachers in Sweden (Sundqvist and Olin-Scheller 2013) as well
as the review of teacher education by Leder (2008), where she has put forward the
core factors of “community building” and “networking” as means for in-service
teachers’ out-of-class meetings.

Teachers’ empowerment is an important aspect when the learning arena is
extended to social media. White et al. (2013) have stressed that teachers’ knowl-
edge is pre-eminent in in-school situations, and researchers and teacher educators
have “much to learn about issues that influence what can happen in schools, and
what is needed to put research-based knowledge into practice” (p. 422). As social
network sites can be seen as out-of-class meetings, they afford researchers
the opportunity to conduct systematic studies of important factors and issues.
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It is a matter of studying “the learning of practicing teachers: how they learn, what
they bring to their learning efforts and how these efforts are reflected in changes in
cognition, beliefs, and practices” (Avalos 2011, p. 4).

Webster-Wright (2009) has stated in her review of research informing profes-
sional development practice that it is necessary for us to learn from teachers’
authentic learning situations: “To gain further insights to enhance support for
professionals as they learn, there is a need to understand more about how profes-
sionals continue learning through their working lives” (p.704). She has called for
research aimed at understanding more about the experience of professional learning
in order to support it more effectively, rather than merely developing professional
development programmes. Studying how teachers use social media and social
network sites will yield empirical findings to problematise, thus enabling
researchers to move beyond the idea that formal and informal learning are different
types of learning (e.g. Borba and Gadanidis 2008; Dalgarno and Colgan 2007). In
this respect, such studies can identify and theoretically develop some aspects of
professional development, teachers’ empowerment, and how to understand pro-
fessional learning in a multitude of communities.

18.6 Methodological Implications

Conducting research on the Internet is challenging because of “Internet time”
(Karpf 2012); that is, the rapidly changing context and content, and the code-based
modifications: “Standard practices within the social sciences are not well suited to
such a rapidly changing medium. Traditionally, major research endeavours move at
a glacial pace” (p. 640). Karpf has concluded that it is important to take “Internet
time” seriously when designing studies and he has thus recommended a
question-driven methodological pluralism.

In studies on social media and social network sites, we need to analyse specific
activities on the site, for example, asynchronous or synchronous communication,
the different representations and the digital resources used. Ellison and Boyd (2013)
have pinpointed the need to contextualise the activity-centric analyses because the
way members position themselves within the social network site shapes their
experience of it (e.g. due to innovations and technical changes implemented).
Hence, a mixed method approach may be the natural choice.

Moreover, the ethical considerations are perhaps far more delicate when making
inquiries into social network sites. What kind of data are we dealing with? Can the
communication displayed be considered public record like debates in newspapers,
or is it a private conversation? On the one hand, everything is most certainly already
on record at the companies supplying the technical solutions, but, on the other,
people using social media and social networking sites may well think of it as a
personal and private sphere. When the studied groups are large, it is more likely that
the members regard the communication as public, and hence the topic discussed
may not be delicate, for example, psychological health or socio-economic personal
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issues (Ellison and Boyd 2013; Robert 2015). However, the members of different
social network groups have chosen a specific domain in which to engage and the
theme in the group may well have a focus on delicate issues (cf. Roberts 2015). In
education research this may be slightly less of a problem. However, the research
community needs to take these questions very seriously. This is not only a question
of the respondents’ feelings and stances, or personal situation, it is also a matter of
how the intervention (i.e. to explore the group activity) per se disturbs the com-
munication pattern, the trust and the evolving norms, the participation pattern, and
so on, in the group studied (Ellison and Boyd 2013; van Bommel and Liljekvist
2015). It is a matter of maintaining public trust in researchers as well as the
possibility to conduct research in online environments in the future.

18.7 Conclusion

The teachers’ arena for professional development and growth has changed in
communities where Web 2.0 tools are commonly used. Social media and social
networks are used for teachers’ learning and knowledge-sharing, both in formal
professional development programmes (e.g. Dalgarno and Colgan 2007) and in
informal settings created by teachers themselves (e.g. Bissessar 2014; van Bommel
and Liljekvist 2015). Hence, the frames of teacher empowerment are rapidly
changing too since social media and social network sites support and enhance
teachers’ professional development.

In this chapter we argue for the need to rethink and develop theories that take the
conditions for professional learning into account if we are to understand PLCs in a
Web 2.0 world better. In other words, knowledge of how informal professional
development in social media and social network occurs and develops may change
researchers’ and stakeholders’ approach to how teachers’ professional development
is best served.

The literature shows fairly consistent views of the conditions under which an
efficient (local school) PLC operates and the kind of activities and pedagogical
considerations that a PLC should involve and aim for. On the one hand, collabo-
ration in a PLC has to be close to the day-to-day practice, but on the other, social
media and social network sites change the way teachers work together, and with
whom and when they have in-depth pedagogical discussions. Teachers’ profes-
sional discussions in social network sites tend to be related to reviewing lessons,
teaching problems and pedagogical subject matter, and tend to generate new ideas
for practice collectively. Hence, the teacher behaviour that is important for a PLC to
emerge is already evident outside Web 2.0 in local school contexts, and thus this
enables a digitally extended professional learning community (ePLC) to develop.
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Chapter 19
Emerging Technologies as Tools
for Enhancing Mathematics Professional
Learning Communities in Botswana

M.J. Motswiri, E. Zimudzi, K.G. Garegae and A.A. Nkhwalume

Abstract This chapter explains policy initiatives and the potential for the use of
information and communication technologies (ICTs) in professional learning com-
munities (PLCs) in in-service mathematics teacher education in Botswana. The
Botswana context, and how ICTs could support teacher empowerment through PLCs,
was explored. The key arguments are based on literature review and documentary
analysis of relevant government policy documents pertaining to continuing profes-
sional development (CPD) and comparison with the global trends in PLCs.We found
that the current top-down policy initiatives pose challenges in implementing and
sustaining PLCs, and that there is need to involve the mathematics classroom prac-
titioners. The study recommends the use of ICTs in PLCs to address teacher
empowerment issues of access, autonomy, competency and learning standards for the
country to remain competitive in the global economy. The availability of this infor-
mation will assist in formulating policy on mathematics teacher empowerment,
enhancing professional development and effective classroom practice.

