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Introduction

This text is designed to provide teachers with a critique of teacher profes-
sionalism. It deals with key issues associated with the current debate on
professionalism in teaching and what constitutes teacher professional iden-
tity. In doing this it recognizes a number of different perspectives: teacher
professional formation, research, organizational contexts, learning, continu-
ing professional development and teacher identity. It is important that these
perspectives are considered, in a world where ‘official’ and governmental pro-
nouncements are often more strident than the voices of teachers themselves.

There is another dimension to this book, in that it looks at the English and
Scottish education systems and tries to recognize that, in post-devolution
contexts, the systemic needs and sociocultural considerations of the educa-
tional structures of these systems are different. We also draw upon sources
located in Wales and Northern Ireland in our attempt to obtain a more
rounded view of what is happening in sometimes very different contexts.

The position from which we start is this: a process of de-professionaliza-
tion has occurred within the UK education systems over the recent past.
Teachers have lost much of their autonomy and agency. This process, we argue,
has been introduced with the intention of achieving standardization, bench-
marking and performance management. These may have some credibility
from the perspectives of systems operation, political imperative and the
demands of the standards agenda. But the results have been, in our view, a less-
ening of the abilities of teachers to control their own destinies and to retain
ownership of their own profession. While the rhetoric has been of enhance-
ment of the profession and its image, the effects have been somewhat different.

B Overview of the Book

Chapter 1 examines the key questions of professionalism and identity, which
shape the whole book. It then considers why teachers need to forge new iden-
tities in the current climate, examining ways in which teachers shape their
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identities in different contexts. The concept of teacher professionalism itself
and the problems associated with it are then examined in terms of the
impact the problems may have on professional identity. Chapter 1 also makes
comparisons with other countries outside the UK and with other profes-
sions, especially nursing.

Chapter 2 continues the exploration of teacher professionalism, and the
way in which the concept is interpreted by different agencies and communi-
ties, including that of government. In a world of ever-increasing complexity,
the extent to which teachers can be in control of their own profession has
altered, and the chapter looks at the nature of this challenge. It considers
whether teaching is unique in this respect, or whether a similar situation can
be observed in other countries and professions.

Chapter 3 is research based and investigates teachers’ views concerning
their professional identity. It relates this to aspects such as professional com-
munity, self-image and emotion. These are developed and in turn related to
confidence levels, well-being and a commitment to professional practice. The
chapter concludes that strong senses of self-efficacy and professional identity
are vital in meeting the challenges of the changing nature of the profession.

Chapter 4 discusses the concept of the ‘discourse of derision’ (Ball, 1990)
and how this discourse has affected teachers who have to work within the
constraints it imposes. The notion of ‘crisis’ in education in the UK is
explored within the argument that the crisis is neither new nor unique to the
systems of the UK, but that it has had an effect on how education and teach-
ers are represented to the public.

Chapter 5 examines a concept which has become embedded in the dis-
course concerning teacher formation and development: that of ‘reflection’.
The chapter argues that while personal reflection is a very useful tool for per-
sonal learning, the impact it actually has on change is limited, and much
more sophisticated models of reflection are required if change is to be effec-
tive. The Scottish Qualification for Headship is used as an exemplar for this.
The chapter looks at the idea that a culture of reflective practice places
responsibility for change on the individual teacher, rather than examining
the teacher within the context of the policy and institutional environments
within which she has to work.

Chapter 6 focuses on organizational contexts within which professional-
ism and identity are developed. The environments which impinge on the
teacher’s work are examined, and the tensions which exist between the right
of teachers to exercise their professional learning and judgements and the
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demands of the policies and structures of the organizations within which
they operate are discussed.

Chapter 7 deals with the changing role of the teacher within the develop-
ing context of the school. This context is defined, in turn, within a range of
policy contexts in the UK. The impact of inclusive education and diversity,
the development of citizenship, the potential of e-learning and the nature of
the learning process are discussed. The chapter ends with a review of the
concept of leadership and the location of classroom assistants and para-
professionals within the school context, and what these mean for teacher
professionalism.

Chapter 8 deals with the changes which have recently evolved in terms of
the career pathways available for teachers, especially those who are experi-
enced professionals. The development of the ‘expert teacher’ concept is of
particular relevance in this context. The different ways in which this concept
has evolved in the varying educational systems of the UK may shed light
upon differing models, and the pathways which have been developed have
differing purposes and policies underpinning them. The chapter offers a cri-
tique of how these pathways are having an impact as they pass through the
initial phase of their development.

Chapter 9 extends the critique offered in the previous chapter by interro-
gating ways in which continuing professional development (CPD) can help
to enhance professionalism and redefine identity. Policy initiatives relating to
new CPD pathways in the varying UK systems are examined and the rela-
tionships between these and teacher identity are discussed. The chapter looks
specifically at how teacher identity is enhanced by these initiatives or how
they represent a barrier to teachers reclaiming ownership of their profession.

Chapter 10 is the conclusion and deals with the key aspects of professional
development, reflection and enquiry. We argue that these are essential if teachers
are to fulfil their roles in a meaningful manner in educational and societal envi-
ronments which are constantly changing. We propose a model of the ‘engaged
teacher-educator’ which seeks to challenge and to extend existing models. We
argue that through this model of development, reflection and enquiry, teachers
will be able to prepare young people to be learners in an increasingly complex
world, and to lead schools and learning in more effective ways.

This text is intended to be of use to several communities of readership.
Firstly, it will be valuable to teachers engaging in various levels of continu-
ing professional development, but particularly to those involved in courses
or programmes leading to the status of Advanced Skills Teacher (AST),
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Excellent Teacher (ET) or Chartered Teacher (CT) where it engages with
core concepts. Secondly, the text may be of use to teachers taking profes-
sional doctorates, where it will complement other reading which encourages
professional learning and development of professional practice. Thirdly, the
book may be used by those returning to teaching after a career break and
who wish to understand and interpret vital changes within the teaching pro-
fession in recent years. Fourthly, the text offers material of use to students in
the final year of their undergraduate studies in education, where they will
wish to consider the implications of professional formation and entry into
the profession itself. It will also offer an opportunity for students taking
courses in complementary disciplines such as sociology to consider the rela-
tionships between that discipline and education. Fifthly, education
managers may find the text useful in providing an analysis of professional-
ism where the management of teachers and schools is concerned. Those
with aspirations for Head Teacher status and who are undertaking courses
for that purpose will find it useful in this context. Finally, there are opportu-
nities for work in comparative professionalism.
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1 Reclaiming teacher
identity

Chapter outline

This chapter considers the key question of professionalism and identity
which shapes the book: can teachers forge new professional identities which
will help them to claim or reclaim ownership of their profession? It looks at
what identity means and how teachers realize their identites in different
contexts. The chapter moves on to examine the problems of teacher profes-
sionalism as a concept and the impact of these problems on professional
identity. International comparisons are made and the chapter also looks at
other professional models of identity, especially in nursing.

Keywords

| Professional identity

m Professional development
B Agency

B Communities of practice

B Introduction

In this book we argue that teachers need to forge new professional identities
in order to reclaim ownership of their profession. We suggest that the way to
achieve this is through professional development, reflection and enquiry. The
forging of new identities is a critical process within approaches to profes-
sional development where it is important to enable teachers to reflect on, and
to create, new practices which best serve the learning needs of the children
and young people with whom they work. These new practices should centre
on an increased sense of teacher agency and ownership of the profession.
Arguably, ownership has become vested in other interests. Government poli-
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cies (in both England and Scotland) retain the rhetoric of professionalism,
but nevertheless have served to constrain teachers’ professional agency.

Our use of the term ‘professional identity’ begs the question of what we
actually mean by it. We discuss professional identity in this chapter, and
will return to this important concept throughout the book to explore it
fully and to link it to the issue of practice. For the moment, we want to
argue that the complex world of learning and teaching in the twenty-first
century requires a professional identity based upon new understandings of
what it is to be a teacher.

Classroom teaching now places very different demands upon individuals
than it did 20 years ago: these include collegiate working, liaison with outside
agencies, new structures and increasing use of new technologies. What is
needed is a professional who can respond to rapid change and, when neces-
sary, drive that change. To accomplish this, teachers need to be secure in their
understanding of their place within the profession and their teaching iden-
tity, and the place of the profession in policy-making. But more than this,
teachers are important people. The job they do is central to the lives of chil-
dren and adults, and in order to regain a full sense of this importance they
need to feel that they have ownership of the work they do. This book, in
examining the process of professional development, centres around one cru-
cial question, and some of the issues which arise from consideration of it: can
teachers forge new professional identities which will help them to claim or to
reclaim ownership of their profession?

This question is relevant partly because teachers are currently required to
comply with an ever more intrusive set of controls: over the curriculum,
teaching methods, management, requirements for standards to be met in
terms of professional behaviour, performativity measures, predetermined
outcomes and targets. Teachers need to contribute to, as well as take forward,
policy into practice if they are to enhance achievement. In our opinion,
teachers need to reclaim their professionalism, otherwise their professional
identities may be established and determined by forces other than them-
selves. This dislocation of identity can result in a distancing between those
who generate policy and those who implement it.

Education policy is currently based upon concepts of productivity and
performance, and this is eroding the position and capabilities of teachers to
make judgements about pupil learning. As a result:
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1 Many aspects of decision-making have been removed from classroom teach-
ers. Decision-making is vital to a sense of professional autonomy. To remove it
is to risk leaving teachers with a decreased sense of their own professionalism.

2 Those who feel their professional expertise is under attack may become
disengaged with the work they do. Disengagement creates malaise within
the profession and therefore within the classroom.

3 Policy specifies an ideal of practice which is too narrow, and which tends
to inhibit collegiate working, and which may leave classroom teachers feel-
ing isolated in the work they do.

Underlying managerialist policies lies a construction of teacher identity and
practice based upon compliance and conformity that tends to constrain
teachers in the formation of their professional identity and in their role as
educators. Ultimately managerialism tends to deny individual professional
autonomy and agency.

The concepts of autonomy and agency are crucial if we are to consider a
process of continuing professional development that genuinely engages
teachers in reflecting meaningfully on their practice. It is our intention to
return to these concepts at various points in the book to investigate them in
detail. We put forward a rounded construction of professionalism which rec-
ognizes the importance of individual agency with responsibility to the
various groups with whom teachers work, and with respect to policy which
teachers are expected to implement. It is for this reason that we prefer to talk
about agency as well as autonomy.

We now examine the concept of professional identity to form the basis of
our later discussions in which we look at how reflection and enquiry might
be used to develop professional identity, particularly in respect of balancing
autonomous practice with policy implementation. This is an important issue
for this book. Education in the UK in the twenty-first century is largely
policy driven: school improvement and pupil attainment are regarded politi-
cally as being effected by policy directives. We will argue that improving the
quality of the education offered to children depends on more than an out-
comes-focused and standards-based agenda. It depends on teachers and how
they develop their roles. It is important to spend some time on teacher pro-
fessional identity at this stage because
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[i]ssues of teacher identity are deep rooted and can be seen to influence
the way teachers respond to professional developments, be it with other
teachers, the school setting or the pupils themselves. This challenges the
process of affecting change through policy development and suggests the
need for in-depth professional development that acknowledges the role
and impact of teacher identity. (Jones, 2004: 167)

Policy can only go so far in improving educational provision, especially if it
ignores questions of how we encourage teachers to develop fully their own
roles both at the stage of initial training and during continuing professional
development.

B What do we mean by professional identity?

In putting forward the concept of a professional identity based on agency, we
recognize that identity, agency and autonomy can be constructed and under-
stood in very different ways in different contexts. How these things are seen
often depends upon positions of power and the relationships within them:
professional and clients, school managers and teacher trade unions, and
employers. There are issues that we need to consider, not merely in terms of
individual practitioners, but in terms of the abilities of an institution to act
with degrees of self-determination. Teachers have to work within inherent
tensions to construct their own identities.

Teacher identity is not necessarily synonymous with the role and func-
tion of being a teacher (see Beynon et al., 2001). Roles and functions are
assigned as part of the job and may be outside the individual’s control. In
contrast, professional identity is constructed by the individual who carries
out the role and is based on that person’s values, beliefs, attitudes, feelings
and understandings (see Beynon et al., 2001: 135). It is also based on our
own personal history, ethnicity and culture. Professional identity, then, rests
on personal identity but these are not simplistic unitary concepts. Identity is
partly individualistic: it is what makes us different to others. However, we
also note similarities with others in any given group. Kroger (1986: 6) states
that the ‘means by which we differentiate ourselves from other people in our
lives ... constitutes the very core of our experiences and personal identity’. Of
equal importance are the similarities which allow us to identify ourselves as
part of a group, especially a professional group.

So, our identity has social aspects. Reicher (2004: 929) notes that when
we ‘behave in terms of any given social identity, [we] are guided by the
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norms, values, and beliefs that define the relevant identity’. Within a profes-
sion we recognize others by their adherence to the norms and values of that
profession. Those who do not adhere to these rules risk being termed ‘unpro-
fessional, or risk marginalization. Coldron and Smith (1999: 712) state that
from ‘the beginning of, but also during, their careers, teachers are engaged in
creating themselves as teachers ... it is a matter of acquiring an identity that
is socially legitimated’. During initial teacher education, learning to teach is
partly about constructing a professional identity that we are comfortable
with, but one which also allows us to feel and be recognized as part of a pro-
fessional community.

Professional initiation and identity formation

Initiation into the teaching profession occurs first through training/educa-
tion. Indeed, insisting on a qualified workforce was part of the transformation
of teaching into a ‘profession’ Philip Gardner undertook a historical study as
to how teacher professional identity was formed in early twentieth-century
England (Gardner, 1995). This study centred around a time when teacher
training was moving from schools to training institutions and where the pro-
fessional image of the teacher was changing as a result. An interesting aspect
of this study is that Gardner uses the voices of the teachers themselves to
reflect upon their identities and how these were formed. Many of these teach-
ers undertook the transition from untrained to trained while working in
schools.

The retired teachers in Gardner’s study indicate that by the middle of the
twentieth century to be uncertificated was to ‘carry a mask of professional
inferiority’ (1995: 199). But the interviewees felt that there was a difference in
approach to the teaching role: those who were college trained tended to see
that as being all the professional education they needed. The uncertificated
teacher, on the other hand, tended to see professional learning as something
undertaken throughout a career (1995: 199). What college induction did was
to consolidate professional identity both at an individual and group level.

The use of examinations and qualifications to ‘professionalize’ work
began on a large scale in the UK in the nineteenth century. Engineers, doc-
tors, accountants, architects, lawyers, all saw their work professionalized by
use of formal examinations and curricula to legitimate a certain body of
knowledge and skills that their professions deemed necessary for ‘expert’
practice (see Sutherland, 2001). Partly this was about shaping the values and
behaviours that professionals were expected to show: ‘formal examinations
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were seen as the antithesis of corruption and self-interest ... [and] ability was
equated with merit, talent and virtue’ (Sutherland, 2001: 55). Thus a specific
image of the professional was created within these groups: one who is knowl-
edgeable, virtuous and expert. It has therefore long been recognized that
professional identity can be shaped in part by the education that is designed
to induct people into a profession.

Identity formation and career progression

Professional identity, then, begins to be shaped during training/education,
but it is open to development throughout a teacher’s career, often in response
to workplace changes. Woods and Jeffrey’s study (2002) examines the way in
which primary teachers have had to reconstruct their identities as the educa-
tion system itself has altered. They mention the sense of consistency in
professional identity that was a feature of the 1960s and 1970s. They look at
the effects on teacher identity of the challenges to child-centred education,
perceptions of a loss of trust (or a change in the nature of trust — see Avis,
2003) and changes in the role of the teacher. Woods and Jeffrey conclude that
teachers have seen their role reduced to a list of competences and performa-
tivities. In trying to make sense of their professional role, teachers may be
forced to assume multiple identities to meet competing demands and expec-
tations, and this can lead to a sense of volatility and uncertainty (Woods and
Jeffrey, 2002: 105).

Another aspect of a teacher’s sense of identity is expert knowledge.
Beijaard et al. (2000) investigated this in a sample of secondary school teach-
ers in the Netherlands. They looked at subject-matter expertise, didactical
expertise and pedagogical expertise — the teacher not only as expert in terms
of what was taught, but also in terms of how it was taught and how the
learners were understood. Most of the teachers saw themselves in terms of a
combination of these identities, although it was interesting that many per-
ceived a transition from subject expertise towards learning expertise as their
careers developed.

Similarly, Volkmann and Anderson (1998) discuss the development of
identity in relation to chemistry teaching. Their conclusion is that the forma-
tion of teacher identity is a complex issue, which involves not only the
identity of the teacher as a scientist, but also issues of conflict, dilemma and
mentoring. One observation from the study is of particular relevance:
‘Policymakers who impose top-down change never understand the disrespect
they exhibit to the veteran teacher’s professional identity’ (1998: 308). This
suggests that experienced teachers who have practised before the reforms of
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the 1980s and 1990s may well have developed a different, more stable, profes-
sional identity and that this has been challenged in the creation of a new,
more ‘flexible’ teaching force.

B Contexts for identity: the professional
community

In professional life, we work within what Etienne Wenger has called ‘commu-
nities of practice’ (Wenger, 1998). These communities have multiple
functions, including functions of learning, collaboration and negotiation.
These functions contribute to the formation of identity as participant and
learner, because they develop within a range of contexts such as the histori-
cal, the cultural, the institutional, and so on. Sachs (2003: 133) comments
that communities of practice can have ‘profound impacts on teachers’ lives
both in terms of their classroom practice and in terms of how they construct
their professional identities which are exercised both inside and outside of
schools’. Thus teacher professional identity is partly formed by belonging to a
group or community that is described as ‘teachers’. This belonging may well
influence behaviour, thinking, values and attitudes.

Professional identity is also affected by the legacy of tradition that sur-
rounds the professional community. Coldron and Smith (1999) suggest that
there are a number of ‘traditions’ which shape how we think about the work
of teachers: the craft, the moral, the artistic and the scientific. Consciously or
otherwise, teachers use these traditions to underpin the models of practice
they use to respond ‘to issues and questions arising from practice’ (Coldron
and Smith, 1999: 713).

The craft tradition represents the idea that teachers use a set of skills and
possess a set of abilities which they learn from shared experience in formal
and informal ways. This links with the discourse of teacher training in
England and Wales — and to the set of professional skills and abilities which
are demanded in Scotland. The moral tradition demands that teachers make
professional moral judgements, and that they develop their professional
identities to align with an ethical view of their work. The artistic tradition
relates to feelings, inspiration and the creative impetus. Finally, the scientific
tradition sees teaching as being based on an empirical understanding of
learning and of the contested notion of ‘good practice’ (which can then be
copied and replicated to solve perceived problems and deficiencies). All these
‘traditions’ are inhabited by professionals at different times and in different
ways, and highlight the complexity of the teacher’s role and the way in which
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professional identity is formed. Though these traditions have changed over
time, they continue to coexist and influence understandings of what it means
to be a teacher, both in the professional and in the public view.

Other factors can influence identity within professional communities.
Sachs (2001) identifies two ‘competing discourses” which are instrumental in
forming teacher professional identity: the managerial and the democratic. As
Ball succinctly puts it, discourses are ‘about what can be said and thought,
but also about who can speak, when, where and with what authority’ (in
Jones, 2004: 160). Managerialist discourses highlight accountability and
effectiveness and are enforced by authority. Professionalism and professional
identity are defined in terms of compliance with these aspects. In contrast,
democratic discourses place an ‘emphasis on collaborative, cooperative
action between teachers and other educational stakeholders’ (Sachs, 2001:
153). Sachs goes on to advocate the activist identity, where teachers them-
selves have control within communities of practice. She argues that teachers’
professional identities are ‘rich and complex, because they are produced in a
rich and complex set of relations of practice. This richness and complexity
needs to be nurtured and developed in conditions where there is respect,
mutuality and communication’ (2001: 160).

New understandings of identity present us with more complex ways of
representing the role of the teacher. Figure 1.1 represents some of the com-
plexities involved.

Perceptlons. of Expectations Public perceptions
self as learning . and value of
of society ]
expert schooling
A
Y
colf s subject |« »|  professional  |«—»| Managerialand
- o ; . - ~| other discourses
expert identity
A
Y
Communities of Induct|on and Perceptions of
) professional autonomy or lack
practice .
development of it

Figure 1.1 B Teacher professional identity — important interactions
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We have to recognize that personal and social factors are vital to the forg-
ing of professional identity. We cannot ignore the role of factors such as
gender, ethnicity, culture and social background. In addition, we should
acknowledge that teachers’ location in the education service is crucial to their
notion of professional identity: whether they ‘belong’ to the early years sector,
primary, secondary or special education. Nias (1989), for example, argues for
the specificity of primary teachers’ professional identity as distinct from other
teacher groups. However, things may be moving beyond this idea of speci-
ficity — in policy, in initial teacher education, in continuing professional
development and in schools there is a greater emphasis on generic issues in
teaching and learning which moves beyond the boundaries of job title.

Identity across professions
The complexities inherent in defining identity are evident in many profes-
sions, particularly those which have recently sought professional status.
Nurses, like teachers, have to form their professional identities within stress-
ful working environments, and have to deal with management and policy
emphases on standards, performance and outcomes. In addition, the devel-
opment of nursing into a degree-based profession has challenged nurses to
reconceptualize their roles within complex and changing medical contexts.
The onslaught of these changing contexts has led Stronach et al. (2002) to
speak of teacher and nurse identities as being ‘in flux’. They contend that
teachers and nurses are ‘located in a complicated nexus between policy, ide-
ology and practice’ (2002: 109). Therefore, professional identity is negotiated
within situations where identity is affected by dilemmas and difficulties that
are often outside the control of the individual.

While there is no agreed definition of what it is, and what it means, to be
a teacher or a nurse, there are broadly accepted personal, professional and
academic elements. However, for each individual, personal satisfaction and
professional identity may not rest on specific constructs. Ohlen and Segesten
(1998) found that professional identity in nurses was strongly related to
other personal identities — to, for example, gender identities and self-esteem.
There was a difference between those who thought of themselves as working
as a nurse and those who thought of themselves as being a nurse — what
Gregg and Magilvy (2001: 53) call the process of ‘bonding into nursing’. In
other words, a defining moment in our recognition of professional identity
may be the moment we feel like a nurse or a teacher. Professional identity is
therefore a highly personalized construct and one which rests, in part, on our
feelings and attitudes about the job we do.
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Managerialist institutions like schools and hospitals can too easily ignore
the affective components associated with professional identity, for example,
self-esteem, self-belief, professional self-confidence. Job satisfaction and
motivation are based on such affective elements. This is particularly the case
in jobs which require a strong element of personal involvement or commit-
ment to others, such as teaching and nursing. In addition, levels of
self-esteem can be affected long before qualified status is gained. In a study of
student nurses in Ireland, Begley and White (2003: 398) found that reported
levels of self-esteem rose among students as their nursing course progressed,
but that by the end of the course levels of self-esteem only reached average
levels. Indeed, other studies actually show decreased levels of self-esteem
among student nurses as they approach registration and qualification
(Begley and White, 2003: 398). For example, Randle’s study (2003) shows
that student nurses’ self-esteem ‘decreased dramatically’ over the duration of
their studies (Randle, 2003: 51). She suggests that only when nurses’ self-
esteem rises within a profession that is publicly valued ‘will nurses be in a
position to effectively shape healthcare’ (2003: 60).

Given the importance of higher levels of self-esteem to coping with
workplace stress (Begley and White, 2003: 391) it would seem that to begin
your career with self-esteem issues may not augur well for personal well-
being and professional satisfaction. In addition, Andersson (1993) found that
nurses brought with them perceptions of what it was like to be a nurse on
entry to the profession, and that these perceptions remained with a majority
throughout their training period, as they hung on to a traditional nurse iden-
tity and image. Similarly, much has been said about the importance of
reflection in nursing and teaching (see Maich et al., 2000). The evidence sug-
gests that there are similar processes at work in terms of nursing and
teaching where identity and integration into the profession are concerned,
although care needs to be taken in noting the different contexts and activities
of these professions.

B Conclusion

We have looked at key issues in the definition of professional identity.
Discourses of teacher identity have changed: from the individual identity
within the collective framework of the early twentieth century, to the man-
agerially imposed identity of the early twenty-first. In the past, professional
identity has been shaped by a number of factors:
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1 The expectations of society. This includes aspects of status and expectation.
There was a simpler view of what a teacher was, and what was involved in
being a teacher. Although the folklore image of the dominie (parish school
teacher) possessing high status and respect within communities has
endured to some extent, this view has been challenged in recent years.
Humes (1986) argues that, even in the past, there were variations in the
status and qualifications of teachers which meant that the concept of
teacher-as-professional could not be universally applied.

2 Internal identity based on personal identity. It is possible that reflective
activity was not so evident in the past, and that as a result of this, there was
less stress on constantly reviewing and changing identity and perform-
ance. Professional identity may, then, have had more stability as a
construct for individual teachers.