19.1 Introduction

In an effort to remain competitive in the global economy, the Government of
Botswana endeavours to reform its education system (Government of Botswana
2015). With sustained levels of economic growth over the years to move to an
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upper middle income country over a 40-year period, the education system is failing
to equip students with skills to contribute productively to industry and to society
(World Bank Group 2015; Government of Botswana 2015). Hence, the aim is to
place great emphasis on the development of human resource for a knowledge-based
and globally competitive economy. Through its Education and Training Sector
Strategic Plan (ETSSP), it seeks to provide CPD for teachers, and mathematics as a
subject is one of the priority areas (Government of Botswana 2015, p. 63). Among
the critical concerns identified are lack of a comprehensive CPD system, weak CPD
strategies, and generally lack of policy on CPD (Government of Botswana 2015,
p. 77). PLCs are a promising way to achieve continuing teacher development, more
so that the digital world brings with it platforms that encourage their implemen-
tation and growth.

The potential of ICTs in supporting CPDs for teachers is well-documented
(Albion et al. 2015; Brooks and Gibson 2012; Farooq et al. 2007; Hairon and
Dimmock 2012). The UNESCO (2002) report, for example, has stated that ICTs
were becoming powerful tools to improve teacher training. Their introduction in
mathematics began in school classrooms before encroaching into teacher training
and development. Notwithstanding, the integration of ICT in teacher education
institutions has become ubiquitous as shown by plethora of literature (Albion et al.
2015; Kler 2014). The structure of teacher development programmes needs to be
aligned to the current situation. In the past, transmission models, such as the
training model, the award-bearing model, deficit model and cascade model, were
used to upgrade teachers’ skills (Sywelem and Witte 2013). As years passed,
transitional models, including standard-based model, coaching or mentoring model,
and community of practice model were employed followed by transformative
models where there was a paradigm shift from teacher control to teacher autonomy
(Sywelem and Witte 2013; Kennedy 2005). Teacher autonomy models were found
necessary as views on knowledge and knowing shifted from fixation or objectivity
to be socially constructed hence the emergence of social constructivism. PLCs are
based on the notion that teachers are transformative agents and thus should be
allowed to continually develop, learn and test ideas in their practice through
reflection and action research (Giroux 1995).

This chapter highlights the policy initiatives of PLCs in Botswana, its top-down
influence and a set of practices. It considers the ideas and insights into pertinent
literature and educational policy to better understand the pedagogies of ICTs as
tools for CPD in mathematics. It raises arguments for the accelerated use of ICTs in
the implementation of PLCs with mathematics teachers in Botswana. The chapter
commences through a discussion of the country’s ICT infrastructure, the PLCs in
continuing teacher education as implemented in the Botswana context and inter-
nationally, and their potential as tools for enhancing CPD. The key question is how
well the ideas and practices are associated with schools as PLCs are implemented in
a top-down management system.
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19.2 The Botswana Context

Botswana is a Southern African, sparsely populated country with a population of
about 2 million people (2015). The education system comprises 7 years of primary
school, 3 years of junior secondary and 2 years of senior secondary school. The
government has invested heavily in education, building schools and providing the
necessary infrastructure including ICTs.

The country compares favourablywith the best on theAfrican continent in terms of
access and use of ICTs.With a network readiness index of 3.4/7 (refer to Table 19.1),
knowledge intensive jobs at 17.9% and mobile network subscription/100 population
at 160.6% (World Economic Forum 2015, p. 132), Botswana is poised for widespread
adoption and use of ICTs in teaching. The Government of Botswana is committed to
“position Botswana for sustained growth in the digital age by serving as a key catalyst
in achieving social, economic, political and cultural transformation within the
country” (Government of Botswana 2004, p. 3).

19.3 Professional Learning Communities (PLCs)
in Botswana

A PLC is a group of people sharing and critically interrogating their practice in an
ongoing, reflective, collaborative, inclusive, learning-oriented, growth-promoting
way (Mitchell and Sackney 2000; Toole and Louis 2002). In schools, the com-
munity is formed by teachers coalescing into subject-based groups with the aim of
bettering their practice by sharing knowledge and experiences. The purpose of
learning communities is to facilitate opportunities for teachers to share stories of
their challenges and successes (Wenger 2009). They act on feedback to develop
insights into making their practice more effective and practical. The ideal opera-
tionalization of such being informed by a process aimed at engaging school teachers

Table 19.1 Summary,
Botswana network readiness
index (Global Information
Technology Report 2014,
2015)

Indicator 2014 2015

Secondary school enrolment % 81.7 81.7

Adult literacy % 85.1 88.5

Mobile telephone subscriptions/100 153.8 160.6

Internet users % 11.5 15

Tertiary education enrolment % 7.4 7.4

Mobile network coverage % – 96.0

Knowledge intensive jobs % 96.0 17.9

Households with internet % 9.1 10.6

Mobile broadband internet subscriptions % 74.9 74.1

Use of virtual social networks/7 5.4 5.4

Internet access in schools/7 3.5 3.5

Quality of maths/science education/7 3.4 3.6
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and administrators to continuously seek and share learning, and act on their
developed insights to improve students’ learning outcomes (Astuto et al. 1993;
Hord 1997).

However, the operations of such a community can be extended beyond the
confines of an institution and bring together teachers in various schools. Where the
learning community extends beyond the boundaries of individual school, a cluster
of schools is established thus forming a critical mass of organisation of subject
teachers.

A cluster system of In-Service Training for Secondary School Teachers for
Science and Mathematics which is under the Department of Mathematics and
Science Education (DMSE-INSET) at the University of Botswana was employed to
support similar purposes, specifically as a follow-up strategy for enhancing chances
of school and classroom implementation of workshop outcomes. At least three
schools in close geographical proximity were considered to describe a collaborative
critical mass for sharing experiences and reflective exercises. The minimum of three
schools was forced by logical circumstances that included distance between the
schools. Such a learning community would be expected to collaborate and reflect on
their practice, develop insights into their practice and establish practical and
effective practice in the context of the conditions of their geographical, economical
and social cluster. Finally, the cluster would be expected to produce a detailed
report of their meetings and share with the DMSE-INSET staff for further guidance
and support. Such feedback was critical for future plans and action on teachers’
professional development support. Invariably, various activities that the member-
ship of a cluster undertook required technological facilitation that included com-
munication, hosting and running of meetings. DMSE-INSET has designated
functions to promote network professional development and school improvement
activities across the schools.