3 Notions of learning and the role of the school. In a society where the pace of
change was less rapid, it was possible to hold on to particular conceptions
of how learning occurred and how teaching should be carried out. This
meant that there was a more widely shared view of learning and the cur-
riculum, and teachers tended to agree this view because it was the ‘correct’
way of seeing the world (see Paterson, 2003).

Our contention is that teachers need to reclaim the agenda for two critical
reasons. First, we believe that teachers have been removed from the decision-
making process: that the sharing of good practice has become synonymous
with standardization and central control. This has created an apparent crisis
within the profession (Avis, 2003) compounded by the fact that responsibil-
ity and accountability have been passed further down the chain of command,
with the real decision-making being retained at the top. Secondly, we believe
that disengagement creates a malaise within the profession and, therefore,
within the principal site of learning — the classroom. We believe this does
not best serve the interests of learners, teachers and communities. In subse-
quent chapters we will explore the impact of a culture of performativity on
teaching and learning within the classroom.

Issues of change and improvement are at the core of government policy
and public priority within education. The standpoint of this book is this: if
we are to bring about change and improvement that is meaningful and
which positively affects children’s learning, then it must be done in a way that
places teacher professionalism, and the professional community, at the
centre. We also need to realize that, in any change process, teachers may well
have to reconstruct their sense of themselves as teachers, something that can
bring tension as well as opportunity.



2 Teacher professionalism:
challenges and tensions

Chapter outline

In this chapter, we explore teacher professionalism. The understanding of
this term has changed as it has been subject to different interpretations by
different communities, including governments, and by the changing needs
of a complex world. The extent to which individual teachers have control
over their own profession has changed as a consequence of this, and we
investigate this change and the challenges it presents. We also consider
whether these challenges are unique to teachers in the UK, and indeed
whether they are also found in other professions.

Keywords

B Autonomy

B Agency

B Ownership

B Performativity

B Managerialism

B Introduction

Classroom teaching now places very different demands upon individuals
than it did even 20 years ago. These demands include working with increased
numbers of support staff in the classroom, liaison with a number of outside
agencies, new structures (including community and full-service schools),
increasing use of new technologies in learning and teaching, varied and dif-
fering patterns of community life, and shifting political perspectives on what
education can and cannot do. Professionals must, then, be able to respond to
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rapid change and this is recognized, for example, in Scotland with the
McCrone Report (Committee of Inquiry, 2000).

To respond to the many complex demands placed on them, teachers need
to be secure in their understanding of their place in the profession and in
society. But what are some of the wider issues for teachers in developing their
professionalism? We have explored professional identity but now need to turn
to the issue of professionalism itself. The next sections consider some of the
issues in determining what professionalism might be with regard to teaching.
To be considered professional implies certain personal and work-related char-
acteristics: autonomy, commitment, ‘ownership’ of the work, self-direction.
But to what extent are these ideals developed and enabled within initial
teacher training, continuing professional development or, indeed, within
policy and practice? In order to answer this, we need to look first at what it
means to be a professional as distinct from other forms of work.

B What does it mean to be professional?

In recent years, there was a fairly well understood community of practitioners
who were described by the term ‘professional’ and this community was
defined by certain characteristics. For example, practitioners were educated to
a particular standard, and were often in possession of knowledge or skills
which were not then available to the wider community (see Humes, 1986: 20).

So why is this relevant to teachers? As the concept of the traditional teacher
has been challenged, writing and thinking about the concept of teacher profes-
sionalism, what constitutes it and how it is realized, have burgeoned. To
illustrate this, Avis (1994) sees the concept being used to counter Conservative
educational policy in the 1980s and 1990s. He argues that the old, conformist
model of the subject specialist is of little use against the direction that educa-
tional policy took towards standards and managerialism. A new model, based
upon reflective practice was therefore proposed (Avis, 1994).

It is perhaps the notion of autonomy — or the lack of it — which, more
than any other, has contributed to present unease with the standards agenda.
Autonomy suggests the right to negotiate, and to negotiate from a position of
strength. Undoubtedly, this would be the preferred position of the teacher
unions. However, the need for teachers to conform to ever more tightly regu-
lated orders and guidelines concerning their areas of professional expertise
and knowledge, have compromised this. For example, the need to meet
imposed curricular specifications can be seen as one crucial area where the
professional freedom of the teacher is seriously constrained. In terms of
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teacher education and training, a good professional is one who can deliver
the National Curriculum within the specified parameters of expertise — not
one who challenges these parameters themselves.

B The importance of autonomy to professionalism

What, then, does autonomy mean for the teacher? We consider autonomy as
it relates to subject and pedagogic knowledge and ethical understanding.
First, we need to distinguish between autonomy and agency. Agency refers to
our individual capacity to influence events, whether personal or professional.
It is based on feelings of self-efficacy, that is, the extent to which we believe
that we have the capacity to achieve what we think of as desirable outcomes
(see Soodak and Podell, 1996). Bandura (2000: 75) argues that self-efficacy
plays an important role in human behaviour because it affects our ability to

B set and achieve goals

m think strategically

m think optimistically or pessimistically

m persevere in the face of challenge

® be resilient when faced with adversity and stress.

In addition, it is important to remember that personal agency often relies upon
social contexts. Teachers are independent to some extent, but work within the
social context of the school. Within the concept of agency it is important to
recognize the place for teachers’ own creativity and judgement in best meeting
the learning needs of children, but this needs to be balanced with societal
expectations and institutional accountability. No professional today can hope
to be completely autonomous, and many recognize the responsibilities and
forms of accountability that go with their work. However, autonomy has tradi-
tionally been seen as a central component of professionalism.

Traditional and modern views of teacher autonomy
Traditionally, teacher autonomy has been related to the possession of subject
and pedagogic knowledge. It was assumed that at the end of their
training/education primary and secondary teachers would have an extensive
bank of knowledge about the subjects they teach and about how they teach
the curriculum. Professional autonomy and decision-making rested on a
foundation of knowledge about how to do our job, and a secure understand-
ing of the subjects we teach. In many respects, if teachers are to claim agency
over their work, the claim must still rest to some extent on subject and peda-
gogic expertise.
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However, there are implications here for the way in which teacher train-
ing conceives of the place of knowledge and expertise. Both primary and
secondary teaching demand extensive pedagogical knowledge and under-
standing of child learning and development. But when this translates into
prescriptive knowledge concerning the delivery of a prepared curriculum, the
nature of pedagogical understanding is limited.

In addition, England and Wales has seen the introduction by the Teacher
Training Agency (TTA) now the Training and Development Agency for
Schools (TDA), of skills tests for entry to postgraduate teacher training
courses. If graduate status implies an enhanced level of education possessed
by an individual, then the imposition of skills tests in literacy, numeracy and
information and communications technology (ICT) suggests that there is a
deep distrust of the higher education system among those responsible for the
formation of education policy. It also suggests that the tests themselves have
been designed to indicate to a sceptical public that action is being taken to
maintain standards, possibly in the face of a public perception of ‘dumbing
down’ of standards within universities.

Thus, in terms of teachers’ subject and pedagogical knowledge, profes-
sional autonomy is curtailed from the inception of a teacher’s career.
Postgraduate teacher formation is also severely limited by time. There is only
so much which can be accomplished in a one-year course — and yet that year
is vital in terms of a teacher’s professional development. Autonomy is also
limited by the prescription of competencies and standards, and by the policy
need to manage the system for public accountability. Some forms of account-
ability are valuable. The question is, what forms? And what role does
accountability play in the delivery of education? When standards, outcomes
and blunt forms of accountability are given priority over the individual
development of the teacher, professional autonomy may be compromised.

The role of the professional body

However, in advocating greater professional agency there is a need to be aware
that certain values underpin the idea of a professional. These values tend to be
ethical or moral. Humes (1986) draws attention to the importance of an
altruistic vision of social service, operated within a framework of ethically
regulated working. Other commentators (see McPhee et al., 2003) have noted
the absence of an ethical code until recently. The existence of a code of ethical
working is generally accepted as an important aspect of professional life and
work. There are such codes developed, for example, in medicine. In compara-
tively recent times, attempts have been made to develop these in teaching,
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through the Teaching Councils of both England and Scotland. Part of being a
professional, then, is to work with recognized and agreed codes and to agree
to having the profession regulated by its professional body.

Of course, teaching is not the only profession to be regulated. Nursing
has its own ethical code (NMC, 2004 ). Like UK codes for teachers, it deals
with the establishment of expectations of performance. It deals in a similar
manner with what is and is not acceptable conduct for members of the pro-
fession. However, the code for nurses is much more detailed than that for
teachers (either in England and Wales or in Scotland), and gives advice on
what is to be done in different situations and dealing with broader ethical
issues, including relations with the community. The expectations of profes-
sional conduct are clearly delineated and the practitioner — and other system
users — are left in no doubt as to what nurses should and should not do. The
code concludes by inviting practitioners and members of the public to con-
tact the Nursing and Midwifery Council (NMC) for advice and states that
the code is under review at any time (and indeed the August 2004 version is a
revision of an earlier edition). The conclusion here is that nurses appear to
be more tightly regulated in their ethical code than teachers are, and this may
relate in turn to differing perceptions of their professional development.

Both nursing and teaching can present difficult situations in which it is
helpful to have a code to guide practice. Nurses, like teachers, face ethical
dilemmas, and both professions are characterized by specific moral discourses
and practices. In nursing, Pask stresses the importance to professional identity
and practice of personal behaviour bound up with notions of ‘moral agency’:
empathy, compassion, understanding (Pask, 2003: 170—-1). But many nurses
indicate that their training does not adequately prepare them to solve ethical
problems (Woods, 2005: 5). Husu notes a similar situation with regard to
teachers who often feel poorly prepared for dealing with ethical dilemmas and
who are not always aware of the impact of their actions and decisions (Husu,
2003: 311). Therefore, ‘a great deal of teaching depends on the teachers’ per-
sonal presence and their perceptions of what to do in various contingent
situations’ (2003: 313—14). While personal responses are vital, it is equally
important that a profession has an agreed ethical code.

General Teaching Council for Scotland

The General Teaching Council for Scotland (GTCS) is a comparatively
mature organization, having been instituted in 1965. It was put in place to
exercise supervision of entry and probation for the profession in Scotland
and to operate as a structural and disciplinary body for the profession. The
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Council is no longer directed entirely by the profession, but has been
‘reformed’ and ‘modernized’ to represent a number of stakeholders, not nec-
essarily members of the profession. It can, and does, act on behalf of the
Scottish Executive in advising Scottish Ministers about standards and issues
such as teacher supply. The danger is that within this situation, the GTCS
could be seen to be more concerned with the implementation of policy and
standards than with internal regulation of the profession.

This leads us to ask what the purpose of professional bodies might be. If
we take the GTCS as an example, it was set up to ensure that societal expecta-
tions of, and trust in, the profession and individual teachers could be assured
by the profession itself. But the role of the GTCS in defining standards and
accrediting programmes tends to move it towards a more directive position in
the ongoing development of teachers within a specified policy environment.

We might well question why it has been thought necessary to delegate to
the GTCS additional regulation of the profession. The issue is the extension
of powers into CPD — it has always had these for initial teacher education
(ITE) — and the potential tension between one regulatory function dealing
with entry, continued registration and conduct, and the approval of pro-
grammes for CPD. On the one hand, one could argue that this places
development squarely in the hands of the teachers’ own regulatory body and
that this is in itself an empowering and professionalizing measure. But, on
the other hand, a more suspicious view might be that such a move is part of a
wider agenda which sees control as a necessary part of the ‘modernization’
platform described above.

General Teaching Council for England

In England and Wales, the General Teaching Council for England (GTCE) is
a comparatively recent organization, having been established in 1998 as a
result of the provisions of the Teaching and Higher Education Act.! It has
two main functions: first, to act as a regulatory body in terms of standards
within the profession and, secondly, to advise the government on education
policy reflecting the views of the profession.

There are important differences between the bodies: registration is com-
pulsory with the GTCS in Scotland, but not yet so with the GTCE in
England. And the GTCE has established a code of conduct and practice for
the teachers who are registered with it (GTCE, 2004a). This code specifies
similar arrangements in the case of offence to those specified by the GTCS
(GTCS, 2001; 2003a), but the code for England and Wales goes further and
defines serious professional misconduct in terms of the failure of a teacher to
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maintain the standard of performance consistent with qualified teacher
status (GTCE 2004a: 5).

There are two ways of looking at this situation. One is to say that the
teaching profession has to be trusted to behave ethically, and a recognition of
its innate professionalism is to see a code of ethical conduct as unnecessary.
The other is to state that on behalf of the public, a regulatory body has to lay
down a minimum standard of performance which is acceptable, and to
define that standard in terms of the criteria laid down for acceptance into the
profession. It can also be seen as a reflection of the contested nature of
teacher professionalism in the UK: that there is not a consistent vision
between the two systems of how teacher ethics might be established and
managed. To what extent has the profession itself been responsible for the
management and publication of these statements of expectations of per-
formance — and to what extent has it been necessary to design these
externally? Serious issues of public perception of the worth of the profession
are evident here.

B Who owns the teaching profession?

Ideally the answer to this question would be the teachers themselves. Teacher
agency in professional matters could well be seen as both desirable and nec-
essary, and this agency should extend to an ownership both perceived and
actual. However, this is a much contested area and one that has repercussions
for professional identity and development. It is our view that government
forces have become ever more intrusive into the teacher’s world, to the point
where teacher professionalism has become seriously affected.

Overall there has been a policy shift towards performativity.
Performativity is a concept that dates to the work of Lyotard, who uses the
term to refer to processes which are put in place to manage the ‘perform-
ance-efficiency’ of a system (see Cowan, 1996: 249). This emphasis on
performativity and on trying to increase efficiency in education in terms of
its delivery and ‘outputs’ has had repercussions for the way in which teachers
are allowed to work. Arguably, it has resulted in a move away from profes-
sional agency towards surveillance and mistrust of the professional’s role.

Furlong (2005: 120) points out that before 1976 teacher professionalism
rested upon a concept of autonomy justified by teachers’ expertise. This
autonomy extended to curriculum development, pedagogic choice and, to
some extent, methods of assessment. In the past 30 years, successive govern-
ments have moved from the concept of the autonomous professional
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towards greater regulation, with a particular stress on standards and account-
ability. Woods and Jeffrey (2002: 97) argue that, in terms of government
policy in the UK, there has been ‘an assault on teacher autonomy, and an
introduction of far-reaching strongly prescribed changes, sustained over a
period, leaving teachers with a feeling of powerlessness. Little attention is
paid to their views. They are no longer trusted.

This movement away from autonomy as a basis for professionalism is not
unique to teaching: it can also be observed in nursing and social work.
However, it can be argued that the movement has had more impact in teach-
ing than in other professions. Downie notes that

[w]hereas it is plausible that the legal profession might pronounce from
on high and advise the government on technical aspects of government
policy as they are affected by the current operation of the law, and it is
(almost) plausible that the medical profession can speak with authority on
matters of health, it is less plausible that teachers can expect to

pronounce on matters of education without being involved in
controversy. (Downie, 1990: 158)

Although this was written some time ago, it has become clear that the process
to which Downie refers, has become entrenched. Let us consider the areas
where teachers have to comply with a set of controls of one form or another.

Curriculum control, professional autonomy and ownership
The government has strengthened its control of the teaching profession
through a particular set of mechanisms. For example, in England and Wales,
the National Curriculum is statutory. In Scotland, the 5-14 curriculum guide-
lines follow a similar path of outlining curriculum content and expectations,
though they do not carry the force of law as the basis for external inspections.
But in both education systems we see a distancing of the role of the teacher in
terms of the writing and preparation of all aspects of curriculum content.
‘Ownership’ of what is taught has shifted from teachers to government.

There has also been increasing government control in the area of assess-
ment. Following a New Right education and accountability agenda in
England and Wales, a national programme of testing has been in place fol-
lowing the provisions of the Education Reform Act of 1988. National testing
has also been a feature in Scotland: however, there was greater initial resist-
ance to the idea from parents and teachers (although this seems to have
diminished). The nature of the testing process has also changed and there is
now a national bank of materials from which teachers may choose in order
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to confirm their professional judgements on pupil attainment in mathemat-
ics and language. Again, teacher judgement over the content and timing of
assessment, as well as the use to which assessment is put, has been curtailed.

Arguably the issue is one of who manages teaching and learning.
Obviously, teachers still have some ownership of this area. However, govern-
ment control extends into issues of pedagogy and learning. Furlong notes
that there is now ‘a huge enthusiasm on the part of the Blair Government to
intervene in the detail of educational processes with advice on all aspects of
teaching and the day to day running of schools’ (2005: 125). For example, on
the Department for Education and Skills (DfES) website, there are extensive
examples of lesson plans in all curricular areas. This is a clear indication that
this government sees intervention in how children are taught and how they
learn as perfectly legitimate (although these plans could also be seen as a
useful support and resource for teachers). However, one has to ask why such
an extensive resource is considered necessary for educated, autonomous pro-
fessionals. The answer to this lies in the way government infuences teacher
training to try to influence the way in which teachers teach.

Training the ‘good’ professional

Initial training or education is critical to the framing of future professional
identity, how teachers see themselves and how they are viewed by society.
How courses of training are constructed reflects particular models and per-
ceptions of what the role of the teacher should be. One view which currently
carries some weight is that the ‘good professional’ is someone who delivers
government educational strategies, without having a great deal of influence
in the formation of those strategies (see Alexander, 2004).

England and Wales

In England and Wales this concept is reflected in the insistence on teacher
training rather than a more broadly based concept of teacher education.
During their training, all trainees have to meet certain minimum standards
(TTA, 2003) and it clear that this is designed to meet the needs of the
National Curriculum.

It is at this beginning stage of development that important perceptions,
values and attitudes are formed, and it is at this stage that government con-
trol begins. Of course, not all teachers ‘buy into’ the standards agenda, and
not all teachers have their professional identity shaped in the way that train-
ing processes might intend. But the important point is that teacher
formation and subsequent development has been seen by UK governments
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since 1979 as a mechanism to exercise control of professional practice.
Furlong (2005: 130) argues that

individual professional formation is seen as far less critical than it was,
especially at the level of initial training. In the lives of young teachers, the
state now provides far greater guidance than ever before in the definition
of effective teaching, learning and assessment in both primary and
secondary schools. And at more senior levels, opportunities for extended
professional development are increasingly focused on and achieved
through the school as an institution.

The professional community of practice is thus subverted by policy into a
community of training.

For example, an important career aspiration for many classroom practi-
tioners might be the attainment of Advanced Skills status. For those who
wish to follow a career in the classroom, rather than in the management of
schools, Advanced Skills Teacher status is intended to provide an opportunity
for professional development and advancement in learning and teaching,
including the opportunity to develop the skills of others. In many ways this
can be seen as the attainment of expert practitioner status. Once again, how-
ever, the standards to attain that status are centrally imposed and controlled
outwith the profession itself. The role of the teaching profession in the incep-
tion of the standards has been largely advisory. Further, the limited
engagement of teachers in terms of take-up? with such opportunities for
advanced professional development raises further questions about how they
perceive their development needs in relation to their professional identities.

In terms of autonomy of practice and individual agency, limitations
extend into school leadership. School leaders experience significant con-
straints on their agency because of the need for accountability and policy
implementation. Therefore, questions are raised about the preparation and
ongoing professional development of serving head teachers. Are develop-
ment programmes constructed to drive uncritical policy implementation or
to enable leaders to develop school communities of practice to enhance pupil
attainment? On this issue we cannot ignore the fact that control and regula-
tion extends into school management,’ as do specific models of training to
gain the National Professional Qualification for Headship (NPQH). At the
summit of a teacher’s professional development, as well as at the commence-
ment of it, control, management, accountability and performativity are
embedded. Johnson and Castelli note that candidates
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have their training needs objectively assessed in terms of an externally
determined set of criteria. In so doing the NPQH is part of a strategy that
has already been evidenced in other areas of educational practice such as
the National Curriculum, in which a generic model is designed by
governmental agencies. (Johnson and Castelli, 1999: 521)

Within the managerialist culture, these are regarded as positive progressions
rather than negative ones.

Scotland

In Scotland, the advent of governmental control is just as evident. Initial
teacher education is circumscribed by a series of benchmarks, based on a dis-
crete set of competences (QUAAHE, 2000). Courses offered in institutions of
initial teacher education must produce students who attain these standards,
or they will not be accredited by the General Teaching Council for Scotland,
which has general oversight of the accreditation process. Following the
Standards in Scotland’s Schools Act of 2000, the GTCS has moved into the
regulation of the continuing professional development of teachers, including
school managers. Programmes leading to Chartered Teacher status and, for
aspiring head teachers, the Scottish Qualification for Headship (SQH) must
be subject to formal scrutiny and approval.

So who owns the teaching profession at the present time? It is evident
that the government, through its various agencies and networks, has an enor-
mous influence over what happens in the educational systems of the UK and
over the professional development of teachers. Teachers are subject to con-
trols in curriculum, assessment, teaching methodology, management,
professional behaviour and life, performativity and accountability measures,
predetermined outcomes and targets. Inevitably these controls have an
impact on how teachers frame their professional identities.

The problems of who owns and who should own the teaching profession
highlights some of the difficulties in trying to define what it is to be a
professional teacher today. Roles have changed, and we would not argue that
teaching should stay the same. It needs to develop as a profession. But
we must recognize that there are problems in identifying what a profession
is, just as there are problems in identifying what it means to be a profes-
sional. If teachers are to regain ownership of the profession, what is it they
are to own?
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B Professionalism in context: the impact of
performativity

In the UK at the present time, performativity manages professionalism. The
current culture of performativity and managerialism has been seen by some
commentators as both embedded and dangerous. One aspect of professional-
ism should be a trust that the professional will do his/her job well. But, as
Avis (2003) comments, trust in professionals is waning. There is a well-
established literature which relates to public perceptions of the teaching pro-
fession and to the impact of managerialist policies and policy-making. Ball
(1990) is an important thinker in this respect, in that he pointed out the
effects of the ‘discourse of derision’ on the educational community during
the years of the New Right influence on Conservative policy in education.
The ‘discourse of derision’ relates to the perception that teachers and the
teaching profession are unable to deliver the required standards of schooling,
and that it has been necessary to impose externally derived standards upon
them in order to achieve the required goals of society. Thus, it is argued,
there is a public perception that the unregulated teaching profession is one of
low status and low standards. Ball writes that ‘[t]he act of teaching and the
subjectivity of the teacher are both profoundly changed within the new man-
agement panopticism (of quality and experience) and the new forms of
entrepreneurial control (through marketing and competition)’ (2003: 219).
The results of this sustained discourse have been that morale has been per-
ceived to be low. Bottery (2003), commenting upon leadership in educational
communities, argues that what has been created is a low trust ‘culture of
unhappiness’ in which we laud that which can be measured and ignore what
cannot be measured, even though it might be as important in the educative
process. Wright and Bottery (1997), examining perceptions of professionalism
among those responsible for the mentoring of student teachers in the crucial
first phase of their professional lives, found that while there was a very strong
emphasis on the practical classroom skills, there was very low priority accorded
to the wider professional growth of the trainees, or to their understanding of
other parts of the educational process. However, once again we must not
assume that all academic analysts are of this view: professionalism, as we have
noted, is a highly disputed area at the present time. Humphreys and Hyland
(2002) argue, for example, that the concentration on performance can be wel-
comed, provided that it is not narrowly defined in merely technical terms,
because such a concentration allows the teacher to flourish as an artist.
However, there are two sides to any argument. Helsby (1996), in a study
of how teachers viewed their own professionalism, found both those who
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agreed that performativity constrained them and those who thought that the
education reforms of the 1990s had actually enhanced their professionalism
rather than degrading it. Nevertheless, over the past 20 years —and no matter
how it is presented in the rhetoric and discourse of the times — there has been
a movement which has resulted in de facto control of the profession and a
movement away from previously understood notions of teacher autonomy.

Is performativity a UK phenomenon?

It may be useful to look at how these ideas have surfaced — or not — in other
countries and how they might have affected other professions. Such compar-
isons are helpful because they allow us to understand whether what is going
on is part of a global process, or whether it is limited to the UK. They also
help us to understand whether teaching is caught up in a wider political
movement to manage and to make accountable professions and professional
practice, or whether teachers have been in this respect, singled out for particu-
lar treatment.

Mahony and Hextall (1998: 18-19) point out that although common cur-
rents can be discerned in the nation states of the European Union and
beyond, conceptions of teacher professionalism within these states are very
different. These differences can be accounted for in terms of different cultural,
social and political perspectives. Webb et al. (2004) compare concepts of pro-
fessionalism among primary school teachers in England and in Finland. This
study found that in England professionalism was defined in terms of the stan-
dards agenda and based on accountability and inspection. In Finland there
was a different set of perspectives centred on teacher empowerment:

most teachers were very enthusiastic about the task of planning their own
curriculum. They experienced enhanced self-worth as their work became
at the forefront of valued practice. For them the rhetoric of empowerment
became a reality and consequently they appeared to view their profession-
alism as being enhanced. (Webb et al., 2004: 90)

The Finnish situation serves to illustrate that teacher professionalism need
not be predicated upon a centrist view of compliance and control.