The cluster was therefore used as a strategy for workshop training follow-up
activities to bridge communication and isolation challenges that teachers find
themselves in without the most needed peer support and/or that from workshop
facilitators. The gap between training and implementation has often been seen as
the weakness of in-service training and implementation of educational change, and
ICTs could close this gap by enhancing communication across distances.

The current arrangement involves organising workshops to address selected
issues with heads of departments from schools. The heads of departments would
then workshop the teachers at their respective schools. It is a top-down management
system whereby information is passed from the top to the lower echelons of the
system. It is time-consuming and costly to run workshops in one place since this
involves a movement of people, accommodation and feeding during the workshops.
This traditional view that those who attend workshops increase their content and
self-efficacy (Moodley 2015) works to the detriment of PLCs. Trust et al. (2016)
suggest that the cultural activity be embedded in a specific social activity that form
the backbone of society. This view is consistent with Wesely (2013) and Hou
(2015) who see professional development as a continuous process. They argue that
education reform is an ongoing process built around the personal growth of the
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teacher; that voluntary participation and empowerment are the key factors in the
success of PLCs and that the teachers are more accessible online because of reduced
spatial and temporal constraints.

The Government’s strategy to endorse CPD (Government of Botswana 2015) as
a vehicle for curricular and pedagogical change to achieve desired student learning
outcomes is generally consistent with international expectations (Farnsworth et al.
2016; Hairon and Dimmock 2012; Weshah 2012). PLCs are credited with broader
developments in the field of teacher professional development including lifelong
and continuous learning (Boitshwarelo 2007; Shehu 2009), community learning,
reflective practice and inquiry-based and evidence-informed practice (Ayling et al.
2012; Boylan and Woolsey 2015). PLCs have also been credited as vehicles for
establishing collegial relationships and for capacity building in various school
subjects (Boitshwarelo 2007; Hord 2004). They are focused on the learning of the
teacher, and pointed towards the result of teaching. Teachers share their collective
intelligence on the knowledge, experience and divergent viewpoint.

Notwithstanding the international claims for the positive effects of PLCs on CPD
(Brooks and Gibson 2012; Lee and Brett 2015; Popp and Goldman 2016), there is
lack of research on ICTs’ role in enabling PLCs to function successfully on
instructional practices and student learning outcomes in Botswana. There is a strong
case for strengthening the present knowledge base with regard to establishing and
sustaining PLCs in this context. Investigating PLC processes and their impact on
instructional practices and learning outcomes across different contexts will inform
the knowledge base on their successful implementation and sustainability in the
Botswana context.

19.4 Methodology

The key arguments discussed in this paper are based on literature review and
documentary analysis of relevant government policy documents pertaining to CPD
in Botswana. Other secondary sources of information used to support the discus-
sions in this paper included informal conversations between the authors and
DMSE-INSET staff. International literature was used for comparison with the
current trends in continuing teacher education in Botswana. The primary reliance on
document analysis was apparent as the research on the implementation of PLCs in
Botswana is in its infancy. Only three papers (Batane 2004; Boitshwarelo 2007;
Shehu 2009) were available when we searched Google Scholar for literature on
PLCs and CPD in Botswana. The analysis specifically focused on policy documents
since they were considered fundamental to understanding the policy justifications
that underpin the PLC policy initiative. Our interest in the policy documents was
mainly on current CPD initiatives and the processes and structures expected to be
put in place by schools in Botswana.

19 Emerging Technologies as Tools for Enhancing Mathematics … 285



The researchers focussed on the rationale for the PLC policy initiative and
possible impact and implications for mathematics teachers. The process involved
seeking explanations of the phenomenon by eliciting pertinent data, then testing the
data against tentative themes, modifying them, and then repeating the process until
the data were consistent with the thematic framework. Data analysis involved
reading appropriate sections of each of the documents to get a holistic impression.
This was followed by the structuring of section content into units of analysis, the
elicitation of codes to capture the meanings of the sentences, and finally, the
generation of themes based on these codes. These categories provided explanations
to the rationale of the PLC policy initiative which included teacher competency;
characteristics of PLCs, leadership support for PLCs; and the possible implications
for teachers which included workload and top-down work structure. These themes
formed the conceptual framework for the reporting of findings and the discussion.
Internal coherence during the data analysis was also sought in order to strengthen
the findings. The authors were cognisant of the lack of interview data to support the
explanations generated from the documentary analysis, with potential for further
in-depth study.

19.5 The Botswana Policy Context Shaping
the Introduction of PLCs

Botswana’s Ministry of Education and Skills Development (MoESD) considers
PLCs as conducive to promoting “professional development so that it contributes
and impacts positively on the quality of the education system” (Government of
Botswana 2015, p. 76). The idea is to establish the Teaching Council to develop a
CPD system that will oversee the setting of standards and frameworks envisaged to
produce a quality teaching workforce. The initiative is top-down in nature, being
run by the school heads, to deliver INSET as part of decentralised teaching support
system.

The value of teacher-initiated professional development through sharing, collaboration,
reflection and inquiry is not embodied. There is no acknowledgment that self-directed
teachers are engaged in action research to solve problems identified in relation to the
curriculum and classroom pedagogy. In summary, the strategy in teacher professional
development has focused on raising teacher competency by bringing in more workshops
and training, i.e. the policy direction has been placing responsibility on the management,
rather than on the teachers. In contrast, the trend emerging on the international scale is for
the use of reflection and inquiry (Albion et al. 2015; Hargreaves et al. 2013; Hou 2015;
Postholm 2012), and action research in order to interrogate and develop subject content and
pedagogical knowledge (Hairon and Dimmock 2012). This can only be possible with the
involvement of the classroom practitioner’s initiative (Hairon and Dimmock 2012;
Postholm 2012). The commitment to making all Botswana schools PLCs rests on the idea
of “thinking schools” (Hairon and Dimmock 2012, p. 413).
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19.6 Stakeholder Preparedness for the Implementation
of PLCs

Key findings from (Bleiler 2015; Hairon and Dimmock 2012) indicate that the
degree to which the PLC initiative is successful in practice is likely to hinge on,
first, teacher preparedness and second, the school leadership and support for their
implementation (Hairon and Dimmock 2012). Studies indicate that pedagogic
practices in Botswana schools still remain strongly teacher-centred, reliant on
formal didactic teaching, rote learning, and summative testing (Schweisfurth 2015;
Tabulawa 1997) though the policy platforms encourage more learner-centred
approaches.

One constraint on teachers’ commitment to PLCs is teaching workloads the
teachers already have, and the pace of educational change (Batane 2004; Tabulawa
1997). The top-down managed PLC may be seen by teachers, who already have
teaching and administrative duties, as yet another burden.

Concerned with issues of implementation over PLC processes, stakeholders need
to ask: “How much flexibility actually exists for schools to shape their PLCs within
government framework and policy guidelines?”, “To what extent do the charac-
teristics of effective PLCs captured in generic literature apply to Botswana?”, “How
do teachers learn in such communities?” And “How do PLCs bring about
improvement in classroom practices and student learning outcomes?” The link from
PLC activities to student learning outcomes is mediated by many factors, including
school culture, teaching effectiveness, time, engagement, and learning practices and
materials.

The other challenge is the centralised (top-down control) system deeply
entrenched in the education system, from the MoESD to the district, school heads,
department heads and teachers. Policy initiatives by the MoESD are cascaded down
to the teachers, a mirror of the public administration established in all public sectors
in Botswana. It permeates both school heads and teachers’ relationships.

The ETSSP policy document emphasises training and no social interaction
initiatives. A number of scenarios from literature are possible with such a policy
direction. Hairon and Dimmock (2012) speculates that school heads may command
teachers to carry out PLC activities rather than winning their commitment, thereby
resulting in resistance. Others may not provide enough resources for PLC activities,
and teachers may just present themselves without collaboration or reflection. School
leaders may alternatively delegate responsibilities to subordinates who may not
cope with the workload. Although others may be pro-active and committed to the
implementation and sustainability of PLCs, ultimately, leader competences will
play a large part if the PLCs are implemented and sustained across the mathematics
curriculum.
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19.7 ICTs and Professional Development for Mathematics
Teachers in Botswana

In Botswana, mathematics is a high priority compulsory subject up to senior sec-
ondary level, making it difficult for teachers to collaborate during teaching time.
Mathematics instruction in schools, therefore, places teachers in isolation from their
peers. While the opportunity for mathematics teachers exists through the Botswana
clusters as learning communities, the efficiency and effectiveness can greatly be
enhanced by employment of innovative interventions mediated by emerging ICTs
readily available for use in the context of their practice.

ICTs have made it possible, for example, to communicate, simulate processes,
illustrate concepts, and draw graphics; offering teachers the possibility of renewing
and familiarising with the development in current trends in mathematics education
(Weshah 2012). There is a wide variety of emerging ICTs available for use,
including open-source software, mobile learning technologies, massive online open
courses (MOOCs), SMS messaging and video conferencing applications. Subject
team meetings, classroom visitations and collaboration meetings can now be
replaced by ICT facilities available at affordable cost.

Weshah (2012) points out that web 2.0 tools and services are useful for
reflection, sharing and construction of knowledge. Studies by Hou (2015) with
online learning experiences indicated that they contributed positively to profes-
sional development of teachers. Participants recognised the significant presence of
their peers in supporting and transforming their learning, and that the
web-encouraged voluntary participation and vibrancy within the community.
Albion et al. (2015) suggested linking research to practice as a way of facilitating
evidence-based policies. Flagg and Ayling (2011) indicated that teachers were
interested in professional development communities that embedded construction of
knowledge and professional identity as they engage. They all emphasised the
importance of learning and participating identities. These views were elaborated by
Bleiler (2015) and Boylan and Woolsey (2015) on using ICTs in professional
development. Trust et al. (2016) although acknowledging that there is a dearth of
research on professional learning networks, suggests that the anytime, anywhere
availability of learning networks and their capacity to respond to diverse interests
and needs offer possibilities for professional growth. These and other more recent
studies (Dogan et al. 2016; Koh et al. 2016; Popp and Goldman 2016) indicate a
shift to practice-based professional development in CPD.

Cloud computing services, for “ubiquitous, on-demand network access to a
shared pool of configurable computing resources, e.g. storage and applications, that
can be rapidly provisioned and released with minimal management effort or service
provider interaction” (Mell and Grance 2011, p. 2) is of critical importance today.
PLCs data and activities can be accessed through a cloud on a pay-per-use pricing,
for example, Dropbox and Google Drive, for storage data services and applications;
and Apple I Cloud for online storage and backup.
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The proliferation of web 2.0 services has led to increased interactivity and
collaboration in PLCs users of the Internet. Web 2.0 has brought with it forums,
microblogging sites, social networking, social bookmarking and wikis (Weshah
2012). Researchers predict that these technological advances will very quickly
change the educational and cultural landscapes entirely (Wesely 2013), increasing
access and sharing in communities. Botswana is well poised for the adoption of
these ICTs in mathematics professional development communities with immense
benefits. Such promise is highly likely in supporting to strengthen Botswana
mathematics professional communities, their development and operationalization as
communities of learners to revolutionise teacher practice through reflective practice
leading to improved student academic outcomes.

The widespread adoption and use of mobile devices with associated services to
the larger community has offered opportunities for teachers to use ICTs in CPD.
These technologies have come at much reduced cost; and are therefore affordable to
many, notwithstanding their usability.

The Botswana Government’s intent on becoming an informed nation through
technology use has not made a great impact on the actual use of technologies in
mathematics classrooms (Garegae and Moalosi 2011). Despite the constructivist
approach to teaching and learning that the curriculum demands, a number of
problems encountered such as large classes and issues relating to resistance to
change have not helped teachers to smoothly harness ICTs in PLCs practice.

19.8 Implications and Conclusions

This discussion has foregrounded the influence of Botswana policy initiatives in
shaping the implementation and sustainability of PLCs in mathematics teaching.
Botswana has forged a unique centrally driven culture in Africa, which addresses
issues of access, equity and the improvement of the quality of education, economic
prosperity and equitable distribution of wealth being the main drivers of its social,
cultural, political and educational evolution. PLCs are seen by the Botswana
government as an appropriate twenty-first-century professional development plat-
form to enhance teacher competency and student outcomes. Issues like access,
autonomy, competency and standards speak to teacher empowerment.