Similarly, in America, a group of teachers in Missouri attempted to influ-
ence the writing of educational standards, in particular the statements of
what a student (pupil) might be expected to attain with respect to various
elements of the curriculum (Placier et al., 2002). They attempted to make
these more relevant to their daily lives in the classroom and to their own
constructivist views of the education process. Their influence was seriously
limited by the impact of the policy process, and by politicians who had views
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influenced by the standards debate and by issues of measurability and
accountability. Cochran-Smith (2000) also outlines the global nature of
teacher dissatisfaction with accountability and public perception issues. In
June 1999, 20,000 teachers in Massachusetts marched to the State House to
protest about the publication of test scores, and to voice concern about what
they perceived to be ‘teacher bashing’ in the press (Cochran-Smith, 2000: 13).
These studies suggest that, in international terms, debates about performance
in education have been characterized by conflict.

B Conclusion

If we are to examine the nature of professional development we need to bear
in mind that professional development, reflection and enquiry depend on
teacher identity, and that construction of identity is partly a politicized
process. We have been critical of a view of professional development which is
concerned with the implementation of policy directives and which allows
little space for teachers (individually and collectively) to create and shape the
learning process within schools.

We have raised concerns about the emphasis on performativity. It is our
contention that the teacher needs to work within a broader role than one
which is merely technicist. We wish to see the teacher as one who challenges,
questions and enlarges the professional role. In subsequent chapters, we will
explore how teachers can move forward through a process of professional
development, premised on the centrality of reflection and enquiry, to
enhance the learning of children and young people.

Notes

1 The institution of a General Teaching Council for Northern Ireland
(GTCNI) in 2004 is the latest addition to the UK family.

2 In England and Wales, national statistics for 2004 indicate that there were
3,380 ASTs from a total qualified regular teaching workforce of 410,010.
This represents a take-up of 0.8 per cent for Advanced Skills Teacher
status. Comparable figures for Scotland, where Chartered Teachers first
qualified in 2004, indicate that there were 78 Chartered Teachers from a
qualified workforce of 50,963 representing a take up of 0.2 per cent for
CT status (DfES, 2004a; Scottish Executive Education Department 2004).

3 In England and Wales, there is a standard to be reached: Statutory
Instrument 2003 No 3111 lays down the qualifications which must be
held by head teachers of state schools.
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3 Forming identity:
listening to beginning
teachers

Chapter outline

This chapter discusses research on beginning teachers’ views about their
professional identity. It links the concept of professional identity to the role
of emotions and the need to feel valued and part of a professional commu-
nity. It also discusses the importance of these aspects to teachers’
confidence, well-being and commitment to practice. The chapter ends by
arguing that by supporting teachers to form a robust sense of professional
identity and a strong sense of self-efficacy, we may protect them against
some of the challenges that arise within a particularly stressful occupation.

Keywords
m Professional identity
B Emotion

| Self-efficacy

B Introduction

In discussing professional identity it is important to listen to teachers’ per-
sonal perspectives. In this chapter we discuss the findings of our study on
how student teachers perceive their professional identity, how they think they
have developed that identity and how they conduct themselves within their
professional role. We have already said that developing a professional identity
is crucial to how we think and act as teachers. Work on reflective practice and
teacher development should take account of the complex nature of profes-
sional identity and the psychological and emotional nature of the construct.
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We look, then, at issues of identity, emotion and professional development by
listening to the voices of beginning teachers, and to the perspectives of those
who educate them.

For this study it was decided to focus on secondary teaching, first,
because there has already been significant work done on primary teachers’
professionalism (see Forrester, 2000; Menter et al., 1997; Nias, 1989) and, sec-
ondly, because there is a need to address this area, especially in Scotland.
Questionnaires were issued to a year cohort of beginning (secondary) teach-
ers in one teacher education institution (TEI), and to their lecturers.
Interviews were conducted with focus groups of student teachers and with
individual lecturers in two TEIs in order to better understand their perspec-
tives on professional development and identity formation. Anonymity has
been protected by the use of pseudonyms. Data from professional studies!
seminars over three years are also included to more fully incorporate stu-
dents’ ideas on the nature of the teacher’s role.

B Teacher development: a personal and
emotional journey

Hargreaves (2000) notes that education policy and administration tends to
pay little attention to emotions. So, too, does teacher education, particularly
in the climate of standards and performance management that characterizes
teacher education and development in the early twenty-first century.
Hargreaves (2000: 812) states that while teaching and learning might not be
entirely emotional processes, ‘they are always irretrievably emotional in char-
acter, in a good way or a bad way, by design or default’ (original emphasis).
Performance management, an emphasis on competence, and a standards
agenda, all tend to assume that teaching is a primarily rational enterprise: the
role of emotions in teaching and learning is therefore diluted and the role of
the teacher becomes bounded within narrow performance parameters.

However, the ways in which teachers undertake their professional roles
goes beyond performance. How they perceive their identity (and the ways in
which they respond intellectually and emotionally to their work) has conse-
quences not just for their daily teaching performance, but for decisions about
their CPD needs. Beijaard et al. (2000: 750) argue that teachers’ perceptions
of their professional identity ‘affect their efficacy and professional develop-
ment as well as their ability and willingness to cope with educational change
and to implement innovations in their own teaching practice’
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Following from what we have said in Chapter 1, developing a professional
identity is partly an emotional process. In addition, emotions and mood are
important in terms of overall job satisfaction (see Fisher, 2000). This has
repercussions for teachers in terms of their likelihood of staying in the job,
and with respect to their motivation and morale. Research indicates wide-
spread concerns across many countries about teacher morale and
commitment to remain in teaching given the current socio-political climate
(see Day et al., 2005). It is therefore important that we pay attention to the
role of broader affective characteristics like emotion and mood in the creation
and development of teachers’ professional identities, particularly at the stage
of initial teacher education, if we are to support teachers to feel a sense of pro-
fessional self-worth in the face of what can be a challenging form of
employment.

Identifying with a professional role

Not all the beginning teachers in our study had developed a coherent profes-
sional identity by the end of their Postgraduate Certificate in Education
(PGCE) year: nor would we have expected them to. What was of some sur-
prise was the number (28 from 82) who said that they already felt like
teachers, and that this feeling of professional identity dated to their earliest
classroom experiences. Of course, their initial notions of identity may change
with experience, and may deepen in complexity. In contrast, the majority of
student respondents expected gradual growth into their teaching role and
identity, with this being described more than once as an ‘ongoing process’.
Many highlighted the importance to their identity of completing probation
and gaining full registration, with one student commenting on the need to
have freedom from assessment before she/he would feel that they were a
teacher in her/his own mind. In Scotland and England, freedom from formal
assessment will be gained at the end of the probationary year, during which
assessment by principal teachers is formative and ongoing.

Another student commented that she/he felt like ‘some versions’ of a
teacher at the end of the PGCE course, but that she/he would not feel like a
‘proper’ teacher until the probation year. This, of course, begs the question of
what a proper teacher is: all the students were working with their own ver-
sions of this construct, and the questionnaire results indicate that the
constructs were both variable and, understandably, not fully thought
through. Marianne mentioned the importance of the personal aspects of
teacher identity, and of how initial constructs of the teacher’s role come
partly from our experiences of being taught:
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At first when I stood in front of the class, I was very impersonal — I didn’t
feel that my personality was really coming through. Because probably I
came from a totally different background, my memory of teaching was
back twenty years ago — I had images of teachers I liked and disliked, and
when you stand in front of the class you try and fit the pieces together like
a puzzle, but you're not too sure exactly what’s in the right place. So, I
think you play safe by being impersonal. Then I think in the later
placements you actually find your personality as a teacher, I think your
personality comes through ... I didn’t have much of a clue who [ was as a
teacher at the beginning, I was just trying to go by the rules of what teach-
ers do in the school, and then it’s like making a recipe where you add your
own ingredients.

The importance of allowing your own personality to show seems to be part
of individualizing teacher identity. While the students had some common
ideas of what it meant to be a teacher, they also recognized that professional
identity varied with individual characteristics and behaviours.

In terms of identifying with their professional role, only five students
mentioned the importance of practical aspects such as gaining a salary. Most
focused on the need to feel ownership of their classroom and the need to
identify with their pupils. Again, these aspects fall into the affective domain,
more so than the psychological or material need of remuneration for work
done. On the importance of affective elements, Fraser et al. (1998: 62) note
that ‘teachers who remain in teaching attach greater value to recognition and
approval of supervisors, family and friends. Those leaving assign more
importance to salary increases, job challenge and autonomy.

B What underpins professional identity?

On the whole, the students noted the shifting and tangible nature of profes-
sional identity. Two in particular mentioned the tension between the
expectations of their role as students in university, and the expectations of
them as student teachers on placement. Others stressed the importance of
the nature of the school experience to their professional development
(whether they had been given responsibility in the class or not, the levels of
teaching skill they had developed, building their classroom contributions to
a more sustained level).

The students mentioned specific things as being important to the devel-
opment of teaching identity:
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m individual concepts about the role (concrete aspects such as preparing for
and conducting assessments, lesson planning, parents’ evenings, but also
more amorphous elements such as the psychological importance of gain-
ing full registration, being paid, being recognized as a ‘proper’ teacher as
opposed to ‘the student’)

m location: identification with one school, ownership of teaching space

m professional relationships with pupils, and parents

m relationships with other staff

® being given responsibility for pupils’ learning.

Overwhelmingly they identified being valued, and feeling a sense of belong-
ing to the profession, as being vital to fostering a sense of professional
identity. Even those who felt their identity to be only partly formed or emer-
gent could pinpoint aspects that were helping to develop some form of
specific identification with their professional role. For example,

m feeling valued

m interacting with ‘like-minded’ people (on the course, in schools and within
family and friends)

m the influence of individual personality

m school ethos

m sense of professional community

m feedback from pupils, teachers, principal teachers and others.

Again, it is the affective components that are striking, particularly the need to
feel that they belong to a profession which values them.

Feeling valued: a basic need in role fulfilment

Many respondents in our study highlighted the importance of the school
context in making them feel valued or otherwise — in particular, the role of
the principal teacher, Head of Department, senior management team (SMT)
and teaching colleagues. Feeling valued by colleagues was as important as
feeling valued by pupils and parents. To feel fulfilled in a professional role we
need to feel that what we do is of importance to others as well as to ourselves.
Part of developing a strong sense of self, personal identity and professional
identity depends on our emotional well-being, and feeling valued seems to
add to that sense of well-being. In addition, feeling valued is one of a range
of positive work experiences that can help to reduce perceived feelings of
stress. Cotton and Hart (2003: 118) recognize that our experiences of stress
may be ‘caused more by a low level of positive work experiences and positive
emotional states’ than by larger-scale stressful events in the workplace.
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In terms of the importance of feeling valued, there was a difference
between the 28 students in the study who already felt like teachers and the 54
who said that their professional identities were still being formed. Of the 28
who already had strong basic role identification, only two did not feel valued.
The other 26 all had a firm sense of feeling valued not just by pupils and col-
leagues (in school and on the course) but by family, friends and even a sense
of being valued by society as a whole.

Of those who had a less secure sense of professional identity, there was a
more varied reaction. Many did not feel valued, and for those who did, the
feeling of being valued was highly context dependent:

® Most pupils make me feel valued — adults less so — a lot of cynical views on
teacher competence and professionalism (not always entirely unwarranted!).

m By school yes. By college [i.e. university], no.

m Not really. I see it as an important profession but the media seems to focus
on the negatives.

m Not always. Quite often in schools I feel that I am merely the student and
that teachers have to go out of their way to help.

m Valued certainly by the pupils as a whole, certainly not by the teaching staff
I have worked with.

m Generally, no. Society in general and personal friends do not have the
respect for the profession that they should. Ignorantly, people see teachers
as getting paid for little hours and days in a year. Department and certain
students do value me.

So, certain factors seem to influence the extent to which students feel valued
in their professional role: support and recognition from university staff on
ITE courses (some doubted the value of the PGCE course in supporting their
development), support and recognition from colleagues in school (eight stu-
dents did not feel valued by teachers in school), the feelings of pupils towards
the student’s work, comments from friends, family and the wider public, and
media perceptions.

Developing professional identity and school culture

With respect to working with teaching colleagues, students’ experiences were
largely positive. The importance of workplace culture to students’ developing
professional identity is noted by de Lima (2003). In looking at the develop-
ment of student teachers in Portugal, he finds that there is a tradition of
training teachers to be ‘isolated professionals’ (de Lima, 2003: 197). Part of
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the induction into teaching during their training year involves students
learning how to fit into schools and departments, and in learning how to
negotiate professional interactions (de Lima, 2003: 207). Successful socializa-
tion into workplace practices demands high levels of interpersonal skills and
this was noted by the students in our study.

In addition, students learn to teach within what Lave and Wenger call
communities of practice (see Lave and Wenger, 1991). As they work through
their initial teacher education programme, students gradually move towards
more complex interactions with pupils and colleagues, and fuller participa-
tion within the classroom, department and school communities (Maynard,
2001: 41). Learning to belong within these professional communities
‘involves becoming a different kind of person ... it involves the construction
of identities’ (Maynard, 2001: 41). Developing the skills required to integrate
successfully into new communities of practice takes time, but can also
demand reappraisal of professional identity.

In our study, the students appreciated certain things in terms of helping
them to fit in with, and adjust to, departmental culture. Support and advice
were welcomed, but also being given some measure of responsibility — and
what might be termed agency — for lesson planning, pupil assessment and
styles of lesson delivery. This helped them to feel that they were being treated
as teachers to some extent, rather than only as ‘students’. From work with
students in PGCE seminar sessions, one group identified their understanding
of the complex nature of working with colleagues. While they noted few dif-
ficulties working with teaching staff on placement, they described a range of
strategies they used to ‘fit in” with the existing teaching staff: asking advice
about teaching and learning, asking advice and information about working
with particular pupils, focusing on what was expected of them as students,
and staying mindful of their role as students and the expectations that
accompany that role.

However, as confidence grows, so does a need for some recognition of
being in transition. Some students mentioned the need to be recognized by
other staff as being more like a ‘teacher’ than a ‘student’ in the later practices.
This accords with Woolfolk’s research which indicates that teacher prepara-
tion programmes ‘must support and encourage increasing autonomy ... This
means prospective teachers need to assume more and more responsibility for
real teaching over the course of their preparation as they gain knowledge and
skill’ (in Shaughnessy, 2004: 162).
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B Characteristics of professional identity

What characteristics does professional identity have for the students in our
study, and why are these characteristics important to the teacher’s role? First,
the nature of personal and professional characteristics are important to per-
ceived self-efficacy and to positive aspects of teachers’ work, such as caring
and commitment (see Sutton and Wheatley, 2003). Secondly, these character-
istics are important in terms of whether or not individuals are likely to
remain in teaching. Chapman and Green (1986: 273) note that there are six
factors involved in teacher retention: personal characteristics, educational
preparation, initial commitment to teaching, the quality of the first teaching
experiences, professional and social integration into the teaching profession,
and external influences such as the employment climate.

We asked our students to highlight the professional characteristics they
considered to be necessary to the work of teachers. The majority expressed
their view in terms of affective and interpersonal components. Only one
person mentioned intelligence, and few mentioned core teaching skills. Most
focused on aspects such as: commitment to the job, understanding and
caring for pupils, respect, compassion, dedication, dependability, personal
and professional integrity, and the importance of personal values and belief
systems. While it was acknowledged that certain job-specific skills were vital
(communication skills, effective classroom management and time manage-
ment) the stress was firmly on the personal and interpersonal factors that
underpin professional identity and role. Also important was a belief that
teachers can make a positive difference to pupil learning.

This finding is supported by work done in the professional studies semi-
nars over three years. During seminars, students are asked to identify what
they see as characteristics of effective teaching practice and of professional
practice (including identity). Both at the start of the PGCE year, and at the
end, they place a stress on the importance of interpersonal and affective
aspects. In looking at the responses generated by students in three cohorts
there was a stress on the following:

® providing encouragement and motivation for pupils

® being approachable, but able to encourage limits for pupil behaviour
B being seen to be caring, and willing to listen to pupils

B being interested and interesting

B trying to be open-minded, and not pre-judge pupils

B trying to be creative

m diplomacy (with pupils and colleagues).
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Many students mentioned, both in class sessions and in the interviews, that
they initially had not worked out their professional ‘tone’ and demeanour:
that they had started out on the ‘wrong foot” with some classes and some
pupils. There was an awareness from several students that professional
behaviour can strongly affect pupils and that teacher interactions can pro-
mote behaviour in pupils that has a bearing on class ethos as well as on the
pupils’ attitudes to class work (see also Sutton and Wheatley, 2003: 340).
Students in seminars had a strong awareness of the complexity and difficulty
of classroom interactions and a realization that skilled interaction with
pupils and colleagues takes time to develop.

Autonomy and agency as factors in professional identity
Opverall, respondents felt that the amount of autonomy they had depended on
certain factors. Apart from government policy, specific in-school factors were
mentioned: the role of the principal teacher, senior management team, the
school environment and ethos, and the demands of the curriculum.
Management styles were found to be either autonomy enhancing or reducing.
Fifteen student respondents felt they had been given considerable amounts of
autonomy as beginning teachers, with the ability to create and be creative with
lesson content and planning. One commented that they had been encouraged
to try different teaching approaches and ‘depart from the norms.

There was no expectation of unlimited autonomy, more an expectation
of individual agency over some key aspects of their work. However, a signifi-
cant number (20, that is, 24 per cent) felt that they had not been given
enough opportunity to direct what and how they taught. The students per-
ceived that this was either because of the demands of curriculum and
assessment, or because class teachers or principal teachers were unwilling to
allow students to depart much from specific expectations of how to teach.
When asked about the amount of direction and control they had been given
on teaching experience, students mentioned the following limiting factors:

m Very little [autonomy]. A packed curriculum which has been fixed. Little
scope to deal with the consequences of disruptive behaviour. Insufficient
support from management: all minimise autonomy.

m Very little. We service the exams not the students. Perversely, you have
more [autonomy] the less ability the students have.

m | feel I have control over my teaching style. However it would be nice to be
able to choose what I teach.
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B As a trainee, not much, all the schools I’'ve worked in have been prescrip-
tive in what should be taught.

m Government: encouraging competition between schools. How can this be
a good thing? Putting pressure on teachers. Focus should be on teaching
and learning.

m Compromised by restrictive management styles, or by being obliged to
continue dealing with students who you consider it beyond your compe-
tence to teach.

m Some teachers want their class taught in a very specific way — quite narrow
minded. Some teachers like to check everything you are teaching their class.

On the whole, most students (62) felt they had some degree of autonomy,
48 stated that they felt that their autonomy had been partial, limited they
felt by the fact that they were students. However, some felt that they should
not have been granted the same degree of autonomy as a fully qualified
teacher might expect.

Our study indicates that the amount of agency student teachers have may
vary with context as well as with stage of education. Although most were not
autonomous in the purest sense of the term, many were allowed a high
degree of responsibility in developing lessons and some were actively encour-
aged towards creativity in lesson planning and delivery. Fraser et al. (1998:
66) found in their research into teachers’ job satisfaction, that teachers at the
beginning of their career were more satisfied with the amount of autonomy
they had than were teachers with longer service. It may well be the case that,
as one person responded, unlimited autonomy is undesirable: they felt that
what is required is some autonomy within a supportive department and
school environment.

Identity, confidence and well-being
To develop teaching confidence, and to form a robust sense of professional
identity, we need to build self-efficacy. Woolfolk notes the importance of ini-
tial teacher education in fostering this, and argues from her research that
‘[t]eachers’ self-efficacy for teaching — their perceptions about their own
capabilities to foster students’ learning and engagement — has proved to be an
important teacher characteristic often correlated with positive student and
teacher outcomes’ (Woolfolk, in Shaughnessy, 2004: 154).

In addition, self-efficacy can be viewed ‘as a protective factor’ against
workplace stress ‘as it has a direct impact on psychological distress’ and its
associated symptoms (Chan, 2002: 566). This aspect is particularly important
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given that teaching is acknowledged to be one of the most stressful occupa-
tions, with teachers suffering greater levels of stress than those in comparable
professions (see Evers et al., 2002: 228). Feelings of self-efficacy may help
protect against burnout, and may also enable teachers to cope with curricu-
lum and pedagogic change more successfully than those with weak or
negative feelings of self-efficacy (see Evers et al., 2002: 237).

At interview, students felt that being given a degree of responsibility for
teaching and learning was important to their developing confidence and effi-
cacy as teachers as well as to their feelings of agency. Steven (a mature
student) commented:

My first school placement I felt as though I was given a lot of
responsibility and I was quite confident in my own teaching ... But my
second school I felt as though they adopted a policy that there was always
someone in the room with you and that the responsibility was taken away
from me. I felt as though my teaching was damaged by it ... So there was
an element I felt, as though you weren’t really trusted, which I didn’t like.

On the whole, the students thought that the PGCE course had helped them
to build their confidence as teachers. Some began the course with no confi-
dence in their potential ability to teach: others began with confidence but
found that various aspects of the course negatively affected this.

Ellen related her lost confidence to her first teaching experience:

I was terrified and I had a really bad teaching experience dealing with
discipline in my first week. I wanted to leave and never come back. Two
girls just started fighting in the class and I didn’t know what to do. I think
I was just nervous and I was quite disappointed in myself. I mean, in the
other job that I do as a staff nurse I've stood up to a 6’2" guy who wanted
to tear my head off my shoulders, but I’'ve never felt as much pressure as I
did in that classroom.

The negative emotions associated with uncertainty or feeling out of control
in the face of challenging pupil behaviour are well documented (see Sutton
and Wheatley, 2003: 333—4). Some students in our study found that having to
deal with discipline issues affected their ability to decide how they taught;
others found that it affected their confidence, and that responding appropri-
ately to challenging behaviour was seen as one of the more ‘daunting’ aspects
of learning to teach.



42 m Professional Development

Most students (41) felt that the PGCE course had helped them to gain
knowledge of teaching and learning, and the majority (51) stated that they
had learned significantly from teaching experience. On the other hand, Susan
commented that the reflective element of the course had initially lowered her
confidence:

I think [the course] knocked you right back, and then you started to
question everything you did — absolutely everything. But then gradually it
builds you up more, so that at the end you feel confident that you have the
ability behind you: the confidence is justified. That’s one responsibility the
tutors have got, a huge responsibility, because you start off with nothing
and then you build up.

Opverall, the professional studies element of the PGCE was seen by most stu-
dents as having made a positive contribution to their development as
teachers. Indeed, one student commented that he is now a ‘much happier
person. I was dissatisfied with the place I was in before, thought I wanted to
do this, wanted to be good at it, and I'm absolutely loving what I do now..
While the majority felt that teaching experience was ultimately positive, the
stress involved, and the steepness of the learning curve, can be considerable:

I was absolutely shattered by my final placement. Physically, mentally,
emotionally — totally drained. The expectation of you in your final
placement you think is going to be really high and when you go in you’re
under so much pressure, plus I had a few issues at the school I was in with
another teacher in the department, and I ended up in tears with the
regent, and by the end of it I was so glad to leave the school that I was
wrecked physically and emotionally. But when you think ‘T’ve survived
this, that and the next part’ you think you can do anything.

I think the three placements were difficult physically because you are on
the go all the time, and you don’t realize ... when you’re working for other
companies you do a 30-hour week and you go home and that’s it. And for
some reason, when you’re working with children you feel physically more
tired than when you’re working for a business. Even at weekends, you don’t
totally relax. You’re thinking of the next lesson you've got to plan, and you
never put anything down — it’s, like, right, I need to go and do this tonight.
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I’ve had to work very hard. And that was most difficult in the first
placement. I was tired! But I've got to watch that I don’t get too intense,
too focused. I am conscious that I could just be working too much.

I was told on my first placement that I was really good with the one on
one, and I was fairly comfortable doing that, but I wasn’t really being a
teacher. I was told it was as if [ was trying to teach them individually rather
than as a group. I had to learn to stand there and have a presence. It was
very daunting.

Before I started the course, I didn’t realize how I’d have to organize things
in the minutest detail — I didn’t realize before I started that things could
get more chaotic than I wanted them to be ... Reflecting on how I saw
teachers, I thought it just all happened. Now I realize that it doesn’t ...

Teaching is a stressful job, and the ongoing stress can lead to teachers leaving
or seeking early retirement (see Friedman, 2003). In addition, high dropout
rates in the first years after leaving initial teacher education are of concern —
not just in the UK, but in America, the Netherlands and Australia (see
Goddard and O’Brien, 2003; Kassem, 2002; Manuel, 2003; Stokking et al.,
2003; Weiss 1999). It would seem that disillusionment can set in at an early
stage. For example, Goddard and O’Brien’s study of beginning teachers indi-
cated perceptions that teaching was a job that involved high workplace
pressure where perceived effort was higher than reward (Goddard and
O’Brien, 2003: 106).

Figures for England show that dropout rates run at 18 per cent for teach-
ers leaving within three years of training; 30 per cent overall for
‘post-training wastage’; and 15.8 per cent for annual retirement (Smithers
and Robinson, 2001). Smithers and Robinson (2001: 2) found that reasons
given for leaving teaching centred on workload, pupil behaviour and govern-
ment initiatives.

This is sad because the leavers had often come into teaching with idealism
and commitment. Many had positively chosen teaching, sometimes after
experience of other employment. They said they were looking for
something worthwhile that was not linked to targets and the bottom line.
They wanted to work with children, pass on their enthusiasm for their
subjects and enjoy the freedom of the classroom. They were leaving
because they perceived these satisfactions to have been eroded. (Smithers
and Robinson, 2001: 3)
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It may be that newly qualified teachers begin with ideals that are not
matched in reality (see Friedman, 2003; Stokking et al., 2003; Goddard and
O’Brien, 2003). However, the student teachers we interviewed all showed a
sense of realism about the work they were about to undertake as teachers:
they had experienced the difficulties of teaching, and were under few illu-
sions about the nature of the work. They felt that they had begun to develop
skills to enable them to cope with the challenges while recognizing that their
development as teachers was just beginning.

Overall, the majority of the students in our study realized that their
understanding of what it means to be a teacher, and their knowledge of how
to fulfil the complex demands of the role, would take time to develop and
that they were at the beginning of the journey to develop their professional
skills, knowledge and identity. In looking at the students’ perspectives it
becomes clear that they had been encouraged to look at their developing
identities. But what of the people who teach them? In what ways do the ideas
of teacher educators try to encourage identity development among begin-
ning teachers?

B Encouraging identity development in initial
teacher education

Seventeen lecturers in two faculties of education were asked about profes-
sional identity and the extent to which their ideas on this underpinned their
work with student teachers. The lecturers work on a range of courses:
Bachelor of Education (Primary), Bachelor of Technological Education
(Secondary), Bachelor of Education in Music (Secondary), PGCE (now
PGDE - Professional Graduate Diploma in Education) Primary and
Secondary. They also undertake delivery of CPD for experienced teachers.

All but two respondents stated that they worked with an idea of the pro-
fessional characteristics they would want their students to consider, if not to
begin to develop. These characteristics mirrored the PGCE student responses
in our study. Most of the professional characteristics mentioned by the lec-
turers were personal or interpersonal, with only two mentioning subject
confidence and up-to-date knowledge, one mentioning organizational skills,
and two stating the importance of knowing and using learning theories.
However, none referred to specific professional skills such as classroom man-
agement, lesson planning and delivery, or collegiate working. The emphasis
was strongly on the person who would be teaching rather than on what one
respondent referred to as the craft element of the work.
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Core personal skills were described as: being committed, reflective,
caring, approachable, flexible, self-aware, conscientious, valuing the self and
others, trustworthy and having integrity. Being knowledgeable seemed to
take more precedence than any narrow concept of intelligence as a desirable
professional characteristic. What comes through in the lecturers, and the stu-
dents’, responses is the complexity of personal and interpersonal skills that
are required as a foundation for being a successful teacher.

How lecturers conceptualize their work and practice

The lecturers mentioned their part in supporting critical reflection and
encouraging students to consider what the teachers’ role means for them.
One stated: ‘We encourage them [the students] to be self-aware, critically
reflective and informed. We hope they will question the system and develop a
sense of who they are as a teacher, rather than what they do as a technician’
Four lecturers mentioned the need to take a wider perspective within teach-
ing, to move from being a technicist towards being a professional who
recognizes the social and political issues that surround teaching and which
affect pupils in schools. One termed this a ‘sociological perspective’ which
asked students and teachers to look

not just at their remit but at the society they function within, and at other
societies; that is, they are aware of the danger of being ethnocentric at both
a micro and a macro level. This could mean they have, at least, the poten-
tial to rationally analyse and manage the factors linked to planning,
implementing and evaluating ‘effective’ teaching ...

The need to encourage students to interpret policy, especially curriculum
policy, was clear from the responses.

Another lecturer stated that they would wish their students to become
the type of teacher who ‘is not bound by policy documents, but is able to
look at policies and see what the words are saying ... and consider why the
policies have arisen and what the underpinning arguments of these policies
are’. For this lecturer, it was important that the students analyse policy within
the context of understanding ‘who their children are’, to relate policy analysis
to their pupils and to apply their understanding of policy ‘to help their chil-
dren to be creative learners who are in charge of their own learning’

For some of the respondents, issues of social justice were important, and
so it was essential for them that the social and political contexts for learning
were discussed with students. Another highlighted the fulfilment that comes
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from having students understand the reasons why you encourage them to
look at broader issues. This lecturer wrote:

I am in a sense political; I am committed to certain values and visions of
society and the place of teachers and education in such a framework ... I
suppose when forced to think about it, I want my student teachers to share
my values and vision and not just be technically competent, but under-
stand and feel emotionally that the teacher is an essential public
professional ... In a sense I am the message, I must model and meet the
standards I set for my students.

Modelling practice was evident throughout the responses, and was seen as
one way to introduce and develop discussion on what effective teaching and
learning actually is.

For some lecturers, there was a sense of modelling not just the technical
aspects of the work, but the core professional and personal values that they
felt were most important to teaching.

It’s not just the way I teach students, it’s also the way I engage with them in
other ways. I try as much as possible to be an example to them and in the
same way I would hope that they would be an example to those they edu-
cate ...

I try to practise what I preach! If I want them [the students] to be
committed and enthusiastic, it helps if I come across that way! I am a
very analytical person by nature, and I analyse the people I teach and the
strategies I then use to teach them. I try to make the students aware of the
importance of this too.

Values and beliefs shape how any teacher teaches — this can be negative
and positive. I try to present a consistent model which demonstrates
[professional] skills and values.

Discussing core values as well as issues of social awareness was seen by some
of the lecturers as being an important background for students to under-
stand and encourage children’s learning. One lecturer wrote that teacher
identity is ‘intersected’ by pupils’ experiences and socialization: teachers do
not work in isolation — there are cultural and personal factors that affect
whether or not teaching is successful, and affects what counts as successful
teaching. These cultural and personal factors are complex and vary from
school to school, as well as within and between classrooms.
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Modelling practice and discussing what ideas underpinned that practice
were seen as one way to encourage students to recognize that there is no
single correct way to ‘teach’. But it was also recognized that teacher educators
need to have a concept of their own teaching identity in order to model what
they consider to be effective practice, and in order to encourage reflection in
their students. Yet, professional identity is as complex for teacher educators
as it is for students, even to the extent of asking whether a lecturer is a
teacher, or what form of teacher they are.

For some, their own sense of professional identity was not regarded as
being fully delineated, but it was present and tended to be evident in their
teaching philosophy and the values and ideas which underlay their practice.
One lecturer said:

My beliefs and values about learning and learners provide a philosophy
from which I develop approaches to teaching. My interest in learner
involvement, equality, and respect for the learner, all inform my choice of
teaching style and content. I am open with students about this and
encourage them to develop their own philosophy too — based on critical
reflection. So I encourage them to look at their work through their own
beliefs and put them under scrutiny.

The issue is one of ‘engagement’, as another respondent mentioned. But there
was no sense that any lecturer expected students to work through challenging
issues of professionalism and practice to become a confident professional by
the end of their course. There was a sense that professional ability takes time
to develop and that ‘some take longer than others to grow in professionalism
and confidence’.

There was also a belief that students need to be supported not just towards
professional reflection, but also to develop the ‘craft’ elements of their work. At
times, the more technical aspects would have to take precedence:

I do think you have to be aware — particularly as the students are
progressing on the course — of being a critical friend. I visit them on
practice ... They can become quite dependent on somebody coming in
and telling them ‘If you do x, y, and z, you'll be absolutely fine’. You asked
about models of reflection before — I think that’s something that becomes
more sophisticated as you go on. But if you walk into a school, and the sit-
uation’s absolutely desperate, the student can’t see a way through ... then
the first thing you might have to do is maybe help to dig them out of

that, before they’re willing to engage in trying to solve the bigger
problems for themselves.
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Understanding that students can be in difficulties that mean they can no
longer reflect meaningfully on their practice is an important aspect in tailor-
ing support for students. So, too, is the realization that not all students can
manage to reflect in a sophisticated way at the beginning of their careers. It is
all very well to speak of developing agency and reflective ability in students
but, as this lecturer states, when students experience a crisis of confidence or
loss of ability in practice, there is a need to focus on the immediate goal of
helping the student to find coping strategies and to improve in the short term.
The longer-term goal of developing reflective awareness may have to wait.

Lecturers’ models of practice

Despite mention of the ‘reflective teacher’ in their responses, lecturers were
not tied to definitive models of teaching or teacher development. One said
that they resisted a

narrow view of the teacher and the kind of skills that the teacher should
have ... 'm quite open to them being very different teachers at the end [of
their course]. I think what I’d like them to know is, Id like them to be
reflective and self-aware, and I’d like them to know about what are their
strengths and how do they use them best in their teaching. I don’t want
them to go out and think or be told ‘if you're more like the teacher in the
next class you'll be more successful’ ...

The need for students to develop their own ideas and philosophy of teaching
was clear. There was a sense for some that, without this, beginning teachers
might be drawn towards narrower, more technicist models of teaching. This
issue was raised by a respondent who felt that teachers had to understand
that behaviourism is not the only model of learning, if it is a model of learn-
ing at all, and that students needed to develop awareness of a range of
learning theory, and to appreciate that learning ‘is socially constructed and
culturally oriented’. Another stated that, while students should keep up to
date with learning theory, it was important that they use this to ‘recognize
and develop their own style of teaching.

Another mentioned the wish for their students to develop into teachers
who had ‘drive and ambition], however they might define that for themselves.
They wanted to encourage their students to become ‘a teacher who is able, at
quite an early stage, to begin to articulate how they see their career panning
out. So, taking responsibility and recognizing that a degree in education, or a
qualification in education, is actually a fantastic thing to have, and can open
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lots of doors’. Others mentioned this aspect in less detail, referring to the
need for students to be flexible in meeting career challenges, and to be able to
work within a job that can be subject to enforced change and variation.

However, there was concern that students had to develop their ideas
about teaching and their teaching role within highly pressurized courses.
This aspect was spoken of as affecting not just the students but how fully
they were able to engage with the students:

the very tight timetable of the undergraduate and PGDE students while
they’re here ... means that it’s quite difficult for me to enable the kind of
student that I would like to see who has independence and creativity
because they’re constantly at classes or out on placements, and that’s a very
different pattern from other undergraduates.

This highlights the issue of student teachers needing time and space to think
and to develop not just as teachers, but also in personal terms:

I don’t think they’re getting time to be students. I think they’re student
teachers — particularly the BEds [Bachelors of Education]. I think in
fourth year with the major project we try to let them be students and
some of them can’t be, some of them don’t know how to be, some of
them don’t know how to have freedom because there’s been so little
opportunity the rest of the time. That might change, because we are
developing within the new degree more student-centred learning, more
problem-solving, more peer assessment, more sustainable assessment,
and so I think it will change.

So, it may be that the emphasis on developing identity and professionalism
within four-year courses could militate against a more holistic view of intel-
lectual and personal development. This tension reflects the earlier comments
from some PGCE students of the need to move between different identities:
the personal, the ‘student’ and the ‘student teacher’ These students also felt
that they moved into a transitional identity towards the end of the PGCE
course — an identity that was more closely aligned to expectations of a quali-
fied teacher. Our study indicates that the complex and shifting nature of
professional identity for beginning teachers, and for those who teach them,
should not be underestimated.
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B Conclusion

In many countries, teaching has been subject to rapid change and diverse sets
of expectations in the past 20 years. This change can lead to uncertainty for
teachers and to a questioning of their professional role. In Australia, Day et
al. (2005: 567) note that

Policy changes and reformist imperatives have left many teachers feeling
confused about their professional identity, the extent to which they are
now able to use their discretionary judgement — arguably at the heart of
their sense of professionalism — and about their capacity to carry out the
responsibilities associated with their new performativity identities which
challenge traditional notions of professionalism and professional
purposes and practices.

In the face of such challenge, morale and motivation can be affected, as can
commitment to a teaching career. If teachers can be supported to develop a
robust sense of professional identity, with a recognition that their identities
may have to continue to develop with career stage and with differing con-
texts, then they may be more likely to sustain commitment and to cope with
change.

How then, might more experienced teachers be helped to (re)consider
their professional identities? We will look at this issue in detail by focusing
on the following issues: the policy pressures on teachers in the twenty-first
century; how reflective practice might be used to develop identity and
enhance professional practice; and how the school and teaching commu-
nity might develop an atmosphere of collegiality rather than of
performativity.

Note

1 In Scotland, the professional studies course is a core element in initial
teacher education. It is taken by all students on a course, and provides
knowledge and understanding of educational research, theory and class-
room practice across a range of key issues.



4 Teacher professionalism
in an era of ‘crisis’

Chapter outline

This chapter identifies some of the strands that have made up what is
known as the ‘discourse of derision’. The main aspects of this discourse are
discussed, and the roots of the ‘crisis’ in education are traced in the UK. The
purported crisis in education standards is neither new nor limited to the UK,
but it has had a significant effect on how teachers are viewed politically and
by the public.

Keywords
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B Introduction

It is agreed by many commentators on education policy and professionalism
that teachers now work within an ethos of performativity, generated and
legitimated by government policy. Since the 1980s there has been a strong
current in education policy of demanding specific forms of accountability
and of tying these to simplistic measures of rising/falling pupil achievement.
These issues are seen not just within the UK education systems, but in
Australia, the USA, New Zealand, the Netherlands and in many European
states. But where has this policy agenda come from, why does it hold such
credibility today, and what are some of its effects on teacher professionalism?
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This chapter examines the roots of the standards agenda and the promo-
tion of a discourse of underperformance and educational failure. We seek to
understand why these discourses are unhelpful, and why policy is failing to
take account of what is meaningful in educational terms. In doing this we
agree with Avis (2005: 209) that ‘the contradictions and limitations of perfor-
mativity provide the context in which new forms of professionalism can
develop’. Teachers cannot simply ignore educational policy, nor can they
choose to opt out of school cultures which emphasize performance manage-
ment and audit culture. However, given the strictures that these things
impose on individuals, how can teachers best be supported to develop pro-
fessionally so that they can gain more agency within their teaching practice
and within the school community?

B The constraints of the performance culture

In the UK, one policy document in particular has set the agenda for New
Labour thinking: the 1998 Green Paper Teachers: Meeting the Challenge of
Change. Although this policy document does not extend to Scotland in
terms of legislation, it does illustrate and underpin government thinking,
and so may indirectly affect the shape of Scottish policy to some extent
(although the policy community in Scotland is distinctive in many
respects). In it, the Labour government speaks of the ‘imperative for mod-
ernisation’ of the teaching profession (Chapter 1). This centres on an
acceptance of accountability, and a compliance to the demands of policy.
The document states (DfEE, 1998: 1:13):

[modernization] demands a new professionalism among teachers. The
time has long gone when isolated, unaccountable professionals made
curriculum and pedagogical decisions alone, without reference to the
outside world. Teachers in a modern teaching profession need:

m to have high expectations of themselves and of all pupils;

B to accept accountability;

® to take personal and collective responsibility for improving their skills
and subject knowledge;

m to seek to base decisions on evidence of what works in schools in this
country and internationally;

m to work in partnership with other staff in schools;

m to welcome the contribution that parents, business and others outside a
school can make to its success; and

m to anticipate change and promote innovation.
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The government was in no doubt that all schools ‘including those in the most
disadvantaged circumstances, can take up the challenge of raising standards.
We will recognize and provide support for schools facing economic and social
disadvantage, but this cannot be allowed to be an excuse for under-perform-
ance’ (DfEE, 1998: 1:4). And so the agenda was set: policy management not just
of the education system, but of the individual teacher’s professionalism. Of
course, this is not to say that all teachers were or are unthinkingly compliant in
accepting government policy, nor is it to deny that there are many teachers who
agree with the direction in which government policy has taken us. However,
there are concerns about the nature of government policy, its educational
rationale, and its construction of teacher professionalism that have been well
documented, but which also bear further examination.

Government policy in the UK, and in other countries, tends to rest on
uncritical and often unexamined beliefs and truisms about teaching as a pro-
fession, and about the nature of teaching and learning. The government’s
acceptance in its Green Paper that there is a holy grail of ‘what works’ in terms
of improving pupil ‘performance’ is a testament not only to its narrowly
defined outcomes for our schooling systems, but also to its belief that simplis-
tic measures can be introduced to drive up standards (for example, the
introduction in England of the ‘literacy hour’). The belief in simplistic meas-
ures, often devoid of underpinning by serious research or exhibiting
unawareness of it, has led to the introduction of rafts of education policy
directives and to the implementation of a series of measures designed to
improve children’s literacy, numeracy and overall educational performance,
without actually bearing in mind the very complex social and economic con-
texts in which children underachieve. As the Green Paper states, educational
disadvantage is now ‘no excuse’ for educational failure — not for schools, teach-
ers or pupils. The culture of blame is therefore brought into play: if schools
and teachers do not raise standards, they have failed and must accept responsi-
bility for that failure rather than pointing to mitigating circumstances.

Such policy ultimately rests on a reduced and limiting idea of teacher
professionalism and education policy. The teacher is now part of a wider
‘enterprise culture’ who works in a world of quality, service, clients, stan-
dards, performance and improvement (not just of standards and outcomes,
but of themselves) (see McWilliam, 2000). The enterprising school is now
expected to excel in examination results, national test results, specific areas
of excellence, pupil experience, parental satisfaction, public accountability
and in creating business and community links (see McWilliam, 2000: 77).
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Moreover, enterprising schools and their teachers are now involved in high
stakes: not just in trying to ensure individual pupil performance, but in con-
tributing to the performance of the economy.

In his first term as Prime Minister, Tony Blair spoke of the need for edu-
cation to support the growth of the ‘knowledge-based economy’ (Blair, 1999:
n.p.). He spoke of the need for us to gain a ‘whole new attitude to learning’ if
‘we are to succeed in the knowledge economy’ (Blair, 1999: n.p.). This stress
on the education system’s contribution to economic performance is not lim-
ited to New Labour policy: Day et al. (2005: 564) mention the pressures on
Australian teachers to ‘ensure that they contribute maximally to the economy
of the country in which they work’.

But Blair went further than this type of broad linkage. He directly linked
success in the knowledge economy to the performance management of teachers:

And critical to reform are our teachers. I appeal to them. You do a great
job in our schools. We know how important it is for you to work as a
team. But if we are to get the real step change in your pay you and we
both want, we have to link it to performance. We have to raise
standards, and we have to remove those who really cannot do the job.
(Blair, 1999: n.p.)

Of course, it is agreed that we want to have school systems in the UK that are
excellent, and that we want to have schools which give our children a strong
chance of educational success: the question is one of how we support and
encourage teachers to do this. Do we accept Tony Blair’s vision of perform-
ance management and directive policy, or do we look for other ways of
encouraging teachers to use their professional expertise to enhance pupils’
learning in a broader sense? We look more closely at this last issue in
Chapters 6 and 8. For the moment, the issue concerning professional practice
is expanded upon.

Policy and the professional teacher

The impact of recent policy initiatives in the UK and elsewhere has done
little to encourage a notion of teachers as expert professionals. Indeed, much
policy seems to uphold a stereotypical view of teachers as lacking the will to
improve and the skills to help pupils succeed. In the USA, policy initiatives
which stress teacher accountability measures have been introduced: for
example, see the ‘No Child Left Behind’ Act of 2001. US education policy, like
that in the UK, takes a punitive stance on those districts and schools which
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fail to raise standards, and subjects them to ‘corrective action’ (see Webb,
2005: 190). ‘No Child Left Behind’ speaks of ‘closing the achievement gap
between high- and low-performing children, especially the achievement gaps
between minority and nonminority students, and between disadvantaged
children and their more advantaged peers’ (USDofE, 2001: s. 1001/3). But it
speaks of this laudable goal within a clear agenda of performance manage-
ment and accountability. The Act states that it has as one aim:

holding schools, local educational agencies, and States accountable for
improving the academic achievement of all students, and identifying and
turning around low-performing schools that have failed to provide a
high-quality education to their students, while providing alternatives to
students in such schools to enable the students to receive a high-quality
education. (USDofE, 2001: s. 1001/4)

As with UK policy, this begs the question of whether or not accountability
measures are there to promote surveillance or collegiality (see Webb, 2005)
and of what forms of accountability we wish to use to improve children’s
education. It also begs the question of whether or not governments are
removing themselves from their duty to tackle the socio-economic causes of
educational failure. While schools can and do have effects on pupils’ educa-
tional achievement, wider socio-economic factors cannot be ignored.

In addition, as Bartlett (2004) notes, American teachers are not often
accorded public sympathy:

The mass media and many policy-makers, together with a general
folkloric perspective, often depict teaching as a low-demand occupation
requiring little time and posing few difficulties. The argument goes
something like this: teachers, compared to other Americans, appear to
have short work-days, free weekends and long summer holidays.
Furthermore, tenure insulates teachers from job insecurity and allows
them to keep their jobs regardless of competence, effort or investment.
(Bartlett, 2004: 566)

But this view ignores the reality: the expansion of expectations of the teacher’s
role, the lack of understanding that working time for teachers expands beyond
the seemingly short school day without additional pay for ‘overtime’, high
levels of teacher stress and burnout, and worrying numbers of teachers leav-
ing the profession within the first five years after qualification (see Kassem,
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2002; Smithers and Robinson, 2001; Stokking et al., 2003). And the countries
in which issues of stress, teacher dropout and early retirement are of most
concern tend to be those with the strongest performativity policy agendas.

B Discourses of crisis

The policy imperative upon constant educational change adds to a feeling
that education is in crisis and that underperformance is endemic. There is
some evidence from comparative analyses (Programme for International
Student Assessment — PISA; Trends in Mathematics and Science Study —
TIMSS!) that test and examination results for pupils in England and
Scotland place these countries lower on the list than they would wish to be.
However, to extrapolate a situation of crisis from these results is to exagger-
ate the situation within UK schools. Certainly, not all children meet expected
age-related standards in national tests, but this is one of the problems with
introducing national tests: some children will inevitably fail them, or do less
well than a comparative indication of what they should be able to do at a
given age. It is worrying that within the UK some pupils leave secondary
school without qualifications, and with difficulties in literacy and numeracy.
However, the reasons why this happens are often based on complex individ-
ual and familial situations, as well as on social and economic factors.

There are certainly specific difficulties and stresses for teachers and pupils
within schools, and it is of concern that a range of school effectiveness
research indicates that there are differences in outcomes between schools
serving similar communities (Reynolds et al., 2003). It is also of concern that
research into teacher effectiveness does not seem to have influenced teaching
practice to any widespread extent (Reynolds et al., 2003: 88). But the hard
evidence for a crisis in the UK education systems is limited. So why does this
discourse persist?

In part, the discourse of crisis is engineered by governments and by their
insistence on rapid changes of policy to try to promote short-term rises in
narrowly defined standards. Government and education authorities tend
now to take a ‘carrot and stick’ approach to school improvement (Scott and
Dinham, 2002) and this approach to improving quality is now widespread.
(It is evident in the UK, Australia, the USA and New Zealand, for example.)
The discourse of crisis calls attention to the role of teachers, and promotes a
culture which stresses ‘doubts’ about their ‘competence, quality and profes-
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sionalism’ (Scott and Dinham, 2002: 16). A school improvement agenda has
been set up, with little meaningful debate on what needs to be improved and
why. Within this culture, ‘calls to change education have frequently been
cloaked in the language of improving standards or quality. The unspoken
corollary of this is that opponents must be in favour of low standards, poor
quality teaching or similar’ (Scott and Dinham, 2002: 19). And, so, simplistic
battle lines are drawn: either you are with a government in its aim of averting
crisis and improving standards, or you are against it.

This emphasis on crisis in education has arisen in part from what has
been called the discourse of derision, where the teaching profession is
derided and a culture of blame is instigated. This discourse has become a
factor in shaping public attitudes to teaching, and in shaping UK govern-
ment policy to control the teaching profession and to set up an agenda where
school improvement is linked to examination performance rather than to a
holistic view of what children need from their educational experiences. How
then, did this discourse come to have such prominence?

The “discourse of derision’
The phrase ‘the discourse of derision’ was used by Stephen Ball (1990) to
describe New Right discourses relating to wider areas of activity than edu-
cation. Ball draws our attention to a number of key historical events and
players in the challenges made by the New Right from the 1970s onwards to
so-called ‘progressive’ intellectual thought, and towards the impact which
this thinking had on education in particular. Like other commentators such
as Denis Lawton (1992), he outlines the development of this New Right
current of thought from the Black Papers of the late 1960s which were crit-
ical of what has been called progressive methods in education. The media
at the time played its part in highlighting such criticism when attention
was drawn to the William Tyndale primary school in 1975. The school was
charged with using progressive methods which failed to teach children the
basics of a sound education.

In fact, the situation was much more complex. Davis (2002) highlights a
set of tensions within the school and between the school and the local
authority. The context for the tensions is summarized by Davis (2002):

m disagreements between teachers in the school over teaching methods
(widely seen as tension between the progressive and the traditional teacher)
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m local authority deference to teacher autonomy leading to the use of pro-
gressive methods at the school
m parental objections to the teaching methods used.