However, as this paper has argued, the top-down dependency in Botswana poses
particular challenges for teachers and school heads charged with implementation at
school level. For example, the current notion of PLCs and their influence is likely to
be confined to pedagogical practices, subject expertise and student learning, a clear
outcome of a centrally driven culture. Hence, a paradigm shift is required in the
pattern of influence relations for mathematics continuing teacher professional
development (Boylan and Woolsey 2015). It is therefore imperative that the various
ICTs should be availed to the schools in one way or the other.
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New mathematics software is ‘put’ into the hands of teachers through cloud
computing and web 2.0 services every day, and the developers monitor their
effectiveness and improve them. Accessing the software will benefit the teachers
through digital participation and global reach. They will, in turn, use the digital
technologies as research tools, leading to validate the credibility of sources and
draw conclusions by analysing data. Accessing ICTs could also be used as teaching
aids in the mathematics classroom in forms of simulations of mathematical formula
and equations; for example, enabling them to vary teaching approaches. This will
empower the teachers to create a visual and interactive experience (Albion et al.
2015) with the students, possible only through access to a variety of ICTs. The
teacher will have the liberty to choose the software most appropriate for the task at
hand.

ICTs scaffold the processes of articulation, critical thinking and reflection, which
are the foundations of knowledge construction (Hargreaves et al. 2013; Koh et al.
2016). The Internet communication tools allow the teachers to share experiences
and reflections not bound by place and time. The 24/7 asynchronous communi-
cation and ubiquitous tools allow the teachers to take control of their work day and
external collaboration in ways that significantly enhance effectiveness and effi-
ciently. Teachers can also configure various softwares for students’ personalised to
specific learning styles, level and pace in mixed-ability classrooms. These can only
be provided by ICTs in PLCs, providing interventions that are tailored to local
needs. In PLCs, teachers have control over the software itself, and are able to adapt
the software to their own needs.

Investing in ICTs through PLCs would empower the mathematics teachers to
participate in the determination of PLC goals and policies and to exercise profes-
sional judgment about what and how to conduct them. They will be able to develop
and adopt learning standards for their students easily. They will have the power of
choosing instructional strategies, designing lessons and providing academic sup-
port. This will, in turn, move decision-making to mathematics teachers about the
software they want to use in the classroom (Kler 2014); and these can only be
provided through a decentralised system with active participation of classroom
practitioners.

ICTs have greater opportunities to support reduction of teachers’ isolation in the
teaching of mathematics in Botswana. That, their challenges would be shared and
experiences exchanged will go a long way to support mathematics teacher class-
room practice, leading to enhanced application. In other words, ICTs provide
mathematics teachers with possibilities to engage, access resources, share resources
and experiences, demonstrate concepts, communicating ideas among others without
leaving the work place. This will reduce the professional development meetings
costs, including feeding, travel and accommodation costs. Improved teacher
interaction would enhance effective classroom practice leading to improved stu-
dents learning outcomes.
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Chapter 20
Using an E-Portfolio for Teaching
and Teacher Continuous Learning:
A Process for Professional Development
Enhancement

Byabazaire Yusuf

Abstract Generally, studies on e-portfolios are related to supporting professional
development of pre-service teachers in their initial training programs. This chapter
focuses on a pilot study in which postgraduate in-service teachers implemented a
teaching e-portfolio for 4 months. The focus was on teaching the English language
and writing reflections during the teaching and learning process. It shares the
experiences of in-service teachers in using e-portfolios for teaching and continuous
learning. A qualitative research approach based on a focus group strategy was
employed. Because in-service teachers were busy and worked in distant rural
schools, asynchronous virtual focus group discussions were employed to mitigate
time and distance constraints. Implementing a teaching e-portfolio can be a source
of new technology proficiency demands for a teacher. However, if one is able to
meet learners’ technological expectations each time an instructional challenge
comes up, it means that one is ready to learn new ICT skills all the time. A teaching
e-portfolio has the potential to facilitate the sharing of content knowledge and
pedagogical skills, as well as to promote collaborative activities. This way a teacher
who uses a teaching e-portfolio can experience continuous learning leading to
professional development enhancement.

20.1 Background and Literature Review

Education researchers have discussed different types of e-portfolios in teacher
education. However, most of them are related to supporting pre-service teachers in
their initial training process. Meyer et al. (2010) highlighted the main functions of
an e-portfolio including: (1) showcasing accomplishments and reflections,
(2) assessing professional development endeavours and (3) supporting the actual
professional development process. On the basis of the three main functions outlined
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above, pre-service teachers are known to have used e-portfolios based on specific
goals to accomplish their training and professional needs in one of the following
ways.

Pre-service teachers use learning e-portfolios to produce a documentary on their
path to becoming trained teachers. The process includes highlighting, sharing and,
most importantly, reflecting on important documents such as classroom manage-
ment plans, behaviour modification plans, plans to meet inclusive teaching needs
and video recordings of practice teaching sessions (Strudler and Wetzel 2011,
p. 162).

Pre-service teachers use assessment e-portfolios to provide access to docu-
mentary evidence of their academic accomplishments. This way they are able to
convince their professors that they qualify to meet the set assessment criteria of
their professional training program (Strudler and Wetzel 2011).

Pre-service teachers use digital archives to set up personal collections of artefacts
related to their teacher training activities without adding any relevant annotations to
the content.

Similarly, pre-service teachers provide e-portfolio-based documentary evidence
suitable for securing a job offer. The evidence is used to justify that they qualify and
meet the school’s set criteria for employment purposes (Barrett and Knezek 2003).

Moreover, pre-service teachers also use multipurpose e-portfolios to meet
multiple objectives. They include: storage of archival documents, engaging in
reflections on them, sharing them, using them for assessing initial training programs
or for securing a teaching post (Strudler and Wetzel 2011, p. 163).

Generally, the desire to meet a specific objective by pre-service teachers is
always the driving factor for the choice of the type of e-portfolio employed.
Therefore, the composition of the e-portfolio is normally influenced by the objec-
tives of the initial teacher training program (Barrett 2007).