What was a difficult situation characterized by argument between teachers
and their managers, and with parents, and with the local authority, was
reduced in the media to a statement about the “failure’ of progressive meth-
ods within the school (see Davis, 2002: 275). Thus began one strand of a
media and public reaction against progressivism, with no clear understand-
ing or analysis of what exactly progressive teaching methods might be.

Further criticism of teachers was apparent in James Callaghan’s Ruskin
College Speech of 1976: “Towards a national debate’. In this speech Callaghan,
then Prime Minister, highlighted what he considered to be pressing educa-
tional issues for the Labour government. He stated: ‘I have been very
impressed in the schools I have visited by the enthusiasm and dedication of
the teaching profession’ (Callaghan, 1976: n.p.). However, he continued: ‘I
am concerned on my journeys to find complaints from industry that new
recruits from the schools sometimes do not have the basic tools to do the job
that is required’ (Callaghan, 1976: n.p.).

He then went on to highlight what he perceived to be a lack of science
and mathematics skills among school leavers, and commented on the num-
bers of girls who dropped science subjects at an early stage at school. He
also asked questions about what should be in the core curriculum of
schools, what form examinations should best take, and what form post-16
education should take for those ‘less-academic’ pupils (Callaghan, 1976:
n.p.). And he issued a warning:

To the critics I would say that we must carry the teaching profession with
us. They have the expertise and the professional approach. To the teachers
I would say that you must satisfy the parents and industry that what you
are doing meets their requirements and the needs of our children. For if
the public is not convinced then the profession will be laying up trouble
for itself in the future. (Callaghan, 1976: n.p.)

Britain in the modern age, with new technologies and new industries would
need a skilled workforce. Callaghan was convinced that young people at the
time lacked the necessary skills. Bartlett (2002: 529) argues that this speech
‘with its implied criticism of the work of teachers and standards in schools,
can be said to mark a change in government attitude to the autonomy of the
teaching profession’.
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Moving towards accountability

The Ruskin College speech of James Callaghan in 1976 paved the way for a
new vision of teacher accountability and this has been energetically pursued
by both Conservative and Labour governments in the UK. However, we are
wary of advocating for a ‘return to teacher autonomy’ that seemed to exist
pre-1976. Essentially this notion of teacher autonomy is both mythic and
nostalgic, and represents a deeply conservative construct of harking back to a
golden age. Thus, it may be seen as unhelpful in the current debates about
what it means to be a teacher. This retrogressive construction of teacher
autonomy is akin to a culture of laissez-faire, which might be described as
‘closing the classroom door’. In other words, teachers remain isolated from
the wider organizational and policy contexts. We have to acknowledge the
circumstances that partly led to the significant change in policy direction in
the UK in which education — like other public services — was scrutinized for
efficiency and teaching — like other professions — was made more accountable
in the public domain.

The 1960s had seen major changes in philosophy, in pedagogy, and in
the curriculum. These were perhaps most readily identifiable in the pri-
mary sector following the publication in Scotland of the Primary
Memorandum (Scottish Education Department, 1965) and the Plowden
Report (CACE, 1967) Children and their Primary Schools. Such changes
were also influential in secondary education with the development of
Standard Grade in Scotland following the publication of the Munn
(SED/CCC, 1977) and Dunning (CRATFYSES, 1977) Reports in 1977, and
the introduction of General Certificates of Secondary Education (GCSEs)
evolving from ordinary levels (O levels) and Certificate of Secondary
Education (CSE) examinations, in England in the early 1970s. This repre-
sented moves away from traditional didacticism and formal examinations
to a focus on the processes of learning. These reports also represent the
days of child-centred education, discovery learning, teacher experimenta-
tion and apparent professional freedom.

However, all was not entirely positive. The publication of the report Born
to Fail, which had been commissioned by the National Children’s Bureau,
charted the systematic failure of the school system to enable children from
disadvantaged backgrounds to achieve their potential (Wedge and Prosser,
1973). Rutter et al. (1979) demonstrated the ways in which some schools
could routinely alienate pupils from their role as learners. They also showed
that some schools seemed to be able to engage learners more positively in the
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processes of learning. Rutter et al’s study also argued that teaching and learn-
ing processes could be influenced by school ethos. School-wide influences,
particularly leadership, could impact on the range and quality of teaching
strategies used by teachers and therefore on the quality of pupil learning expe-
riences. Clearly, this era of autonomy where decisions about the curriculum
were left ‘to the profession’ meant in practice that many teachers were left
without any wider frame of reference, aside from public examination systems.

In addition to issues of autonomy, debates over the efficacy of ‘modern’
teaching methods have been going on in the UK ever since the Ruskin
speech. These debates crystallized most notably with the Conservative gov-
ernment’s call of ‘back to basics’ under (Prime Minister) John Major. In his
1993 speech to the Conservative Party, Major called for a return to traditional
teaching methods (see Wintour and Bates, 1993), again with little explana-
tion of what these are, but in the knowledge that the public would
understand: teaching of reading and writing largely based on rote learning,
written tests and teacher-led lessons. Such ‘New Right’ Conservative thinking
appropriated public fears over state education without giving strong sup-
porting evidence as to why the so-called progressive methods were being
labelled a failure. Lawton argues that one of the principal reasons for the suc-
cess of New Right educational thinking and its influence on policy
throughout the 1980s and early 1990s was the failure of the Labour Party at
that time to put forward coherent counter-policies based on an alternative
ideology (Lawton, 1992: 30). The adoption of essentially Conservative educa-
tion policies by the post-1997 Blair governments may well have been due to
this ideological vacuum.

Certainly, the discourse of derision found political voice under the
Thatcher and Major governments (1979-97). The Conservative years saw an
unprecedented level of education acts, and a strengthening of educational
direction from the centre. In particular, initial teacher education was
‘reformed’ because the conservative administration saw teachers as being
‘wedded to outmoded, left-wing, collectivist ideologies and to the principle
of individual autonomy ... Most important of all, teachers believed in “pro-
gressive” educational ideas where knowing “how to teach” was seen as more
important than being an expert in “what to teach”” (Furlong, 2005: 122).
Furlong (2005) argues that Conservative governments still saw teachers as
central to the education system, but wished to change their role by introduc-
ing a new concept of professionalism whereby teachers were now meant to
implement government policy about how and what to teach, and how and
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what aspects of the curriculum to assess. Educational reform continues
under Tony Blair’s direction: as Ball comments, in the early twenty-first cen-
tury, the ‘scope and complexity of the [education] reform agenda is
breath-taking’ (Ball, 2003: 217).

B ‘Derision’ in the modern era

Two of the more interesting features of the ‘discourse of derision’ are its
longevity and its scope. From the nursery sector to university, the assump-
tion is that teachers should be doing better, and mistrust of educational
academics is also apparent, particularly their role in initial teacher educa-
tion. Chris Woodhead (2002), for example, is very clear that the correct
location for the training of teachers is the school, rather than the university:
‘The best way to train the teachers of tomorrow is alongside the best teach-
ers of today’ (2002: 176). Common sense, is it not? And appealingly simple.
As Furlong notes (2005: 128): ‘One of the things that has been “flattened” is
the complexity involved in professional education: the current, school-based
system is now accepted as largely unproblematic.

Woodhead’s solutions to a range of apparent failures in the education
system are clear, and carry with them the weight of his former experience as
England’s Chief Inspector of Schools. He sets out the problems of state
schools as he sees them: falling standards, failing schools, disengagement of
learners, the lack of opportunity for young people from areas of deprivation.
Woodhead’s solutions are based around the application of clearly defined
educational standards and a clearly defined curriculum, basic approaches to
assessment and testing using the results to compare school performance, cre-
ation of a market, vouchers and the involvement of the private sector. From a
common-sense point of view, it all makes perfect sense.

The problem is, of course, that the difficulties which face our education
systems today are not as clear or as simple as Woodhead would have us
believe. We are told that standards of academic achievement are falling, that
young people cannot perform straightforward tasks which their predecessors
could, and that they lack knowledge and understanding of a range of subjects.
Against that, we have evidence of increasing numbers of examination passes
at all levels in both England and Scotland: in England the rise has been fairly
dramatic, in Scotland less so. So what then, are we to believe? Can we simply
attribute the examination results phenomenon to grade inflation? Or is it evi-
dence of a genuine rise in standards? And if this is the case, then how do we
explain the perceptions of skills and knowledge deficits in our young people?
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The situation is a complex one, with many different layers of meaning and
possible explanations for observed phenomena. This complexity is recognized
by Tooley (2000) who arrives at conclusions which share some common
ground with those of Woodhead, but who conducts a more thorough discus-
sion of the issues and debates, and draws on global perspectives in doing so.

Perhaps the real role of the ‘discourse of derision’ has been to entrench
the view that the only way to address the “failings’ of educational provision is
to adopt ‘common-sense’ solutions based on performative measures. The
best agency to achieve this is now seen as the government, not the teachers
themselves. Beginning with the Thatcher governments in the 1980s, through
the Major and Blair eras, the government has promoted the view that it is
best placed to deal with educational problems since it has a strategic role and
therefore is best placed to form the policy initiatives which will put matters
right. The result of this thinking is that England now has ‘one of the most
highly politicised and rigidly controlled education systems in the Western
World’ (Grainger et al., 2004: 243).

But we have had initiatives and policies to address perceived educational
problems for the best part of a quarter of a century, if not longer, and still the
rhetoric of deficit continues. For instance, in Scotland, we now have the
‘Schools of Ambition’ initiative (Scottish Executive, 2005) which is beginning
in 20 selected schools. These schools will have freedom from an externally
defined curriculum and so will be able to develop specialist areas. In addi-
tion, they will receive enhanced funding to develop strong links to their local
communities. They must be dedicated to transformational change, and if
they do not demonstrate success in raising standards their status will be reap-
praised. It remains to be seen whether this in itself is the design and
implementation of a peculiarly Scottish take on the specialist schools policy
which has been a major element in New Labour educational reform in
England, or whether it is a genuine attempt to move away from top-down
curricular planning to allow schools to develop learning in response to the
needs of their local communities. It also remains to be seen whether the real-
ity of the initiative will match the rhetoric.

B Conclusion

Since the 1970s there has been a sustained ‘discourse of derision” which has
questioned teachers’ professionalism and has accepted, with little measured
evidence or debate, that state schools are failing in a number of ways. Hard



Teacher professionalism in an era of ‘crisis’ m 63

evidence for this failure is limited, indeed national examination results
improve year on year. However, the discourse of derision has led to a lack of
trust among many: a lack of trust in the state system and a lack of trust in
teachers to educate all children to the best of each child’s abilities.
Government policy now trusts the power of outcomes: systems of educa-
tional testing and accountability are put in place to attempt to force
improved standards. The government is no longer fully accountable for the
economic and social difficulties faced by many families and their children:
teachers must raise educational standards despite the complex legacies of
social deprivation. It is easier to mistrust the individual teacher than to mis-
trust the new system of accountability.

Of course, we should take care not to argue that all in the education
garden is rosy, or that there was a halcyon era of teacher autonomy where all
children learned and no teacher lacked ability or commitment. The William
Tyndale saga highlights the difficulties that can arise when teacher autonomy
has no supporting policy or management context. And, without doubt, gov-
ernment and industry still point to areas of skills gap which schools and
young people need to try to remedy, while many schools struggle to best edu-
cate young people with additional needs within a policy of inclusion.

If there is now a perception in government policy and elsewhere that we
cannot waste the potential of any child, and that we must maximize the
potential of all if we are to survive in a knowledge economy, then the govern-
ment must support teachers in their efforts to promote effective teaching and
learning in schools. The government has chosen to follow a narrow concep-
tion of effective teaching, and to set standards and centralize control of the
teaching profession. Having done this, where can such a managerialist
approach go in the future, except to increase the policy detail and further
centralize control? However, the government could choose a different
approach which might encourage teachers and schools towards professional
agency, creativity and decision-making, in order to allow the potential of
teachers to encourage more effective learning.

It is fair to argue that the discourse of derision has not led to much prof-
itable debate, in politics or in public, about how teachers and schools should
best be supported to provide a quality education for children. Standards
must rise, and teachers must continually educate themselves to improve
throughout their careers. In a sense, teachers are being asked to evaluate
themselves continually, and possibly to keep recasting their professional
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identities. The effects of this career-long improvement will be looked at next:
what are the repercussions of lifelong reflective learning for teachers, and
what models of learning might be most applicable to giving teachers support
to continue to learn, rather than simply being seen to ‘improve’?

Note

1 The Organisation for Economic Co-operation and Development
(OECD) Programme for International Assessment (OECD, 2003): con-
ducted in three-year cycles. The focus is on the academic performace of
15-year-olds across 40 countries, specifically in the areas of literacy,
numeracy and scientific literacy. The Trends in International
Mathematics and Science Study provides data which compares the per-
formace of school students in the USA with students from other
countries.
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Chapter outline

This chapter challenges the notion that professional reflection is necessarily
beneficial to practice. While it argues for its usefulness as a learning tool, it
cautions that more sophisticated models of reflective practice need to be
used to promote practice change. It looks at the development of one such
model within the Scottish Qualification for Headship, and argues that the
culture of reflective practice tends to place the onus for change on the indi-
vidual practitioner, rather than on looking at the political, policy and
institutional contexts within which change needs to take place.
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B Introduction

Reflective practice is now seen as one of the key ways for teachers to develop
understanding of their work at all stages of their career. Given the current
tendency to question levels of teacher professionalism, and the tendency for
policy and standards to stress performativity, models of reflective practice
can offer teachers an opportunity to develop their professional identities and
teaching practices within what can be a challenging working environment.
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Use of reflective practice is now so widespread across a range of profes-
sions that it has almost become clichéd. Yet it has the potential to be a
powerful support for professional learning and development. However, not
all models of reflective practice are equally valuable, or equally sophisticated,
and reflective practice has tended to become subsumed into performance
measures, particularly where it is linked to salary enhancement via CPD. Of
course, care must be taken not to stereotype the role of the teacher as being
either a critical reflective practitioner or a straightforward policy deliverer.
The reality is more complex than that, and teachers’ roles will most likely fall
between these two paradigms. Teachers cannot choose simply to ignore gov-
ernment and local authority policy but, in asserting a claim to professional
status, they must deliver this policy in a way that best enhances children’s
opportunities for learning.

This chapter explores some of the issues involved in using reflection to
enhance professional practice, but it also looks at some of the difficulties sur-
rounding the concept of reflection, and asks whether or not we need to look
at professional development in a wider context rather than focusing mainly
on the individual teacher.

B What is reflective practice?

It is intended that using critical reflection will allow teachers to identify what
they do well and what they need to do to improve in their practice. Using
reflective practice is now widespread among many professional groups, both
at the initial training stage and during CPD. It is especially prevalent in
teaching and nursing where it is believed that modern professionals must
think consciously about their practice to move them towards deeper levels of
awareness not just about what they do but about why they do it. As Burrows
writes: ‘If professional practice is about change, development and meaningful
conscious action, the art of reflection becomes a pre-requisite’ (Burrows, in
Maich et al., 2000: 309).

Open-minded and flexible approaches

Reflecting on practice is therefore meant to enable practitioners to be more
open-minded and adopt more flexible approaches to their work, so that
they are better able to cope with modern working practices which are often
characterized by the need to respond to, and initiate, change. It has therefore
become popular in those professions where change has become a consistent
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feature and where it is often imposed: teaching, social work, nursing and
general medical practice. With respect to the training of doctors, Mamede
and Schmidt state that the ‘changing context of health care delivery and the
growth of the medical knowledge base are placing high demands on the
doctor’s expertise. Indeed, clinical practice has become increasingly charac-
terized by change, ambiguity and complexity’ (Mamede and Schmidt, 2004:
1302). In any profession that is prey to ambiguity reflective practice is now
seen as a means to enable professionals to cope with and respond to
imposed change which may leave them struggling to find a definitive pur-
pose for their professional role.

Underlying beliefs and assumptions

In addition, reflective practice is meant to promote analysis of underlying
beliefs and assumptions that practitioners might hold without having a full
appreciation of why they hold them and what alternative beliefs might have
equal credence. Particularly in teaching, our own educational experiences
‘create deeply ingrained attitudes and beliefs’ that form the personal philoso-
phy which underlies our professional practice (Griffin, 2003: 207). This
philosophy can exert a powerful influence to the point that it may override
what is presented to us during our professional education (see Griffin, 2003:
208). For example, with beginning teachers (and with some who are more
experienced) a common notion is that theory and professional studies tend
to be less relevant to them than learning that takes place in schools. The
dominant notion is often that

field experiences — no matter how they are designed — are the best way to
acquire professional knowledge and competence as a teacher. This notion
can be observed in student teachers’ negative attitude towards theory ...
and their uncritical way of evaluating any kind of field experience as
simply the best learning context in teacher education. (Hascher et al.,
2004: 626)

Using reflective practice with students may therefore enable them to see a
value to their academic studies that they had not seen before because it chal-
lenges them to look consciously at what they take for granted in terms of
their underlying attitudes.
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Empowerment

At its strongest, the reflective practice movement asks us to go beyond the
individual level to critique institutional and government policy and prac-
tices. And for writers like Sachs, the goal of reflective practice is not just to
change the individual but to empower them to move towards activism and a
‘questioning of the status quo’ (Larrivee, 2000: 296). It may be that reflective
practice has become popular precisely because its focus is on individual
change while giving opportunities to critique existing institutional and man-
agement practices. Many professionals feel disempowered by managerialism
and reflective practice seems to give us a way of focusing on ourselves: if we
do not have the power to change the system at least we can critique it, and at
least we can try to change our own practices in ways that might resist the
worst excesses of the managerialist style. As we shall see, this emphasis on
changing the self has both positive and negative repercussions.

Reflective practice: the search for a definitive model

It is easier to say what reflective practice is meant to do than to say what it is.
Many models exist, and there is confusion over how to define reflective prac-
tice conceptually. Courses and texts that advocate reflective practice suggest a
variety of methods: narrative storytelling that allows the practitioner to
interrogate their versions of events; reflective journals; critical incident tech-
nique; reflective group discussions; problem-based learning and so on.
McLaughlin (1999: 10) mentions the lack of a coherent philosophy or prac-
tice and the fact that reflective practice rests on such a variety of models that
it is difficult to say definitively what it actually is. Models of reflective prac-
tice do tend to stress, following Schon and Argyris, the concept of reflection
in and on action, and of reflection leading to practice change.

However, it is difficult to give a definitive model of reflective practice.
Certainly, those models which advocate reflection can help us to make
implicit knowledge about our practice more conscious. They can also help us
to examine our unexamined beliefs and attitudes and to understand the
impact they have on our practice (see Thurlow Long and Stuart, 2004).
However there are doubts about the levels of reflection reached by profes-
sionals, especially those who are beginning their professional education.
Many find difficulty in moving from descriptions of practice to analysis, par-
ticularly with a view to placing their experiences within broader contexts and
issues for practice (see Admiraal and Wubbels, 2005).
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Gould and Masters (2004: 54) highlight the widespread enthusiasm for
reflection but note also the criticism that ‘centres on the lack of a common
definition, its unproven benefits and the absence of a universally acceptable
structure for its implementation’ It may be that seeking a definitive model is
not strictly necessary. What may be required is for professionals to work with
a model that can be used across a range of disciplines, a model of reflection
which recognizes the need for change not only at individual level but within
wider institutional and policy contexts. We return to this issue later in the
chapter when the Scottish Qualification for Headship is discussed.

Certainly, those models of reflection which are most beneficial tend to be
those that are based on encouraging practitioners to critique their practice
and the assumptions and values that underlie it (see Day, 2000). It is impor-
tant, too, that reflection focuses on ‘personal, social, institutional and broad
policy contexts in which practice takes place, and the implications of these
for the improvement of that practice’ (Day, 2000: 123). In addition, reflection
does allow one means for professionals to ‘grapple with and understand the
complexities of practice and the uncertainty and confusion that they pro-
voke. Rather than looking to external sources for answers individual
practitioners are enjoined to look within themselves through a process of
reflection’ (Taylor, 2003: 245). However, this very stress on individual solu-
tions to complex issues can mean that the onus for change rests less on the
institution in which the professional works, and more on each professional
her/himself.

Despite the lack of a definite model, there is evidence to suggest that
practitioners do feel that reflection is beneficial to them. It is worth looking
at research evidence here to try to ascertain in what ways reflection can help
professionals to consider their practice.

B Reflection and learning

Certainly, many professionals do find it difficult to reflect at a critical level.
This is especially the case with beginning teachers and with those who are
newly qualified. However, as Harrison et al. (2005) note, with support,
critical reflection can be achieved and can be helpful in developing practice
and can encourage newly qualified teachers towards a sense of agency. It can
also help to make explicit tacit knowledge (Sparrow et al., 2005) and can
encourage practitioners to link their existing knowledge to research and
theory in their field.
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In addition, reflection can help practitioners to see themselves as able to
make decisions over their work in terms of defining their own practice (see
Pedro, 2005: 50). It is also helpful at the stage of initial teacher education in
terms of trying to help students to see teaching as being a complex and
dynamic activity rather than as a behaviourist enterprise (Pedro, 2005: 51).
Of course, this is not as straightforward as it sounds, because each profes-
sional needs to develop her or his own understanding of what reflective
practice means for them, and the lack of definitive models does not help her
or him in this task. Having said this, student teachers can be helped to
become more reflective and critical given appropriate levels of support (see
Pedro, 2005).

Individual understanding and beyond
Seeing teaching in a broader, less reductivist sense, is important, as is gaining
understanding of the elements of the work that rely on artistry and emotion.
Reflection can help us to see that we bring a range of personal as well as pro-
fessional skills to our work. Johansson and Kroksmark (2004: 358) mention
the benefits of reflection in helping us to recognize and develop ‘intuitive ped-
agogical action’ which might otherwise go unnoticed or be downplayed.
There seems to be a wealth of tacit pedagogic knowledge that teachers simply
enact without thinking, and yet this knowledge and these intuitive actions can
often constitute successful teaching (see Johansson and Kroksmark, 2004).

Reflection can also enable professionals to go beyond their own individual
perspectives to see how their work has an impact on others. It should encour-
age practitioners to challenge their own assumptions about the client group
they work with, and to begin to develop new insights into the purposes of
their practice not just for themselves but for their clients (see DeMulder and
Rigsby, 2003). It can also encourage a sense of expertise and of valuing our
own professional ability in a policy culture that may lead to feelings of demor-
alization. In other words, it can lead to a stronger sense of our professional self
(DeMulder and Rigsby, 2003: 278). This may lead to a stronger sense of self-
efficacy and a more robust ability to cope with change and with difficult
working situations. In addition, reflection may allow us to examine difficult
and challenging situations and discuss these with others to form new under-
standings of where the challenge lies, and how we could approach similar
situations in more effective ways. This is particularly the case where the situa-
tion arises from particular moral or ethical considerations.

Giving students, at whatever level, the opportunity to reflect with others
on their courses offers them the potential to form supportive relationships, to
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talk about and to reflect on issues that arise within their practice (see Gould
and Masters, 2004 ). This is where the use of what Gould and Masters (2004)
call “facilitated reflective groups’ can be helpful. In advocating these, they rec-
ognize that students need support in order to make these groups successful.
Gould and Masters (2004: 57) note a tendency in the early stages of their work
with mental health nursing students for the group discussions to lose focus,
and to fail to make best use of opportunities for reflection. Most notably, in
the early discussions deeper levels of reflection were not achieved (Gould and
Masters, 2004: 58). It was here that the role of the tutor as facilitator was
important in moving students towards more sophisticated reflective practice.
Gould and Masters (2004: 59) state that students did become more critically
aware during their course, and did try to put elements of their learning into
practice. So, in encouraging students to become critically reflective it must be
remembered that critical reflection is a skill that needs to be learned, and
needs the support of tutors to facilitate reflective opportunities.

There are, then, potential benefits to the use of reflective practice. But
in advocating its use we should take care not to adopt a simplistic model of
reflection and we should be aware of some of the difficulties associated
with its use. In particular we should look at what exactly we are asking
practitioners to reflect on and change. In asking them to change their prac-
tice we may be asking them to change their understandings of how they
practice and of what they regard as their professional role. Ultimately we
may be asking individuals to alter their identities and we may be placing
too much emphasis on individual change without looking carefully enough
at the contexts within which they work. These issues are explored more
tully in the following sections.

B Reflection: changing our practice or changing
ourselves?

In debating this issue, it is important not to become polarized (see Heath,
1998). Professional education cannot rest upon one model of practice: it is as
unhelpful to claim that reflection should be the overriding basis of profes-
sional development as it is to place complete faith in research findings to
help us to improve our practice. Professional development needs to be based
on a more holistic understanding of what constitutes relevant professional
knowledge. Heath (1998: 291) argues that what is required is ‘a realistic posi-
tion and use that will enable successful implementation and the full potential
of reflection to be reached in diverse practice settings and contexts’
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Undoubtedly, reflecting on our practice can lead us towards a fuller
understanding of our professional role and how we fulfil this. But concerns
have been raised, most notably in nursing studies, about whether reflection is
being used to change practice or to change our professional identity towards
a specific model of the ‘good’ practitioner (however this is conceived).
Reflection is ‘extolled as being good for nursing and nurses’ (Cotton, 2001:
512), just as it is seen as being empowering for teachers. For many profes-
sionals this constitutes an underlying assumption to their initial education
and their continuing professional development: you will be a better nurse,
teacher, doctor or social worker if you reflect on your practice. But to what
extent in current policy is the ‘good’ practitioner one who follows policy
rather than challenges it? Again, there is polarization evident: the ‘good’ prac-
titioner is a more complex being than either the policy compliant or the
‘activist professional’ models suggest.

Reflection may well lead to better practice but, as McLaughlin (1999: 11)
asks, is a ‘reflective teacher ipso facto a good teacher? How, for example, is a
weak reflective teacher different from a strong unreflective teacher?” He makes
two further points that are important. First, it is not straightforward to define
‘what counts’ as good professional practice (McLaughlin, 1999: 17). Secondly
he notes that ‘[f]lawed reflections, (of whatever kind) can inhibit good prac-
tice’ (McLaughlin, 1999: 18). Even when carried out diligently and critically,
reflection can become an end in itself and so need not affect practice at all.
Any claims that reflection leads to improved practice must be examined in
terms of whether practitioners can demonstrate lasting positive change for
themselves and their clients, and this type of evidence is difficult to find.

Pressure to reflect or willingness to develop?

Reflective practice has now become so much a mainstay of professional edu-
cation that a culture has been set up where ‘not to reflect on ... practice, or to
refuse to participate in reflective strategies ... may be seen as unacceptable,
unprofessional and unnatural alternatives’ (Cotton, 2001: 514). To question
reflective practice could lead to being labelled unprofessional, or to be seen as
not caring about improving professional practice. Newell (1992: 1326) com-
ments that reflective practice is ‘regarded by many authors as of particular
importance to continuing professional excellence’. Once again, this is an
assumption rather than a demonstrable outcome, but it has become an
almost unquestioned element in professional education: the root to excel-
lence is through reflection.
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Certainly there is evidence that practitioners believe that reflection helps
them to improve practice. Burnard’s study of nurse educators points to their
beliefs about the benefits of reflection (see Burnard, 1995: 1171):

improved confidence
increased thoughtfulness

[
[
m improved possibility of getting practice ‘right’
m realizing that there is ‘no right answer’

[

taking a more systematic approach to practice.

However, since these beliefs are all based upon practitioners’ perceptions of
improvements, it is difficult to ascertain whether or not objective improve-
ment took place. Moreover, Greenwood (1993: 1183) considers the
discrepancies that can arise between what practitioners believe is good prac-
tice and what they actually do. Knowledge of ‘good’ practice may arise
through reflection, but within stressful working environments we may not
always act in accordance with our beliefs about best professional practice.

This leads into the question of the extent to which we can stand back
from our practice and assess it unemotionally, rationally and objectively? In
one sense, it is positive that practitioners can form their own meanings of
what it is to be a nurse or a teacher. But, in another sense, it can lead to a
view of practice which is based on ‘common-sense’ understandings of profes-
sional practice, where theory and research are seen as less valid and less
practical than professionals’ own view of their work. Of course, reflective
exercises should ask professionals to reflect not just on their own experi-
ences, but to underpin those reflections with reading and research. However,
in looking at the reflective writing of beginning and experienced profession-
als, the writing is too often characterized by ‘merely thinking about what
youre doing’ rather than by critique and evaluation that leads to improved
practice and service to clients (Burnard, 1995: 1169).

Valid reflection or just another story?

These issues also lead to the question of how meaningful our reflections are
especially when they are based on our memory of events, sometimes events
that are far removed in time? Newell writes that the

nature of memory is such that forgetting information takes place all the
time ... However, much forgetting is often subject to considerable
individual bias. Equally, attention at the time of acquisition is selective ...
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The issues of bias in forgetting and selection at acquisition suggest that
accurate reflection may be either impossible or so fundamentally flawed as
to be of little value. (Newell, 1992: 1327)

We tend not to remember accurately or fully, nor do we take in the full extent
of events at the time, especially where these professional events are stressful
(see Newell, 1992: 1327). If we cannot reflect objectively, and we remember
events selectively, what value is there to reflection — are we not simply con-
structing one story of our practice to replace one that already exists? And if
we are, does this matter? It may be the case that the difficulties Newell associ-
ates with memory are only partially problematic, in that reflection may help
us to try to uncover how we remember things and what alternative perspec-
tives we might take when analysing our practice. However, it is also the case
that, in advocating the use of story writing and analysis, we guard against
what Taylor (2003: 249) calls ‘romantic realism’ in which practitioners’ reflec-
tive stories move away from the ‘naive realism’ that the events they describe
have objective truth, but instead ‘take on a therapeutic or emancipatory
aspect’ (Taylor, 2003: 249).

It may be that reflective practice places too much confidence in the
‘power of language’ (Atkinson, 2004: 379) to effect change. Atkinson (2004:
380) writes that reflective practice assumes that any professional is ‘a self-
conscious, reflective and hardworking individual whose practice is
consciously planned and initiated’, which we may well be. But Atkinson ques-
tions the role of emotion and subjectivity in how we understand our
professional roles, and questions the extent to which reflective practice can
give us an adequate platform for exploring our subjective understandings of
what we do.

While Atkinson’s point is valid, what are the repercussions of asking us to
question our emotional and subjective constructs? It may be that in asking us
to interrogate our professional values, assumptions and beliefs, reflective
practice actually risks undermining our core identity as professionals. At
what point can we trust our professional identity and the values and beliefs it
rests upon? At what stage in our professional development can we stop inter-
rogating and reinventing our professional selves? We are meant to become
empowered, but this implies a shift of power from the institutions and policy
towards the individual practitioner (see Gilbert, 1995).

In reality, the strictures placed on professionals by managerialism and by
government and institutional policy can make empowerment a tenuous
notion. It is also an ambiguous notion: even as authors write of the reflective
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practitioner or the activist professional, the reality for many is that they
develop any autonomy and agency they have within professional cultures
that are often based on performance management. The concept of the
activist professional takes the notion of the reflective practitioner to new
moral heights: not only must the professional reflect, but act to change sys-
tems. It is questionable whether this is a helpful premise.

Does reflection empower?

There are, then, issues about whether or not deep reflection on our profes-
sional practice and identity constitute a reinventing of the professional self
that actually empowers or disempowers. Gilbert (1995) sees empowerment
as resting on the question of where power actually lies, and mentions the
work of Foucault in looking at disciplinary power (see Gilbert, 1995: 867).
For Foucault, power can be both a positive and a negative force: it can be
used to dominate and control, or it can act as a potential for agency.
Important to this last sense is a critical attitude, or ‘the art of not being gov-
erned or of not being governed like this and at this price’ (Foucault, in
Barratt, 2004: 195). Here lies the potential strength of reflection, not as it is
often presented in a naive sense of discussing individual practice, but seen as
a critical endeavour that takes account of the individual’s place in their pro-
fessional context. For teachers, reflective practice undoubtedly has the
potential to enable them to understand the richness and complexity of class-
room and school life, and to develop a sense of agency and ownership of
their work.

However, it is important to distinguish reflection that is enabling, com-
plex and difficult, from that which has been simplified and used as a tool of
managerialism, in particular where it has become a normative expectation of
those working towards promotion or undertaking initial education.
Reflective practice should not be a further stage in our induction into the
normative expectations of what a teacher is or should be. Nor should it be
about creating a specific professional type. The danger of this conceptualiza-
tion of reflective practice is that it can become what Foucault might describe
as a technology of the self, where it is used to ‘define the individual and con-
trol their conduct’ (Besley, 2005a: 313). There is a danger within the culture
of reflective practice that professional identity becomes something to be con-
tinually worked on, ‘transformed and improved’ as Foucault puts it (1977:
136). Of course, we should not make the mistake of denying the individual
agency we have to shape our own professionalism, but it can be difficult to
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resist and to fully recognize norms of professional practice, especially when
building our professional identity and practice at an early stage.

It is also important to recognize forms of reflective practice which
become confessional and which focus too much on individual change, rather
than on individual development within a professional context. One of the
concerns with the dominance of the reflective practice culture is the potential
for reflection to be confused with confession (see Gilbert, 2001). As Besley
notes (2005b: 369), we live in a ‘confessional age’ where we should ask,
‘[w]hat is the effect on us of confessing our selves either publicly or pri-
vately?’ This last question is relevant to any professional who is expected to
engage in reflective practice. We should take care in seeking to understand
our professional practice, and as teacher educators in asking others to criti-
cally reflect, that we do not become focused on an ‘obligation to endlessly
reinvent’ ourselves as professionals (McNay, 1996: 146).

We have no doubt about the potential of reflective practice, when well
used, and when well designed, to allow professionals to renew their ideas
about practice and refresh their enthusiasm for their work. Critical reflec-
tion can provide us with a powerful learning tool, but it needs to be
constructed in a way that recognizes the students’ cognitive development,
the social dynamics of the workplace, development of professional identity
and the multiple factors involved in the specific contexts that professionals
find themselves in. The next section looks at an example of the complexities
and benefits of reflective practice when used in the professional develop-
ment of head teachers.

B The social dynamics of reflective learning

All aspiring head teachers in Scotland now have to undertake the Scottish
Qualification for Headship (see Reeves et al., 2005). It is a two-year course of
professional development that has at its heart a model of reflective practice
that tries to recognize the complexities of meaningful workplace learning
and the usefulness of reflection as a focus for learning. It tries to bridge three
key theoretical models of CPD:

1 that which focuses on knowledge and skills within the attainment of com-
petences

2 that which sees learning as constructivist with meaning being made by
individuals in the context of the institutions they work in (see Reeves et
al., 2005: 254)
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3 following Lave and Wenger, that which sees professional learning as
taking place within the social practices of the workplace (see Reeves et
al., 2005: 255).

To this end, participants in the programme undertake taught elements, but
there is a strong emphasis on collaborative working and discussion, on
reflection, on workplace learning and on understanding that changing indi-
vidual practice has repercussions beyond the individual practitioner (see
Reeves et al., 2001). But the SQH model recognizes that, in and of them-
selves, each of these three models has its own difficulties. It therefore tries to
take elements of each and redevelop them within a new framework for pro-
fessional development that can take account of situational factors,
micro-political issues in the workplace, collegiality and the need for CPD to
engage the learner to work towards not just behavioural but conceptual
change (see Reeves et al., 2005). Ultimately it aims at ‘supported action’
within the workplace where professional knowledge is acquired, developed
and used (Reeves et al., 2003: 7).

Importantly, Reeves et al. (2005) note the impact of change on profes-
sional identity and emotion. They write that

Changing practice is situated in interaction between the individual and
others in the context of the work setting and appears to be characterized
by contestation. It is not a purely rational process. The conceptual
development of SQH candidates encompassed their professional persona
and their relationship to others, it was not simply a matter of developing
ideas or acquiring knowledge from self and emotion. The whole person
was engaged since at stake was maintaining a respectable professional
identity ... (Reeves et al., 2005: 269)

This idea of engaging the whole person is a powerful one, but not without
challenge for the individual professional and for the teacher educator,
because it uncovers not just the micro-politics of the workplace but the
micro-politics and power relations of the learning environment in which
the CPD takes place. It also takes on board the recognition that it can be dif-
ficult for practitioners to change their practice because institutional
practices militate against the transfer of new understandings of practice into
reality (see Sparrow et al., 2005).
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Leadership

Day’s research (2000) with school principals in England, also illustrates the
need for effective leadership to be based on reflective practice to some extent. It
highlights the fact that these principals engaged in reflection that critiqued
their practice and that ‘reflection was integral to their success’ (Day, 2000: 124).
Essential to their efficacy as managers were also a set of core values which pro-
moted not just their own agency but the agency of their staff: fairness, equity
and equality of opportunity (Day, 2000: 124). Importantly, in trying to imple-
ment these values in the face of the strictures of government policy and the
challenges of raising standards, reflection was seen as being crucial to coping
with difficulties and complexities of school leadership (Day, 2000: 124).

Power

Reflection can therefore be an important means of identifying core leadership
values. Centring CPD for teachers and potential school managers on reflec-
tion therefore gives opportunities to think about these issues. But basing CPD
on reflective practice also raises questions of power, in particular, concerning
the relationship between the professional and the CPD provider/tutor. How
do we encourage participants to reflect and engage in change to professional
practice within a relationship of equal power (something that can be difficult
within the role of CPD provider)? To what extent should the provider be a
mentor, a supporter or a ‘critical friend’ in encouraging critical reflection, par-
ticularly when the provider is in the dual role of teacher and assessor? And,
when encouraging critical reflection, to what extent does the provider of CPD
encourage the student towards professional agency in an ethical manner?

As McNay highlights (1996: 159) issues of power link into moral and ethi-
cal concerns: ‘To decide whether an individual is being manipulated rather
than persuaded involves issues of responsibility and moral considerations
about the extent to which it is legitimate to limit or impair the choices of
others. Those who encourage professionals to engage in meaningful reflection
have a responsibility to develop an understanding in the practitioner that
individual reflection should not lead to change which might limit or impair
the choices of others with whom the professional is involved. It is important
to recognize the perspectives of those we work with when we reflect, and to
try to listen to what they say and what they want as we strive to become better
practitioners. It is important to ask ourselves as we reflect or as we encourage
reflection in others, do we listen, or do we overpower the perspectives of those
we work with and work for? (See Miehls and Moffat, 2000.)
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The development of the Scottish Qualification for Headship, and the
work of Day with school leaders, serve as a reminder that reflective practice
can enable participants to renew their conceptual understanding of their
professional roles at what can be a challenging time: the move into, or the
further development of, a leadership role. It also serves to show the multiple
levels involved in changing practice. The work of Reeves et al. (2005: 270)

raises doubts about the whole idea that ‘changing’ individuals is an
adequate basis for seeking to change practice. It shows that there is a
complex dynamic involved where one individual cannot change what she
does without the acquiescence, compliance and participation of others ...
Concentrating on developing practitioner competence as solely an
individual characteristic needs to be challenged ...

Changing the individual is not enough: if we are to improve learning for
pupils in our schools then we must focus on change at school level, and this
is a complex process. Any process of individual reflection, change and devel-
opment needs to take account of the cultural factors at work in institutions
such as schools and hospitals, and to take account of how the individual’s
professional identity meshes with that culture or otherwise (see Reeves et al.,
2003: 20).

B Conclusion

It is important, then, to look at wider contexts for professional development:
how to implement policy but retain ownership of teaching work; how to
improve individual practice within the school as an organization; how to
ensure that reflection leads to sustained efforts to improve learning for all
pupils. It may be that to focus on individual teacher development is to miss
the opportunity to think about what the school can do to further pupil
learning and to encourage the professional development of its teachers.

In the next chapter we focus on this issue: teachers do not work in isola-
tion, and if they are to develop professionally they need to have support
within their schools to do so. And in looking at how children’s learning expe-
riences can be improved, the school policy and forms of management need to
be the focus as much as what teachers do in their classrooms. It may be that
current policy initiatives that stress instrumental approaches to learning as a
means to raise standards miss the point of the school as a learning organiza-
tion and so place too much emphasis on individual teacher change rather
than on how teaching takes place within the social dynamics of schools.



6 Teacher professional
identity: the
organizational context

Chapter outline

The focus of this chapter is on professionalism and identity within an organi-
zational context. Here we examine the role and responsibilities of the
teacher within the whole school: what is expected of teachers and where
tensions might lie between teachers exercising their professional judgement
and the demands of organizational policies and procedures. We begin by
looking at the issue of professionalism and the organization, and then con-
sider the implications of this discussion for the position of teachers. Of
critical importance here is the changing context of the school and evolving
ideas of ‘distributed leadership’ and ‘professional learning communities’ in
which teachers work alongside other professionals and para-professionals to
support the learning of pupils. We consider the impact of these trends for
the identity and development of teachers.

Keywords
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B Professionalism and the organization

In the previous chapter we considered some of the tensions between govern-
ment policy and classroom realities. This points to the need to understand
teacher professionalism and identity as something that is shaped by, and
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operates within, different pressures and contexts. In this chapter, the organi-
zational context is defined as the specific institution in which a teacher is
employed. However, the school does not stand in isolation. We also need to
be aware of the influences exerted by the wider local and national systems on
the school’s policies and programmes and, so, on the practice of teachers.

Ideas about professionalism have very much rested on the construct of
the individual basing her/his professional judgement and behaviour on cer-
tain ethical considerations. The individual professional here is accountable to
the client for the actions which are taken and will be guided by the code of
conduct of their appropriate professional regulatory body. From the previous
discussion it is clear that this focus on the practice and accountability of the
individual is an important dynamic. However, we must acknowledge that
most professionals today practise within an organizational context; whether
this be a business or commercial institution or a public sector service such as
health or education. Thus, we need to consider the impact of this organiza-
tional context on the exercise of professionalism. On the one hand, there is a
view that the organizational context reduces individual professional agency
with regard to the ability to make decisions. This is particularly the case in an
era where institutional policies are based on ideas of performance. On the
other hand, there are substantial benefits from conceiving of the teacher as
someone who works collectively with other professionals to achieve the task
of educating children and young people.

Much of what has been written about teachers’ professionalism has been
within a construction of the school characterized by its roles and structures.
However, organizations are not simply about roles, systems and structures,
accountability and policy implementation. More recent discussions about
schools have emphasized the social dimensions of organizations — what
Sergiovanni (1999: 17), borrowing from Habermas (1987), calls the ‘life-
worlds’ in contrast to the ‘systemsworlds’ or organizational structures.

Increasingly when we consider the issues of professional identity and
development we are having to consider the importance of community, social
processes of change, the development of professional discourses and the pro-
duction of professional knowledge; and the organization provides a very
powerful site of learning for professionals. Organizations are about interac-
tion and relationships through which the purpose of the organization must
be achieved. This social dimension of organizational life is critical in the
exercise of professionalism and the definition of what it means to be a
teacher. In this chapter we will explore how evolving organizational context
of the school is impacting on teacher identity and development.
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B The organizational context

If we are to pose the question of whether teachers can forge new professional
identities that can help them to capture or recapture ownership of their pro-
fession, we need to consider this against the organizational context. First,
though, we need to explore further what is meant by ‘organizational contexts’
(Figure 6.1). In education, the organizational context for teachers is dynamic,
complex and multilayered. When we talk of the organizational context we
might mean the immediate department or unit of the school in which an
individual teacher works because there is no doubt that this is an important
context. For teachers, whether it is a stage in the primary school such as
upper or early stages, or the department or faculty in a secondary school, this
is an important context in the professional life of an individual teacher for a
number of reasons. First, it is here on a day-to-day basis that the regular con-
tacts are made with those staff who undertake similar roles or areas of
expertise; where the people with whom the teacher will share the social times
of the school day such as break times; where the teacher will work on collab-
orative teaching activities. Secondly, for many individual teachers this
location is also part of their identity: ‘I am a early years teacher’ or ‘I am a
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geography teacher’ However, the workings of these sub-units are shaped by the
wider organizational context of the school. We need, then, to consider the posi-
tion of the teacher within the wider school setting. To examine this we have to
conceive of the school as an organization within wider educational systems.

Schools in the UK exist within wider contexts, whether as part of a local
education authority, private consortium, church or faith provision, and
within one of the national educational systems. These wider contexts make
demands on individual teachers as well as staft collectively in schools. In this
wider educational system there exist policy frameworks within which schools
must operate and which, in turn, teachers are expected to work towards.

It is often within these relationships between policy decisions and initia-
tives at governmental level — whether local or national — and the practice and
location of individual teachers working within a specific school, that tensions
can arise. The policy frameworks and priorities of the national governments
within the UK should not be seen as distant from the work of the individual
practitioner in their classroom, but they have a significant influence on the
curriculum and its delivery. These policies have included areas such as cur-
riculum, assessment, pedagogy and behaviour management, and very much
seek to impact on the day-to-day work of the teacher. Attention in recent
policy initiatives has also moved into issues relating to the role and position
of the teacher, both individually and as a profession. In both Scotland and
England there have been significant changes instigated nationally to the
career structure for teachers: in England the introduction of threshold pay-
ments (DfES, 2005b) and in Scotland the post-McCrone Agreement (SEED,
2001), both of which we will consider later.

B The teacher in the school

Across the UK there are descriptions of what it means to be a teacher
enshrined in competence or benchmark frameworks designed to assess per-
formance particularly of those entering the profession. By implication the
areas of competence mapped in these various frameworks are also expected of
experienced teachers. An important aspect emphasized in these frameworks is
the collegiate role of the teacher working with other teachers and with other
professionals. In the Statement of Professional Values from the General
Teaching Council for England (GTCE) (2004b: 2) the role of the teacher
working with other teachers and with other professionals is underlined:
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Colleagues

Teachers support, and cooperate with, their colleagues to maintain
effective and professional working relationships. They share their views,
experience and expertise with colleagues, seeking and valuing the ideas
and insights of others, for the benefit of pupils. They are sensitive to the
need, where appropriate, for confidentiality.

Other professionals

Teachers recognise the contribution provided by, and needed from other
professionals in the learning process. They collaborate with others, as
appropriate, in the best interests of the pupil and the school.

Similar statements are to be found in The Professional Code for Teachers from
the General Teaching Council for Wales (GTCW) (2002) and in the Scottish
framework, The Standard for Full Registration (General Teaching Council for
Scotland, 2002). These ideas inform the activities expected of teachers across
the UK. If we take these three documents we can see some common themes
that are shaping the position and expectations made of teachers (Table 6.1).

Table 6.1 B The teacher in the school context

Teachers work collegially with other teachers

Teachers contribute to the corporate life of the school

Teachers work with other professionals and support staff in the classroom
Teaches work with other professionals in the wider school context

Teachers are also part of the school and its partnership with the wider community

Each of the areas is concerned with the teacher’s wider role within the school
organization. We need, therefore, to consider what we mean by the school as
an ‘organization.

B The school as an organization

The term ‘organization’ can be defined in various ways. Schein (1980: 15),
who is interested in the psychology of organizations, provides a broad defini-
tion of an organization: ‘[a]n organization is the planned co-ordination of
the activities of a number of people for the achievement of some common,
explicit purpose or goal, through division of labour and function and
through a hierarchy of authority and responsibility’.
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We can see how this fits with the concept of a school: there is the co-
ordination of the activities of teachers and pupils alike to achieve the
common goal of pupil learning, and these activities are managed through a
clear school management structure. Schein’s definition provides an outline of
the basic structure or system of an organization. However, we know from our
everyday experiences in any educational establishment that organizations are
more complex because they are made up of people who come with a range of
attitudes, motivations, personal goals and ways of interacting with each
other. Handy (1981: 18) highlights the importance of the interaction
between the people within an organization. Thus we can see two significant
aspects of an organization: first, the collection of individuals — the people
dimension — and, secondly, the political systems through which the collection
of individuals come together. The political systems of an organization will
have defined boundaries, goals and values, administrative mechanisms and
hierarchies of power. The people dimension and the political dimension are
held together by a third idea, that of power and influence. It is through the
exercise of power and influence that a ‘psychological contract’ is established.
This can be defined as the set of ways of working that individuals implicitly
or explicitly agree to follow in order that through individual and collective
action the goals are achieved within the terms of the organization.

In these ideas put forward by Schein and Handy, we can see how individ-
ual teachers are influenced by and potentially able to influence others within
the school as an organization. The ‘psychological contract’ that Handy talks
about is much more than simply the contract a teacher has in terms of
employment, because it is also about a teacher’s motivation: her/his attitudes,
willingness and commitment to this particular setting. Thus when we con-
sider a school’s culture we are looking at far more than the systems and
structures that exist. A school’s culture is about the quality of the interactions,
the attitudes and emotions that are expressed by members of the organization
that shape the day-to-day experience of life in that particular school.

We might see the organizational context as something that has a limiting
effect on an individual teacher and the exercising of their professionalism:
both in terms of the employment contract and now this psychological con-
tract. There are certain behaviours and functions that teachers are expected
to not just ‘do’ but to ‘buy into’ In other words, teachers are expected to make
a personal commitment particularly to the expressed goals and purposes of
the institution. Inevitably, working in an organizational context can pose
specific dilemmas for individual professionals.
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B The individual and the organization

Current expectations on teachers place them firmly within the school as an
organization and we have to consider what tensions and potentials emerge
when we view the exercise of professionalism within the context of a school.
The idea of ‘accountability’ is, in the first instance, within the demands of the
school and we have to consider whether an organization reduces individual
professional agency by limiting the ability to make decisions, particularly in
an environment where increasingly policy is based on ideas of performance.
In some of the most challenging dilemmas for teachers, particularly those
dealing with vulnerable young people, there are significant limitations
imposed by the policies and procedures of the organization. This is partly for
the protection of the pupil and partly for the professionals who have to work
with them. However, policies cover all areas of professional practice. A school
will have policies on a range of areas that very much determine the daily life
of the classroom and the work of the teacher (Table 6.2).