20.2 Electronic Portfolio Platforms

Presently, several different types of e-portfolio platforms exist. Sometimes the
electronic support system determines the type of e-portfolio to be set up. Generally,
pre-service teachers prefer setting up e-portfolios on website hosts like Google Sites
(Zheng et al. 2009) as well blogs (Hughes and Purnell 2008). On the other hand,
schools and higher education institutions also provide online learning platforms for
e-portfolios such as Mahara and Blackboard (Clark and Neumann 2009). Other
options include: in-house platforms such as Eduportfolio (Karsenti and Collin
2010) as well as EPEARL (Meyer et al. 2010).

When choosing an e-portfolio platform, a user should look beyond the initial
teacher training objectives and think of how this technology will be useful for
continuous professional learning over an entire teaching career. Pre-service teachers
may be unable to envision this purpose when they are in their early training
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program. Therefore, educators, mentors or their professors should counsel them at
the earliest time possible so that they are able to make informed decisions.

20.2.1 Functions of the E-Portfolio in Initial Teacher
Training

Here are some of the common uses of e-portfolios for the majority of teachers in
their initial training program. As may be noticed, the purpose of an e-portfolio may
depend on the needs of the program or the teacher trainees as the situation may
require.

20.2.1.1 For Reflection

This is regarded as one of the core functions of the e-portfolio in an initial teacher
training program. Primarily, teachers are expected to master reflection as an
essential skill. For instance, some bodies like the National Council for the
Accreditation of Teacher Education in the United States consider this skill com-
ponent very seriously (Ostorga 2006). When applied properly, reflection can nur-
ture and sharpen a critical attitude and objective assessments of their competency
and professional skills by pre-service teachers (Gresso and Lomicka 1999). On one
hand, an e-portfolio can generate adequate information with regard to the learner’s
progress while at the same time providing ample opportunities “…to transform
previous learning into active and authentic knowledge” (Lin 2008, p. 199).

20.2.1.2 For Assessment

Educators responsible for the training and nurturing of pre-service teachers benefit
from e-portfolios. They use them innovatively to evaluate both the outcomes and
the process of professional development (Goupil et al. 1998). This makes an
e-portfolio a useful tool as it provides a reliable means of assessment for individ-
ualized student professional development processes.

20.2.1.3 For Exposure

Both during and after a pre-service training program, an e-portfolio can be bene-
ficial as a tool for professional exposure in different ways. For instance, after
completing their pre-service program, students can use an e-portfolio in the process
of finding a teaching post (Whitworth et al. 2011). In this regard, Kitchenham
(2008) indicated that many pre-service teachers in Canada reported using their
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e-portfolios as an important tool for securing employment. Although some prin-
cipals were sceptical with regard to the validity of e-portfolio content, others
generally found that content beneficial in terms of an initial assessment of the
candidates’ teaching efficacy and organizational abilities (Strawhecker et al. 2007–
2008).

20.2.1.4 For a Social Function

Generally, an e-portfolio makes it easy for teachers to distribute and share infor-
mation with others (Godwin-Jones 2008). By using the comments feature,
pre-service teachers are able to communicate extensively with their peers on an
issue of particular interest in the learning process. Other interested parties such as
teachers, parents, and other students may join the discourse. Viewing the portfolios
of peers and posting comments as feedback could lead to the social construction of
knowledge. As this cycle continues, potential exists for the establishment of par-
ticular learning communities (Albion 2008).

20.2.1.5 An E-Portfolio for Teaching and Teacher Continuous
Learning

The teaching profession requires its members to continuously update their
knowledge and skills if they are to remain relevant in today’s ever-changing
environment. Therefore, a teacher’s ability to utilize ICT-based resources for pro-
fessional development enhancement is crucial. ICT integration has become one of
the essential skills in teacher professional practices and training and has been
emphasized by experts and educational organizations around the world (Mann
2014; Weller 2013; Wells 2014). In this context, various web-based technologies
have become important and dominant in this environment. Hence, people have
dramatically increased their engagement with computers, the Internet and the World
Wide Web (Castells 2004).

One of the web-based technologies that can contribute to a better teaching and
learning process is the teaching e-portfolio. A teaching e-portfolio can be used for
the documentation of teaching evidence from a diversity of sources. By engaging in
the selection and organization of material for an e-portfolio, a teacher can both
reflect on and improve on the teaching process. Teaching e-portfolios are, therefore,
beneficial when used for critical reflection and learning purposes. They can enable
the public to access individual teaching practices and facilitate collective learning
and knowledge sharing (Lorenzo and Ittelson 2005). Because teachers need to seek
continuously new ideas to improve their teaching and learning process, an
e-portfolio can serve as an ideal technology for enhancing their professional
development.

This section of the chapter shares the experience of in-service teachers in using
e-portfolios for teaching and teacher continuous learning. The participants in this
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study were enrolled in the Master of Education program (MEd) on a part-time basis
at a public university in Malaysia. After taking a course in Information and
Communication Technology (ICT) in Education and having developed an
e-portfolio as a required course project, they became interested in taking the process
one step further with encouragement and support from the course instructor. They
participated in a pilot study on the use of an e-portfolio for teaching and learning for
four months starting in June 2014/2015. In this regard, two main questions were
addressed during the pilot study:

1. What innovative ideas did teachers learn to improve their knowledge of teaching
and learning?

2. What challenges did teachers face in implementing an e-portfolio in teaching?

The participants were all English language teachers in secondary schools. In total,
sixteen (16) teachers participated in the study. The researcher had a three-hour
brainstorming session and briefing with the participants at the onset of the study.
Apart from the e-portfolio project the participants had undertaken during their
course, this was the first time that they implemented an e-portfolio in the actual
teaching process in the school. Hence, making the process simple in order to sustain
their motivation was important. During the session, the agreed upon criteria for a
teaching e-portfolio in this study were that:

1. Each teacher would develop a teaching e-portfolio for teaching the English
language;

2. A teaching e-portfolio would provide documented evidence for teaching English
from a variety of sources and would provide context for the evidence; and

3. The selection and organization of the teaching materials for the e-portfolio
would help each teacher to reflect on and improve the teaching of English.

For data collection in focus group interview discussions, participants agreed that,
because some teachers would be unable to participate in face-to-face focus group
sessions (due to time and distance constraints), asynchronous virtual focus groups
would be set up using the Google Groups platform.