Table 6.2 ® Policy and practice

Area Example of prescribed practice

Planning learning A monthly plan using a specific format must be
completed

The curricular programme Specific units and materials to be completed in a
set period

The assessment process Use of check-up tests weekly

Teaching strategies Whole-class interactive teaching for numeracy

Grouping of pupils Use of setting in science

Classroom management Guidelines on layout and display

Behaviour management Use of points scheme as a reward

Policies frequently provide useful guidelines to support the complex activi-
ties of teaching and learning in the classroom. However, what should a
teacher do when she/he is fundamentally at odds with a particular policy?
This disagreement is often characterized as a teacher being ‘awkward’ or ‘old-
fashioned’ but we have to recognize that, in some instances at least, the
disagreement may have a profound basis. Let us consider some scenarios:



Teacher professional identity: the organizational context m 87

Scenario 1 A teacher does not agree with the policy on behaviour manage-
ment in which there are a limited range of reprimands that can be used.
This she feels does children a true disservice. To her mind (and honest
belief) it does not allow the children to develop an understanding of the
consequences of their own actions and decisions, and so she has intro-
duced a number of punishments in her classroom.

Scenario 2 The school has a policy for setting in mathematics with pupils
in the upper stages but the teacher feels that this is fundamentally flawed,
seeing it as ‘streaming by the back door’ He, therefore, has indicated that
his class will not be part of the setting programme.

Scenario 3 A teacher has begun to change the reading programme for a
group of pupils because she feels that the materials deal with relationships in
a way that is inappropriate for pupils of that age. The new material covers
many areas in the set programme but there are some significant gaps.

Scenario 4 The school working group has developed a programme which
includes using single-gender classes with pupils in the middle years of the
secondary school. However, one teacher disagrees with this practice as he
believes boys and girls need to learn to be able to work productively
together. He has read up on the issue and feels there is no evidence to
support this practice.

In each situation, from their standpoint, the teacher is genuinely trying to act

in the learning interests of a specific group of pupils whether it is by using a

particular approach to behaviour management, pupil grouping or selecting
curricular material (see also, Table 6.3). On the other hand, when we are con-
sidering the whole school and the needs of all pupils, we do need some
overall structure to ensure that there is a sense of progression, equity and

success for all pupils, and fairness in the treatment of all staff. These scenar-
ios raise questions about:

the right of pupils to expect that teachers’ behaviour and decisions will
confirm to a prescribed standard

teachers’ ability to make decisions based on their own beliefs, values and
expectations

expectations of teachers in relation to mutual support and co-operation
expectations of the management of the school that school policy and
guidelines will be followed to ensure consistency

the expectations of parents that the published school policies will be followed.
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Table 6.3 B Scenarios

Scenario Questions

1 Is a teacher able to act on his/her own beliefs that might be
counter to the professional values or practices?

2 Can an individual teacher, who has a different ideological stance,
make this decision?

3 Can a teacher move beyond the set curricular programme and
draw on material that, in her evaluation, is ‘more suitable’?

4 Where does one teacher’s considered professional judgement sit in
relation to the school’s policy?

In each scenario there has been sets of competing sets of values seeking ‘the
best interests of the pupil’ (Shapiro and Stetkovich, 2001: 24). Bruner (1990:
29) points to the importance of values within a social setting:

[Values] are communal and consequential in terms of our relations to a
cultural community. They fulfil functions for us in that community. The
values underlying a way of life ... Are only lightly open to ‘radical
reflection. They become incorporated into one’s self identity and at the
same time, they locate one in a culture.

Nevertheless values and beliefs are contested at a societal level, within the
profession and within specific institutions. For teachers making choices and
decisions about their professional practice there are competing sets of values
(Table 6.4).

Each of the scenarios raises the question of whether an individual teacher
can ignore a policy decision or accepted school practice because it does not
match what they see as important. There is no easy answer to this. As society
has become more diverse, schools have become more explicit in what they
stand for and what they seek to achieve. Schools now have mission state-
ments and sets of aims that will be informed by different viewpoints — for
example, the immediate community the school serves, whether the school
has areas of curriculum specialism or provides faith-based education. Such
statements are intended to make explicit the position of the school and the
values it operates on. There is no doubt that these statements are potentially
very powerful. Each of us will have our own values system that will be a mix-
ture of personal belief, professional ideas and unquestioned assumptions.
However, now, to be part of a school community, teachers are asked to make
explicit and to be part of an organization based on a particular set of values.
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Table 6.4 ® Competing values

The code of the profession The statements from the General Teaching
Council

The individual teacher’s Values derived from the teacher’s own religious

personal values or political or social beliefs

The individual teacher’s How the teacher constructs her/his professional

professional code responsibilities

The values of the school The statement of values in the school’s mission
and aims

The values of the wider The personal, political, religious or social beliefs

community of members of the local community — though

these may very well differ significantly within
the community

The scenarios depict the individual standing out against the policies of the
school. However, we should be wary of constructing a model of the profes-
sional teacher as always being at odds with the institution and instead
consider more closely the place of teachers within the school and their contri-
bution to and ownership of the aims, policies, practices and development of
the school.

B The teacher and the school

In previous chapters we have mapped out the waves of changes in education
in the late 1980s and 1990s across the UK. Thus in England and Wales there
was the introduction of the National Curriculum, testing and the publication
of results on a school-by-school basis — the league tables. In Scotland, though
the political context was very different, there were similar developments with
the introduction of the 5-14 Curriculum, national testing and the publica-
tion of school examination results. Centralized policy-making continues
today. In England schools are expected to take forward a range of national
policy initiatives which very much deal with the day-to-day work in class-
rooms from central government — such as the literacy strategy — while in
Scotland there is the range of published national priorities arising from the
Standards in Scotland’s Schools Act 2000, which schools must address.

The late 1980s and early 1990s saw also the establishment of management
structures such as school development planning, devolved resource manage-
ment and teacher appraisal and development. These systems were intended
to enable schools to become more ‘self-managing’ (Caldwell and Spinks,
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1988). However, this does not mean that schools were to become completely
independent. There has been a paradoxical move: while work was going on
setting up systems for self-management there was an increasing array of poli-
cies and frameworks that school managers had to ensure were implemented.
The line management systems in schools designed to ensure the implementa-
tion of national policy have had a cost. The divide between management and
teaching creates a separation of managers from the core business of any
school, the teaching and learning processes, and teachers from the processes
of decision-making about teaching and learning in the school.

The questions then are: what has been the impact of these developments
on the individual teacher and the exercise of her/his professionalism within
an organizational context? Do the layers of management structures detract
from the individual teacher’s ability to exercise her/his professional practice?
Do these systems place the individual teacher as an employee within an
organization whose sole function — for which she/he is accountable — is to
implement the range of policies and guidelines?

Job satisfaction and motivation
To see an organization simply as limiting an individual teacher’s autonomy
to act in relation to her/his own beliefs and values overlooks some of the
considerable benefits and opportunities that the organizational context of
the school can provide for an individual teacher. Part of the psychological
contract we looked at earlier is about commitment and support to the indi-
vidual as well as the individual making a commitment to the organization.
We can see this particularly in aspects such as job satisfaction and morale
and in opportunities to develop and to progress in their career as a teacher.
There is no doubt that the demands of running a classroom or a school
are heavy, often both physically and psychologically; but teachers are moti-
vated to take on these tasks and they obviously derive a sense of achievement
and satisfaction from them. As we have seen from our discussions in Section
A, there have been debates and campaigns by the teaching unions to ensure a
professional level of pay. Pay, however, is only part of any discussion about
job satisfaction and motivation. Issues like pay and working conditions are
not the simple keys to enhancing job satisfaction. Evans (1999) drawing from
Herzberg’s motivation-hygiene theory (1968) argues that when teachers are
dissatisfied with pay and working conditions this has a negative effect; but
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when conditions are improved there is not a commensurate rise in job satis-
faction. Other factors are far more significant, and that is why the
organizational context becomes so important. To explain this we need to go
to ideas about human motivation, particularly Maslow’s (1954) hierarchy of
needs in which the following are placed as the two uppermost needs. First,
there are esteem needs: we need to know we are valued and we value our-
selves. Secondly, there are self-actualization needs: we need opportunities to
realize our potential, to be stimulated, and to seek and achieve challenges.

If we look at an organization such as a school, it has a fundamental role
to play in enabling individuals — both teachers and pupils — to meet their
needs in terms of esteem and self-actualization. A successful organization
will be one where an individual feels valued and believes that she/he is given
opportunities for growth and development. The range of initiatives and poli-
cies from central and local government are often pointed to as the cause of
‘low teacher morale’. However, the climate of the school, Evans (1999: 16)
argues, has a much more powerful influence:

The reason why it is school-specific issues, situations and circumstances that
evidently take precedence as morale- motivation- and job satisfaction-influ-
encing factors is that they constitute teachers’ working lives. It is the
context-specific level that teachers carry out their work. Centrally-initiated
conditions, or indeed any conditions that emanate from outside the contexts
in which teachers work, only become real for, and meaningful and relevant
to, teachers when they become contextualised. Until they are effected within
the contexts in which teachers work, such conditions are non-operational:
they exist only in abstract forms as ideas, principles or rhetoric. They do not
constitute reality.

We need to re-conceive what we mean by a school by highlighting the
social aspects of school life. Here we have to get a balance between the
area an individual teacher is responsible for and in which she/he has the
right/responsibility to make decisions, and the overall processes of learn-
ing and the impact of a pupil’s cumulative experiences across the school.
It is important that individual teachers have a real focus on the area they
are working in every day, whether this is with a particular age group or a
particular subject. However teachers also need to be aware of, and
increasingly actively involved in, the development of the whole school in
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shaping provision for learners. If we compartmentalize pupils’ learning,
whether by age, stage or subject, and there is little attention paid to the
holistic nature of pupils’ development, their experience will be frag-
mented and progress will be slower.

School community and culture

How, then, do we enable teachers to develop this more holistic approach to
the development of pupils throughout their career in the school? We need to
foreground another view that the organization is not simply about accounta-
bility and policy implementation, particularly in a top-down model of
accountability. Fullan (1992: 39) writes of ‘interactive professionalism’ with
teachers not working as isolated individuals but working collegially and con-
tributing to the whole school. Increasingly we are having to consider the
importance of community, social processes of change, the development of
professional discourses and the production of professional knowledge: and
the organization provides a very powerful site of learning for professionals.
There are other aspects that are important in terms of teacher professional-
ism, identity and development, including the ethos of the school and the
relationships with pupils and other teachers, the standing of the school in its
local community and wider perceptions of the role of the teacher.

School culture has a profound effect on the learners’ view of themselves
and their learning. School culture will also have a profound effect on teachers
and their perception of their role particularly in taking forward change that
will enhance the learning experiences of the pupils. Stoll and Fink (1996) cite
among the ten cultural norms of an improving school the following, which
focus on the relationships between members of the school, especially
between the professionals working within that context: collegiality, support,
mutual respect, openness, celebration and humour.

Viewing a school as a community is not just about people ‘being nice to
one another’ and generally ‘getting along’ This is a form of ‘cosy consensus’
which actually detracts from the task of the school to provide effective learn-
ing experiences to the young people. Instead, there has to be a clear sense of
the shared values of all who are members of the school community.
Sergiovanni (2003: 16) argues that:
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Schools that resemble institutions have central zones of values and beliefs
that take on sacred characteristics. As repositories of values, these central
zones are the sources of identity for parents, teachers and students from
which their school lives become meaningful. Meaningfulness leads to
elevated levels of commitment to the school, greater effort, tighter
connections for everyone, and more intensive academic engagement for
students — all of which are virtues in themselves but have added value of
resulting in heightened levels of student performance and increased
academic performance.

Rather than have the situation of a teacher being at odds with a particular
policy or practice which has come from ‘government policy’, the teacher
should have an active role in the school, debating and defining policies, prac-
tices and their underpinning values.

B Professional learning communities

More recently there have been moves towards flatter organizational struc-
tures in schools and to the development of ideas about ‘distributing
leadership practice’ (Spillane et al., 2005). Here we need to rethink what we
mean by leadership not as line management or administration but, instead,
as the collective task of supporting, developing and enhancing the learning
experiences of pupils. There needs to be a relationship between an individual
teacher’s accountability to undertake the task of teaching along specific lines
and the opportunities they have to develop and contribute to the school’s
policy-making and development processes. There are substantial benefits
from conceiving teachers not just as individual professionals left to make
decisions or take action but, instead, as working collegially with other staff to
contribute to the framework of expressed organizational values, policies and
procedures.

Barth (2001) makes a distinction between ‘learning-impoverished’ and
‘learning-rich schools’ In this learning environment the key is not just about
teachers learning but teachers learning together. This is a process centred on
professional practice. As Cordingley et al. (2005: 89) suggest, collaboration
between teachers is about trying out ideas and practice — the ‘active experi-
mentation’ helps to change practice and secure teachers’ commitment to the
projects within the school’s development agenda. The idea that schools
should be focusing on the learning of all its members has increasing currency
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and is characterized as ‘professional learning communities’: ‘[i]t is thought
that in professional learning communities, teachers and school leaders, col-
laborating with and supported by support staff, exercise professional
judgements, for example about the best use of evidence and research for
improving learning and teaching, within an agreed accountability frame-
work’ (Stoll and Bolam, 2005: 54).

The idea of building a learning community to enhance the learning expe-
riences of pupils is becoming a pivotal idea in the national education systems
in the UK. Thus the Teachers’ Agreement Communications Team (TACT,
2004: 18) in Scotland argue that a need to focus ‘on leadership capacity
within the whole organization, and not just on the traditional figure of the
headteachers, improves the school’s capacity to deliver better performance,
higher levels of motivation and sustainable development.

The changing role of the teacher

What is emerging here is the changing position role of the teacher in leading
the development agenda of the school. Teachers have always been expected to
play some sort of collective role but now there is a fundamental change in the
way schools are to be managed to enable teachers to play this role produc-
tively. This change evident in schools across the UK is aptly illustrated by the
McCrone Agreement (SEED, 2001a: annex D) in Scotland in which there is a
clear statement about the responsibility and right of teachers to participate in
whole school development processes:

Teachers have a right and an obligation to contribute to the process by
which national and local priorities are determined. Programmes of change
will require the full participation of staff at establishment level in decisions
about the pace of change.

... All teachers will have the right to be fully involved in the development
of the plan and to be consulted on their contribution to the plan, and the
responsibility for realising the school’s development priorities. If a plan
requires to be reviewed to take account of individual or collective
circumstances, staff will be involved in any review as appropriate.

Leadership and management can be constructed in broad terms as ‘the way
things are organized and the relationship between the different levels of
management/activity in the school’. Within this a critical distinction could be
made between strategic, personnel and resource management at senior and
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middle management level, and the leadership of learning which is to be a
more distributed function across all staff in the school. To facilitate and
exploit — in the best sense — teachers’ contribution to the whole school, we
need to consider the transformation of leadership processes across the
school. This, however, is not an easy task.

In the policy document Time for Standards (DfES, 2002: 27) in England
on remodelling the workforce in schools, the head teacher is being character-
ized as ‘a leader of leaders’

To achieve their full potential, teachers need to work in a school that is
creative, enabling and flexible. And the biggest influence is the Head. Every
teacher is a leader in the classroom. Every Head must be the leader of these
leaders. And the Head’s greatest task is the motivation and deployment of
their key resource: staff.

However, Rayner and Gunter (2005: 152) argue that this policy ‘retains and
strengthens hierarchical leadership principally located in the headteacher’
We can see a tension between the traditional type of hierarchical leadership
and ideas about teachers being leaders: distributed leadership. There are vari-
ous ways of interpreting what we mean by distributed leadership but perhaps
the most useful for our purposes here is the description put forward by
Spillane et al. (2005: 37) in which ‘leadership [is] distributed in the interac-
tive web of leaders, followers and situation’ There are different ways in which
leadership practice is ‘stretched over leaders, followers and situations’
Despite their reservations Rayner and Gunter (2005: 160), reporting on
the Transforming the School Workforce (TSW) project, give illustrations of
the types of practices that enable the leadership to be distributed through the
involvement of teachers within change management groups in the school:

Our work in the case study schools would suggest that new attitudes to
professionality and working practices for development resulted in many
of the achievements. This, to such an extent, that there is evidence of a
set of professional practices, attitudes and structures emerging that will
demand new forms of educational leadership. Complexity, change and
curriculum as process form an interesting mix of structural forces
combining to challenge traditional power structures inside and outside
of the school setting.
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As they suggest, these processes are having a significant impact on the role
and position of the teacher and this process of transformation is not without
tensions. There are questions about the legitimacy of collegiate approaches,
particularly the role of non-promoted staff and those in management posts.
Though the involvement of teachers in the decision-making processes is
valuable there has to be a note of caution because this is not teachers taking
over ‘management functions’ but, instead, must be clearly focused on leading
learning. As Timperley (2005: 417) argues:

[d]istributing leadership over more people is a risky business and may
result in the greater distribution of incompetence. I suggest that increasing
the distribution of leadership is only desirable if the quality of the leadership
activities contributes to assisting teachers to provide more effective instruction
to their students, and it is on these qualities that we should focus.

(Original emphasis)

B Connected practice

We have looked at the changing position of teachers in relation to their con-
tribution to the whole school. However, this is only one aspect of the
development of professional learning communities. Professional learning
communities will involve a range of other professionals who are contributing
to the support of pupils. Teachers are now working collegially with other
professionals. This development places not only new demands on the
teacher, but also positions the teacher differently. Further, this development
raises questions about what new skills, attributes and practices are demanded
of the teacher.

The move towards ‘connected practice’ between different educational,
health and welfare agencies challenges the position of the teacher in poten-
tially quite radical ways. The publication of Every Child Matters (HMG,
2004: 13) in England is having a major impact on the role and position of
the teacher, laying the foundations for far greater collaborative practice
across different services:

Children’s trust arrangements will have four essential components:

m professionals enabled and encouraged to work together in more
integrated front-line services, built around the needs of children and
young people;
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B common processes which are designed to create and underpin joint
working;

® a planning and commissioning framework which brings together
agencies’ planning, supported as appropriate by the pooling of
resources, and ensures key priorities are identified and addressed, and

B strong inter-agency governance arrangements, in which shared
ownership is coupled with clear accountability.

Increasingly this has meant that decisions not just about a child’s care but
also her/his education are taken by educational professionals working
alongside social workers, health-care workers and legal professionals. A sim-
ilar programme has been set up in Scotland to bring together a range of
areas under the idea of ‘Children’s Services’ (SEED, 2001a: 53) both at local
authority level and at school level, particularly with the establishment of
new community schools which ‘are fundamental to the Executive’s aims to
raise educational attainment and promote social justice. Central to the
approach is the integrated provision of school education, family support
and health services.

Where multi-agencies are involved with pupils who, for a variety of
social, psychological and physical reasons, may have additional support
needs, learning plans are drawn collaboratively with teachers working with
other professionals, with the child or young person and their family or carer.
This policy of integration and connected practice has reshaped the role of
the teacher from someone who is concerned solely with the learning
processes within the classroom to one who collaborates with other profes-
sionals to make decisions that will shape the learning experiences of the child

In the Scottish report, For Scotland’s Children (SEED, 2004b: 81) which
surveyed different groups — both from professions and from communities —
one of the suggestions put forward by some to replace existing professions
with ‘a new profession was that covered by social workers/guidance teach-
ers/health visitors’ whose primary role would be to work with the young
person and their family to ensure their educational progress through their
ongoing care and welfare. Though this view has not been acted upon, it does
pose an interesting possibility and illustrates how in this new policy environ-
ment the role and practice of the teacher are in a state of flux.

Inter-agency working is a major challenge to teachers and the teaching
profession as a whole. McCulloch et al. (2004), in reviewing the new commu-
nity schools, found that these were largely perceived as educational initiatives
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in which any other services were seen as ‘add-ons’” and that other professions
often regarded as ‘support’ staff rather than professionals with equal stand-
ing. As Glaister and Glaister (2005) suggest, new ways of working are now
being demanded of teachers to be able to communicate and practise in a
trustful and productive way with other professionals concerned with the
holistic development of the child or young person.

B Conclusion

In this chapter we have considered the issue of teacher development and
identity within the organizational context of the school. In considering the
development of the teacher as an autonomous professional we have argued
for this being about teacher agency to undertake their professional responsi-
bilities rather than practise as an isolated individual. We need to reject the
idea that it is the autonomous professional against the organization but,
instead, look to the organizational context as one in which the teacher,
alongside other professionals, works towards achieving what is in the best
interests of the child or young person. However, this is making new
demands on teachers who will have to develop new skills, new understand-
ings and new ways of working in the wider school context. There are also
significant changes within the setting of the classroom which raise questions
about the position and development of the teacher, which are considered in
the next chapter.



7 Towards leadership
for learning

Chapter outline

In this chapter the changing role of the teacher in the context of the class-
room is examined. A range of policy initiatives from the various educational
systems in the UK is explored in order to identify specific trends that are
reshaping and repositioning the teacher. Among those explored are the
impact of inclusive education and diversity, the development of citizens of the
future, the impact of our growing understanding of the potential of e-learn-
ing and of the nature of the learning process. We also consider the impact of
para-professionalism and the evolving concept of ‘teacher leadership’.

Keywords
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B Introduction

In the previous chapter, we considered the position of the teacher within the
school context, noting both the tensions and opportunities for development
provided by this wider organizational setting. In this chapter we turn our
attention to the context of the classroom. The wider school context and that
of the classroom are interlinked in terms of teacher identity, development
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and practice, but we have to acknowledge the centrality of classroom experi-
ences in teachers’ identity and development. In some respects the classroom
of today bears a resemblance to the classroom of the nineteenth century: a
number of children or young people broadly segregated by age are taught by
the single adult present — the teacher. However, these are superficial similari-
ties and there are some qualitative differences between the setting of the
traditional classroom and the contemporary one, and very different demands
are made on the teachers of today from those made on previous generations
of teachers. While ideas such as ‘distributed leadership’ (Spillane et al., 2005)
or ‘teacher leadership’ (Harris and Muijs, 2005) signal a role for the teacher
beyond the classroom, these ideas also mark the evolution of the role and
position of the teacher within the classroom where the teacher can be seen as
‘leading learning’

There are several ways in which the classroom is changing significantly
and the range of pressures and influences include:

m wider social changes

m greater understanding of the nature of learning in the classroom
m technological developments

m changing profile of staff in the school.

There is also the direct influence of educational policy by central govern-
ment. In each of the national educational systems in the UK, there are
overarching policy documents such as Higher Standards: Better Schools for
All (HMG, 2005) and Ambitious, Excellent Schools (SEED, 2004a) in
Scotland. In Wales a vision and a strategic plan for the development of edu-
cation is laid out in The Learning Country (National Assembly of Wales,
2001). However, these proposals are not distant from the everyday practices
of a teacher because the classroom is as much subject to political policy as
the school. The school might act as a buffer, providing the setting in which
specific initiatives can be tailored to match local circumstances, but the
ambitions of policy directives can only be realized through change in the
day-to-day processes of the classroom. It is in this location that differences
are made to the learning of our children.

Political scrutiny and debate about the pedagogic practice of teachers is,
however, not a new phenomenon. Recent strategies such as the literacy hour
and numeracy hour in English and Welsh schools are located in a long line of



Towards leadership for learning m 101

policy directives that specify pedagogic practices to be adopted by teachers in
their classrooms. Indeed, there is still a generation of teachers in schools
today who recall the charged debates about progressive teaching methods in
the 1960s and 1970s. The differences now are, first, the range of detailed
material readily available to all teachers and, second, the closer monitoring of
practice in classrooms through the use of information on pupil attainment
and through the development of policy and management systems within
schools. Schools now have a range of detailed policies on different aspects of
classroom practice and these will have be developed drawing upon the sub-
stantial range of national and local advice and guidelines that are available.
Further, a teacher’s practice is scrutinized through management systems such
as professional review and monitoring of classroom processes, and pupil
attainment and the evaluation of curricular programmes.

Given the level of detail found in policy and guidelines, it would be easy
to conceive the teacher as passive and her only role largely that of policy
implementation. If this is the case, then the only alternative for teachers is to
resist these policies. However, as we have argued previously, that would be a
very limited response. It is one of retreat that only serves to isolate the
teacher, especially from colleagues within the professional community of the
school and from the support and development networks they provide. We
should be looking for opportunities for teachers to become more engaged in
the decision-making and development processes in relation to learning in the
school and in the classroom.

We have noted that there have been significant changes in education:
governance, management systems and prescriptive curricular programmes
have reshaped schools in order to make education more efficient as a public
service. In this chapter we consider how the role and position of the teacher
is the classroom is evolving. To do so we draw largely on policies and guide-
lines and evaluations from the various educational systems in the UK. This is
by no means a comprehensive survey but is intended to identify the trends in
policy and in the political imagination that are having a significant bearing
on the role and practice of teachers in classroom. There are a number of dif-
ferent trends that are impacting on the role of the teacher:

m the inclusive classroom
m the classroom in a democratic society
m the changing position of the learner
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® learning about learning

m the e-classroom

m para-professionals in the classroom
m teacher leadership.