20.3 Methodology

A qualitative research methodology, which employed a focus group strategy, was
chosen for this study. The participants were initially contacted via phone calls. This
was followed up upon by an email message seeking their confirmation and com-
mitment to participate in the study. Those who replied and affirmed their com-
mitment formed part of the focus group discussions. As Stewart and Shamdasani
(2015) advised, special care and consideration of the influences of environmental
factors, individual differences and interpersonal factors were addressed.
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According to Kruger’s (1988) guidelines, focus groups were conceived in three
phases, namely, (1) conceptualization, (2) interview session, (3) analysis and
reporting. In the conceptualization phase, the purpose of the study was established,
a sample of study was determined and a plan of study developed. The interview
phase involved the process of developing appropriate questions (with a good
mixture of why, what and how mainly for probing participants for more ideas and
input). Asynchronous virtual focus group discussions (text-based communication
postings that do not occur in real time using Google Groups Platform) were
employed in the study. The moderator’s main role was to start a discussion thread,
and to share new questions with the participants at intervals previously agreed
upon. He would also engage participants by probing for comments from the par-
ticipants to obtain a consensus of ideas for every issue or topic. The participants
responded at their own convenience but within a set deadline. All focus group
interview discussions were downloaded for the analysis phase. Finally, in the
analysis and reporting phase, the researcher was engaged in the verification and
analysis process, which resulted in a descriptive report for the evolving issues and
themes from the study.

Prior to conducting the focus group interviews, the interview guide questions
were tested with a pilot group to ensure their reliability for the study process.
Lastly, the scissor-and-sort technique was applied to the data analysis process. The
report summary from the data analysis was shared in the virtual focus groups for
review by the participants for the purpose of validation.

20.4 Results and Discussion

Overall, four asynchronous virtual focus group discussions (comprising 4–6
in-service teachers per group) were conducted. A total of sixteen (16) in-service
teachers participated in the study. All were secondary school English language
teachers. Of the sixteen (16) participants, four (4) were males and twelve (12) were
females. The study participants had varied teaching experiences ranging from less
than 5 years (four participants), 5–10 years (six participants) and 10–15 years (six
participants).

20.5 Innovative Ideas for Teaching English Language

The participants agreed that the e-portfolio experience helped to enrich their
knowledge of and skills for teaching the English language. The ideas shared by
some colleagues in their e-portfolios, and their reflections on the various activities
helped to illuminate their teaching practices in their classrooms. Certain ideas
encouraged some participants to acquire technology proficiency in order to be able
to facilitate their students’ learning process. The innovative ideas for teaching
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English language as shared among the participants indicated a continuous learning
process.

(a) Writing for authentic audiences with a clear purpose

The idea of teaching writing with an authentic audience in mind was considered
extremely valuable. Students often lacked motivation to write as there was not
much importance attached to the writing activities. The moment they knew that
their work was going to be read by someone (other than their teacher and class-
mates), their perception and motivation for writing tasks changed.

Said one participant:

When students heard that their best piece of writing would appear in the school’s monthly
newsletter, they became motivated to write. They were more careful about what they were
writing …. Their choice of words and phrases were more articulate.

Another one added:

Suddenly, their grammar, spelling, and punctuations were improving. I didn’t have to
remind them over and over again like before…. There are some children who understand
that their parents are really keen to know how they are doing in school.

In reference to this parental involvement, one of the participants observed:

Previously two of the boys in my English class never used to care about their work. Now
they are working hard and have improved their writing skills tremendously…. They want to
impress their parents when their articles are included in next month’s class newsletter.

(b) Forming writing groups using wikis

Assigning individual writing tasks for students can be boring at times. However,
when students were given writing tasks in groups they were rejuvenated. They liked
working together and collaborating to produce something as a group. They com-
plemented each other’s weaknesses.

Said one participant:

Some of my students come from backgrounds where they use English to communicate even
at home. When they work in groups, they help those who are relatively weak…. The weak
students eventually gain confidence and their writing gets better.

Another one added:

Since they are doing their group work on a wiki, they can do it anytime and anywhere they
want. They are responsible for their learning…. They know their work must be ready before
the deadline.

Another participant interjected:

They need feedback though to keep motivated and engaged in their work. Otherwise some
will lose their sense of direction…. When they get regular feedback on their work they
know someone is monitoring their activities.

The discussion also revolved around the question of assessing individual contri-
butions in these wiki groups, and group sizes that were ideal in order to allow
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members to maximize their potential. Small groups with manageable numbers were
suggested. Also group members were assigned with tasks for which they were
accountable.

Said one participant:

It is amazing how they can produce some very impressive essays in these writing groups.
There is no doubt even those who are weak eventually get to improve their writing skills.
When it is a graded activity, I just give the same grade to all group members….

One participant clarified:

For me, I always assign each member of the group with a specific task. I also rotate the
tasks. That’s why you need to keep the number small and manageable for each group.

(c) Forming writing clubs and providing publishing opportunities

Students have different interests through which they feel motivated to learn. For
instance, some like sports, music, technology, pets, etc. Writing clubs could be
formed based on some of their hobbies and interests. Students can produce both
printed and digital stories based on their interests. This means that teacher pro-
fessional skills have to include technology proficiency in order to facilitate suc-
cessful student digital projects.

Said one participant:

My students are very excited when they are assigned roles as editor, illustrator, proof
reader, researcher and group leader for the monthly short story series projects. Through
these roles, they have expanded their knowledge in terms of vocabulary, grammar, punc-
tuation and overall communication skills.

Another participant explained her classroom situation saying that:

Sometimes I have parallel publishing projects running side by side. Sports, pets, technol-
ogy, music, and nature are some of the popular themes for the short story series. I like the
competition it brings to the classroom. Team members for each project compete against
each other. Everyone works hard, and they are improving by the day.

In one school, some students got very motivated when their teacher initiated a
project to exchange their published work with a neighbouring school. They wanted
to be the first to produce a digital story for this project.

The participant said:

I have no choice. I have to learn to guide my students when they get involved with
technology. I’m learning with my students how to use Windows Movie Maker, VideoPad
and Audacity. It is an exciting new experience… Everyone wants to be a narrator for the
digital story.… They want their images in….

Another participant added in agreement, “Yes, teaching is getting more exciting
now. Technology integration is the way to go. Teenagers love technology. It is their
playing field. Let us learn something from them”.

In addition to learning the English language, students learned to plan, collabo-
rate, identify and apply appropriate technology skills that were required to
accomplish their projects.
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(d) Dramatizing characters, situations, and events

The use of drama to engage and inspire students can bring a lot of benefits and
fun to the young English language learners. Students have to learn to put their ideas,
thoughts, feelings, imaginations and expressions in the English language. On
introducing the strategy for the first time, one participant noted that, “Initially, all
students were shy and afraid of making mistakes. Now they have become more
bold, confident and creative. They are expanding their English vocabulary”.

After introducing the drama approach for more than a month, one participant
observed that, “This is the time when students have real fun with the English
language. I can see that they have acquired more vocabularies, improved grammar
and word pronunciations are getting better”.

Using drama in teaching can bring out the students’ best talents and innate
feelings about life and what they admire as one participant observed:

They read and rehearse a lot before the drama sessions. I can see the personalities they
admire brought alive on stage. I can see their choice of characters implying their interests in
movie acting, politics… Most important are their word pronunciations, choice of vocab-
ularies and phrases.

Another participant added, “My students are getting motivated to learn English. It is
not boring anymore. They are learning new vocabularies, phrases, and synonyms to
enrich their expressions”.

While referring to the video clips uploaded by some participants in their
e-portfolios, one participant observed that, “The video clips were extremely helpful
when introducing the drama approach for my English lessons. My students were
excited to see what others were doing in their schools”.

20.6 Challenges of Implementing an E-Portfolio Project

The participants expressed the existence of various challenges during the 4-month
period in which they piloted the implementation of e-portfolios in the teaching of
the English language in their schools. Some of the challenges included: information
overload, lack of proper training to use technology, copyright and privacy issues,
lack of collegial support, time constraints and network/Internet connection issues.

(a) Internet connection issues

It was evident through this study that network infrastructure or Internet con-
nection were essential elements for the successful implementation of the e-portfolio
project among the participants. For instance, one participant who did not have
access to Internet at home commented:

I have to do everything during the day at school as I don’t have access to Internet at
home…. I’m either teaching or reading and updating my e-portfolio at school…. The time
is not enough.
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Another participant facing the same problem added,

I have to apologize to everyone. I’m taking too long to update my e-portfolio and also post
my comments. Lately, I have a poor Internet connection at school as well as my house.

(b) Access to and reliability of technology

Some of the participants admitted that, although they were excited about the
prospect of implementing e-portfolios in their teaching, they faced problems of
access to and reliability of technology.

Said one participant:

Initially, I shared a computer with my daughter who had just graduated and was living with
me. When she eventually got a job and went to live with a relative near her workplace I
resorted to doing my work at the village cybercafé. Sometimes the connection speed is too
slow or it is closed for maintenance.

Another participant added:

There are computers in school. Only two or three are useable, and others need repair and
that has not happened for quite long. I go very early and leave very late in order to have
access to a computer.

(c) Amount of time and effort needed for implementation

All the participants pointed out that a huge amount of time and effort were
required to implement a teaching e-portfolio. Although all participants had previ-
ously taken a core educational technology course in which the course project
involved developing an e-portfolio, they still found it challenging. Said one par-
ticipant, “It required a lot of time and effort to set up the e-portfolio. I would have
taken longer if I had not gone through the experience before.” Another participant
affirmed, “Getting the e-portfolio ready with all the teaching materials took a lot of
time. Moreover, you need patience and commitment to keep writing reflections”.

20.7 Conclusion

The novelty of this chapter lies in the fact that implementing a teaching e-portfolio
can be the beginning for further demands of technological proficiency in order to
meet the needs of twenty-first century learners. A good example shared in this study
is that, when the students wanted to produce a digital story, the teacher had to learn
some movie editing skills (using Windows Movie Maker, VideoPad, and Audacity)
in order to facilitate the completion of the project. This can happen regularly.
However, if a teacher is able to meet the technological expectations of learners each
time an instructional challenge comes up, this means that he or she is ready to learn
new ICT skills all the time. This way an e-portfolio can lead to teacher empow-
erment to integrate ICT in the teaching process.
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Generally, this study suggests that some in-service teachers are ready to take
technology integration issues seriously. They would like ICT-driven resources and
digital media literacy issues to be part of their professional development programs
as well as lifelong learning, provided they are given the necessary technical support
in order to succeed. There may be some challenges in implementing e-portfolios for
teaching; nonetheless there are indications that e-portfolios have emerged as an
essential facet of teaching, learning and assessment practices in the twenty-first
century education field.

20.7.1 Limitation of the Study

As is normally the case with the use of a focus group strategy, the findings of this
study cannot be generalized; however, it should provide a baseline to future
researcher and teacher education providers.

20.7.2 Implications and Way Forward

The study encouraged participants to reflect on their teaching materials and peda-
gogical strategies in addition to engage in knowledge sharing, and collaborative
activities. This method was a good way of igniting and sustaining some essential
professional development practices required for the continuous learning of teachers
in the profession. School leaders could encourage, support and reward e-portfolio
implementation as it provides lifelong learning opportunities (Tosun and Baris
2011)

A well-planned e-portfolio implementation strategy can enable teachers to
achieve technological proficiency and other twenty-first century professional
development goals relating to information literacy, media literacy and information
and communications technology (ICT) literacy. This would make them more
technologically savvy and ready to handle digital native learning needs. Hence,
institutional support can go a long way towards making these professional devel-
opment goals achievable.

The implementation of an e-portfolio system for teaching without adequate
training can lead to adverse consequences for the school. Therefore, school leaders
should be at the forefront of initiative efforts for intensive awareness campaigns on
academic honesty and copyright and privacy issues. Alternatively, they could draw
up professional development practice guidelines governing the implementation of
e-portfolios in the schools.

On the other hand, e-portfolio implementation enabled students to develop a
range of skills particularly as they worked on group activities. The skills include:
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planning and management, communication and leadership, technology proficiency
and English language practice. Finally, e-portfolio implementation promoted
engagement and enthusiasm among students. School leaders could encourage and
support teaching e-portfolios as a means of augmenting active learning, creativity
and student-centred pedagogical approaches.
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