B The inclusive classroom

Educational policy is forged against a backdrop of wider social and economic
development. As we move towards a knowledge economy in the UK,
economic strategy and social policy have become deeply meshed and the
political vision is very much one of having to utilize the abilities and poten-
tial of all — a matter of both social justice and economic prosperity.

For just as it will be the nations that fail to open up opportunity, get the
best out of their people, fail to tap the potential of all its citizens that will
rapidly fall behind, so it is also true that the countries that will succeed
best in the global economy will be those that bring out the best talents of
all no matter their birth, race, sex or background. (Brown, 2005: n.p.)

If this ambition of tapping the potential of all is to be achieved, the central
task of the teacher in the classroom is to remove any barriers to learning
being experienced by either individual pupils or groups of pupils from a par-
ticular background, and to create genuine inclusive education.

We need to look closely at the term ‘inclusive education’. This term is
often used to refer to the inclusion of pupils with specific learning or support
needs within mainstream education. This is an extremely important aspect
and has had a significant impact on life in the classroom, with teachers now
working with a wide range of children or young people some of whom will
have identifiable additional support needs, whether these be physical, social
and emotional or intellectual. However, inclusive education is far wider than
this and relates to the role of public education in bringing about social justice
and equity. Classrooms are becoming more diverse in terms of pupils’ cul-
tural and ethnic background, religious belief, family background, and
learning and support needs. Inclusive education is making significant
demands on teachers in terms of their own understandings and practice. The
role of the teacher has become more complex and teachers need to develop:
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m cultural literacy — being aware of, valuing different religious and cultural
practices

® social awareness of the greater diversity in lifestyle and family patterns

m greater knowledge about the range of learning and support needs individ-
ual pupils or groups of pupils may have

B competence in diagnosing and addressing very varied learning and sup-
port needs.

We first look at the issues of diversity in relation to cultural practices, reli-
gious belief and lifestyle, and then move on to consider issues related to the
inclusion of pupils with different learning and support needs, in line with a
‘presumption of mainstream’ for all pupils (Scottish Executive, 2000).

Diversity of culture, religions and lifestyles

Being genuinely inclusive means teachers developing an understanding of,
and being supportive of, pupils who may have very different religious beliefs
from their own, different cultural practices or whose family context may
challenge ideas of ‘normality’. Therefore, teachers have to build their knowl-
edge of different cultures and religions, of the changing composition of the
family and trends in contemporary society. This process will often require
teachers to question their own ‘unquestioned beliefs’, that is, their own
assumptions, belief systems and values about the way they believe people
should live their lives. As we saw in the last chapter, this may well raise some
fundamental questions for the teacher in relation to their personal as well as
professional values. It would be important here not to caricature the teacher
as white and middle class, and suggest that teachers simply have to learn
more about other cultures and religions and understand different family pat-
terns of the pupils. As the teaching profession has — albeit slowly — become
more diverse, teachers are faced with challenges to their own culture, reli-
gious or political beliefs, and lifestyle. This is a complex area which we can
illustrate by a number of critical incidents encountered by teachers in their
classrooms (see Table 7.1).

Each of the incidents in Table 7.1 raises fundamental questions for the
teacher. The tensions are partly created by the competing rights of two par-
ties or by differing perceptions, and the teacher has to find a resolution to
these in order that the classroom can be genuinely inclusive. However, this is
not an easy process as each incident raises a range of questions. We can
explore each incident further to illustrate this.
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Table 7.1 W Critical incidents

1

A parent makes a complaint because the teacher had recommended a
fictional fantasy to one of the pupils. The pupil is interested in fantasy
writing and wanted to read more for the portfolio assessment. The parent
sees the book as an affront to the family’s religious beliefs.

As a particular passage text is being studied in the class, a pupil uses this to
make a sexist remark about the teacher’s personal apearance.

The teacher questions a pupil about the signature on the permission slip
for a forthcoming trip. The form has not been signed by the pupil’s
mother whom the teacher knows but by another adult as carer.

A teacher has planned a trip to the theatre. The play relates to a unit of
work being read by the class but it is only being performed for two nights.
When booking the tickets the teacher had not realized it clashed with a
religious festival that will involve a small group of four pupils. The group
has come to say that they feel excluded from this activity.

The teacher begins a new project to try and interest the large group of
boys who are reluctant to participate in the work of the class. A group of
girls object to this subject matter claiming they are fed up having to do
‘boys’ topics'.

A parent objects to the teacher’s use of the term ‘parent or carer’ in class
the previous day asserting that ‘we’re not all social work cases here!’

Incident 1 This is similar to the scenarios we examined in the previous
chapter and raises questions about the scope of the teacher’s ability to
make choices. The teacher regarded the recommended text as ideal for
illustrating good fantasy writing for this age group and encouraging the
pupil. The text is well known to question religious belief. Which set of
beliefs and values should take precedence?

Incident 2 Teachers have a duty to challenge discriminatory behaviour and
language, but what do they do when they themselves are being targeted?
How does the teacher keep a focus on the issue of the unacceptability of
discriminatory language without it ultimately affecting her relationship
with this pupil. Should this remark be put down to adolescent bravado?
Would challenging this behaviour affect the relationship between the
teacher and the pupil? How should a teacher be protected from the dis-
criminatory behaviour of pupils? What might be the cost of not
challenging discriminatory behaviour?

Incident 3 Given the media pressure in relation to health and safety on
school trips, the teacher’s questioning of the signature might be under-
standable. However, this incident does raise questions about issues of
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confidentiality — how far should individual teachers be party to informa-
tion about the family background and lifestyle of the pupil to appreciate
any difficulties the pupil might be experiencing? How far does the sharing
of such information breech confidentiality?

Incident 4 The teacher sees the play as an excellent educational oppor-
tunity for the pupils particularly the experience of seeing the play on
stage. Should some pupils be allowed to access this experience while
others cannot? Are some pupils being advantaged over others because
of their background?

Incident 5 The boys in the class have been significantly underachieving
and this is having a negative effect on attainment and the school’s overall
performance. The girls tended to achieve well no matter what topics are
covered. However, it takes a considerable amount of work to motivate the
boys and so there is a need to adopt strategies that will engage them in
their own learning. However, should the needs and interests of one group
of pupils dominate? When there is pressure on schools to succeed, and
limited resourcing available, whose learning needs take priority?

Incident 6 The teacher was unaware that there were any pupils in the class
living with carers but was following the essence of the school policy on the
use of inclusive language. How far should school policies appreciate the
stance and viewpoints of others, and how far should the school and teach-
ers make clear the set of values they stand for? What should the response
be to the parent who clearly saw this as offensive?

Some of these incidents illustrate the misunderstandings that can occur
because of a lack of knowledge or insight into diverse lifestyles and religious
or cultural beliefs and values. Other incidents illustrate the impact of dis-
criminatory behaviour and practices on pupils, teachers and parents.
Fundamental in each of these incidents is the question of differences in
values and competing rights. Teachers need to be able to articulate their own
values not just in terms of education, but also their personal values, and con-
sider how this shapes their actions and responses as they try to build a
genuinely inclusive classroom. Where there are clashes in values or limited
resources, teachers are also called upon to make hard decisions about whose
needs take priority in a specific circumstance in order that barriers to learn-
ing can be removed.
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Diversity of learning and support needs

We now turn to the issue of addressing diverse learning and support needs in
an inclusive classroom. There is no doubt that diversity in terms of learning
and support needs without full resourcing has put pressure on staff and
pupils alike. This has been regularly criticized — most notably by Baroness
Warnock (2005) the chair of the report, Special Educational Needs (CEE-
HCYP, 1978), which raised the question of segregated education. Baroness
Warnock is now calling for a radical review in order that the children with
severe learning needs can access education. However, that is not to abandon
the idea of inclusive education completely as teachers will continue to work
with pupils with diverse learning and support needs, and will need the
appropriate knowledge and skill to undertake this task. In some ways,
though, the acquisition of new knowledge and skill is the easier area in terms
of teacher development. What is more important is the impact of the
teacher’s attitudes and expectations about the abilities of pupils on learning
and achievement. In a recent study by Ainscow et al. (2003) of inclusive prac-
tices in school, the expectations of the teachers were identified as the
significant barrier to pupil learning:

What we regard as our most important finding is the extent to which
barriers arise when teachers’ understandings simplify the complexity of the
situations in which they practise and, particularly, of the students they teach.
This tends to be thrown into relief particularly at the points where estab-
lished understandings are set alongside understandings derived from a
different perspective; for instance: when a Canterbury researcher works with
a girl with ‘severe language delay’, he finds that she can do far more than her
teachers believe; when the teachers in one of the schools in the Newcastle
study hand over their classes to an advisory teacher, they find she achieves
things with them they thought impossible; and, when teachers in one of the
Manchester schools hear what children have to say about their own and
others’ abilities, they have to rethink their notion of ‘high ability’. In each of
these examples, it is evident that the teachers’ initial understandings have
missed some of the complexity of the situation and, specifically, some of the
human complexity of the students involved. The practices which we saw
following from these misunderstandings — inappropriately low demands on
students, teaching which focuses on what children do badly while ignoring
what they do well, selection for ‘ability’ groups on the basis of
uni-dimensional notions of ability — likewise miss this complexity and
thereby create barriers for learners. (Ainscow et al., 2003: 15)
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As Ainscow et al. argue, though, there is a tension that exists in education
policy across the UK between the drive for improvement in pupil attain-
ment and the pressure for developing genuinely inclusive practices in the
classroom. They found that the attainment agenda has dominated the work
of many teachers and limited the development of inclusive practices. In
order to develop genuinely inclusive education and remove barriers to
learning, teachers must:

m articulate their values

m appreciate the influence of the contexts in which they work and the inter-
action between these contexts — the classroom, the classroom in the school
and the school within a local community and within the policy environ-
ment

m develop knowledge and understanding of the capabilities of each child
within the class

m acquire skill in designing and delivering appropriate learning contexts and
tasks for individuals and groups.

The political ambition for social inclusion is only one policy agenda that is
shaping classroom life. There are other social tends which are reshaping the
relationship between teacher and pupil, and which are of significance as we
consider the teacher’s professional position.

B The classroom in a democratic society

Concerns about the disengagement of specific sectors of society from the
democratic process and questions about the diminution of ‘social capital’,
that is, the processes of trust and interactions between members of a society,
have led to the placing of citizenship as an area of concern within the school.
Here the ethos, organization and activities should foster pupils’ interest and
willingness to participate in democratic society. At school level there are
examples of pupils’ councils and different interest groups being set up related
to specific initiatives such as the ‘health-promoting school’ or ‘eco-schools’.
The eco-school programme is a useful example of this approach:

The scheme is rooted in a genuine desire to help children become more
effective citizens by encouraging them to take responsibility for the future
of their own environment ... Pupil involvement is a key part of the
Eco-Schools programme. Having pupils engaged in the whole process,
including monitoring, action planning and decision-making, leads to
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genuine ownership of the programme and an increase in their sense of
responsibility for the school environment and local area. (Eco-schools, n.d.)

Eco-schools and eco-groups are one example of fostering pupil participation.
However, if such practices are confined to extra-curricular or additional
activities these will have a limited impact on the pupils’ understanding of
genuine participation in society and the development of their own agency as
citizens and learners. To be able to prepare children and young people for
their future roles within a democratic society, they must be able to do more
that just ‘experience’ democratic processes in narrowly defined areas of activ-
ity but, instead, be part of the processes of decision-making in core areas of
school and classroom life, that is, learning. In the previous chapter we con-
sidered the changing school context with the move to flatter structures that
would encourage distributed leadership and collaborative practice between
teachers. These processes of participation and open decision-making are
equally relevant when we consider the role of the pupil in the classroom in a
democratic society. Therefore, citizenship in schools and classrooms has to
represent more than tokenistic gestures, and mark a genuine move away
from the traditional power relationships, in order that the classroom
becomes a context for discussion and negotiation about core issues, particu-
larly pupil learning. Apple and Beane (1999) define what they see as a
democratic school:

in a democratic school it is true that all of those directly involved in the
school, including young people, have the right to participate in the process
of decision making. For this reason, democratic schools are marked by
widespread participation in issues of governance and policy making.
Committees, councils and other school wide decision-making groups
include not only professional educators, but also young people, their
parents and other members of the school community. In classrooms,
young people and teachers engage in collaborative planning, reaching
decisions that respond to the concerns, aspirations and interests of both.
This kind of democratic planning at both school and the classroom levels,
is not ‘engineering of consent’ towards predetermined decisions that has
too often created the illusion of democracy, but a genuine attempt to
honour the right of people to participate in making decisions that affect
their lives. (Apple and Beane, 1999: 10)

However, the pressure to genuinely engage learners in their own learning is
not just coming from concerns about the future development of democratic
society but from other legislative frameworks and policies.
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B The changing position of the learner

Up until this point we have very much focused on the role of the teacher
within an inclusive classroom. There have been a number of different devel-
opments both in terms of social policy and legislation that is changing the
position of the learner. In the traditional classroom setting the roles of
teacher and pupil were strictly divided — you were either a teacher or a
learner — and implicit in this was an unequal power relationship. The role of
the pupils was passive: they were to be taught by the teacher and to learn qui-
etly and obediently. This was the dominant image characterizing the legal as
well as social position of children. Children did not have legal rights. Instead,
parents held these rights and responsibilities, and leave was given to teachers
to act in loco parentis. Article 12 of the United Nation’s (UNCHR, 1991)
Convention on the Rights of the Child states that children have a right to be
involved in decisions that will affect them. Though this may refer to family
matters, there is a principle here that is applicable to the child or young
person’s role in relation to her/his own learning. Now the dominant ideolo-
gies as well as legal and policy frameworks foreground the active
participation of the child or young person. Further, both as a matter of social
justice and economic development, policies on lifelong learning have been
developed. These do not begin in post-school education and training, but
represent principles to be nurtured from the early years of a learner’s career.
The agency of the learner becomes a central issue to enable pupils to become
self-directive and autonomous learners.

These wider social influences are shaping the daily life in classrooms in the
UK, where new demands made on teachers fundamentally alter the power rela-
tionships between the teacher and the pupil. The processes start from the early
stages of school where there is an emphasis on learners learning together,
learners taking responsibility for their own learning and behaviour both indi-
vidually and collectively and learners party to the determination of their
learning programme, and these practices should continue throughout their
progress as a lifelong learner. We can see these trends in the following:

m the development of approaches such as co-operative and collaborative
learning among learners — the group of learners becomes an equally impor-
tant context for learning as the interaction between teacher and pupils

m the use of strategies such as peer tutoring and peer mediation — pupils take
responsibility for the learning and behaviour of their fellow pupils

m development of personalized learning — learning plans have to be agreed
between learner, parents and teachers.



110 m Professional Development

Such developments in the learning processes of the classroom reshape the
task of the teacher (Table 7.2).

Table 7.2 ® Creating the autonomous learner: the tasks of the teacher

Consult with learners

Listen to the views of learners

Enable learners to make decisions about their own learning
Create contexts in which learners can make decisions
Enable pupils to develop skills of learning

Establish contexts to enable learners to learn constructively from each other

These developments also raise questions about teachers’ understanding and
skill in relation to the learning process. We now turn to the question of
teachers learning about learning.

B Learning about learning

There has been a significant expansion of our theoretical understanding of
learning processes. This has helped to assert the centrality of learning in
classroom life. A wide and varied range of research and theoretical work has
moved our understanding of learning beyond conceptualizations which see
learning as a process associated with a fixed notion of a general intelligence,
to looking at the cognitive, social and emotional dimensions of learning. The
work of, among others, popular writers such as Gardner (1984) on multiple
intelligence, Goleman (1996) on emotional intelligence and Jensen (1995) on
the functioning of the brain and learning have been taken up within educa-
tion. Where traditionally there has been a gap between the work of theorists
and the application of these ideas in the classroom, currently what is note-
worthy is that the expansion in knowledge in the field of learning has been
accompanied by a significant growth in teachers’ interest in learning itself.
Partly this is due to the development of programmes such as co-operative
learning, critical skills, assertive discipline and assessment as a part of learn-
ing. Each of these provides set strategies and techniques that enable teachers
to extend their repertoire. There is no doubt that such programmes are
having an impact on the practice and understanding of individual teachers.
Hallam et al. (2004) reporting on the implementation of the Assessment is
for Learning programme in Scottish schools illustrate well this impact on the
development of teachers:
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One of the most positive outcomes of the project was the overwhelming
enthusiasm and commitment demonstrated by teachers ... They are now
better informed, have engaged with the literature and developed their
thinking. They have considered their practice critically, worked through
the ideas personally, found creative solutions and shared their ideas with
others. They reported deeper understanding of the learning process and
what involving pupils in their own learning actually meant. There have
been major changes in their attitudes and they now believe that they can
improve the quality of learning in their classrooms for their pupils and for
themselves. There have been changes in the power relationships in the
classroom with them being more prepared to relax control and empower
their pupils.

The project Assessment is for Learning has very much centred upon enabling
teachers and schools to develop and reflect on practice. This and other devel-
opments in teaching and learning are having a significant impact on teachers’
development and work in a number of different ways, including their:

m understanding of the teaching and learning processes

B pedagogic practice in the classroom

® understanding of the role of the pupils in their own learning
B attitudes towards their own development as teachers.

B The e-classroom

We have argued that educational policies related to inclusion and to lifelong
learning are part of a wider political vision about the sustaining and
enhancement of a prosperous and participatory democratic society. The real-
ization of these policies has to be principally undertaken within the
classroom. Resourcing currently is helping to reshape the context of the
classroom and the role of the teacher. First, there is the ongoing investment
in information and communications technology (ICT) and, secondly, there is
the investment in not only additional teaching staff but also para-profession-
als whose task is to support the learning of pupils.

As we develop both our understanding and strategies for e-learning, the
possibilities and practical applications of ICT are extending. With the
increasing pace of these developments, a range of powerful technologies will
be readily available which allow pupils to access knowledge, to develop skills
and to interact in different forums and contexts without the immediate
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direction or presence of a teacher. We need a new understanding of the peda-
gogies appropriate for a twenty-first century education system. Initially the
emphasis in policy and development was on building teacher’s understand-
ing of ICT but this is changing: ‘[t|he move has shifted somewhat from
learning about ICT to learning with the support of or through ICT’ (SEED,
2005b: 8 original emphasis). The policy direction is clear:

Traditional methods have not achieved enough. The wider availability of
new technology means that we have both the opportunity — and the
responsibility — to explore new approaches to teaching and learning. The
familiar and effective teaching methods of listening, reading, writing and
class discussion will of course remain important. But our teaching
institutions ought to be advancing beyond the traditional formats that are
still so prevalent. (SEED, 2005b: 27)

This standpoint is echoed in the policy on technology and learning within the
English educational system, Harnessing Technology: Transforming Learning and
Children’s Services (DfES, 2005a), which sets out three areas for development:

m the quantity and range of resources available to teachers and learners
m the quality and degree of innovation of those resources
m the embedding of e-learning and the curriculum (DfES, 2005a: 28).

This emphasis on the use of ICT to improve learning is reconstructing the
classroom and the role of the teacher within educational policy documents.
The following extract from a briefing paper for the Empowering Schools in
Northern Ireland strategy (DENI, 2004b ) provides an interesting illustration
of the way in which the classroom and the role of the teacher are being
reconstructed in the policy imagination:

Eddy has arrived at school. As he enters the door his pupil number is
scanned, the form register database is updated and he goes straight to the
open learning area. He logs on to retrieve yesterday’s homework, marked
ready for today’s English lesson, and checks his mark register. Last night, he
completed two homework assignments on a tablet PC and stored these in
his user area on the school network: one has been computer-marked already.

... Mrs Green starts with a lesson she prepared the previous week. She is
able to access all the resources from home and was able to get the latest
CCEA template, exemplar lesson plans and other materials on Learning
NI, the online environment for Northern Ireland ... Based on information
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on each child from the LNI assessment and progress report module she
arranged her class into three ability groups, each of which has its own
learning pathway for this topic. Eddy is doing well at the minute. He opens
his saved homework file and his results spreadsheet appears on all the
other computer screens for the class to see and discuss. Mrs Green is
pleased to be able to confirm his move to the top group. His learning
pathway includes a review of two short videos, an interactive simulation
on sequencing, some digital pictures, a simple test, and an investigational
activity in the NASA Internet site.

During lunch, the open-plan areas are full of pupils. One group discusses a
forthcoming multimedia presentation, they are delighted that a key
member of the group who has been ill is going to make her contribution
from home by videoconference. Two of the group are nervous, they have
completed a module and take their final assessments on-line today.

After school, Eddy has basketball practice. Eddy’s basketball is monitored
by axions — sensors that monitor the pressure on the ball, and his
trajectory and velocity across the hall before he makes a shot. During a
break, his video glasses show him professionals making similar shots and
suggests some practice drills to improve performance. (DENI, 2004b: 1-2).

In this extract there is a real sense of a motivated and skilled learner, but the
teacher’s role has also altered. The teacher, traditionally, has been positioned
as the lynchpin of the social processes that support learning in the context of
the classroom. In this projection a central task of the teacher is the construc-
tion of learning pathways: the teacher provides the context, the programme
and the resources for the pupils to use to follow their personal learning plan.
This vision differs substantially from pedagogic practices where the teacher is
very much the centre of the interactional processes in the delivery of the cur-
riculum.

The other area where there has been substantial resourcing from govern-
ment has been the introduction of para-professionals in the classroom and
this development also repositions the teacher as the designer and manager of
the learning context, rather than solely a deliverer of the curriculum.

B Para-professionals in the classroom

Historically, the classroom and the teaching and learning process has been
the sole locus of the teacher but there now is a more complex understanding
of the learning process and a blurring of these lines: for pupils to achieve
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their potential, a range of participants is involved. Support staff have long
had a role in schools, particularly as ‘auxiliaries’ releasing teachers from play-
ground or dinner duty or from administrative tasks or from the preparation
and organization of resources (Clayton, 1993). However, more recently this
role has expanded and now, as part of the staff of a school, there are class-
room assistants who support the learning of children. Wilson et al. (2003) in
an evaluation of the use of classroom assistants report that:

Classroom assistants help pupils stay on task and achieve more while the
teacher is working with others, and they provide reinforcement through
games and activities. They also enable teachers to offer a wide range of
practical and interactive learning experiences, by supervising groups of
pupils engaged in such tasks. Many respondents [teachers] believed that
classroom assistants were contributing to improvements in pupils’
motivation, confidence and self-esteem. (Wilson et al., 2003: 203)

And these findings echo the findings of studies of the use of learning support
assistants in English schools (Woolfson and Truswell, 2005). One of the sig-
nificant issues emerging from the range of studies has been the relationship
between the teacher and the classroom assistant. With a classroom assistant
in the classroom interacting with pupils, the teacher’s role now includes one
of leadership and supervision of the classroom assistant — people manage-
ment roles that have been played in the past by those in management posts in
the school. There is also a more fundamental question this raises which is the
relative professional standing of a teacher and a classroom assistant. Muijs
and Reynolds (2003) highlight the current limited entry requirements and
training of classroom assistants. The demarcation between teacher and class-
room assistant is something that has been clearly asserted by the GTC in
Scotland: ‘The General Teaching Council for Scotland has always believed
that the role of the classroom assistant needed to be carefully defined to
ensure that there is no confusion between the tasks a teacher should under-
take and tasks a classroom assistant should undertake’ (GTCS, 2003b: 6).

In England there has been the introduction of ‘high level teaching assis-
tants’ but again a clear line is drawn between the role of a qualified teacher
and an assistant’s role: ‘teachers and high level teaching assistants are not
interchangeable and this principle will be reflected in new regulations to be
introduced under section 133 of the Education Act 2002’ (DfES, 2002: 13).

Though the roles of classroom assistants and teachers are not interchange-
able, nevertheless the development of para-professionalism within education
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has influenced the evolution of the role of the teacher. At the same time the role
of the teacher, as we have seen, is being reshaped by a range of influences: socie-
tal change, the impact of technology and research on the process of education.

To this point, we have looked across a range of policy documents from
the different systems in the UK and traced some of the developments in
relation to the changing role and position of the teacher. In the previous
chapter we looked at the idea of ‘distributed leadership’ within the context of
the school. Here we want to consider this notion of teacher leadership within
the classroom context. Underpinning the concept of ‘teacher leadership’ is
the idea of a person who shapes and manages the learning context (whether
this is within the classroom, beyond the classroom, or in a virtual learning
environment), and who leads the activities of others, (para-professionals,
professionals and pupils) in order to secure effective learning.

B Teacher leadership

Crowther and Olsen (1997) from their study of individuals who were per-
ceived not only as excellent classroom practitioners but also noted for their
ability to stimulate and influence change, identified a number of characteris-
tics. An underpinning assumption was that of excellence in pedagogic
practice and, in addition to this, the authors propose the following frame-
work for teachers as leaders. They can:

m articulate clear views of a better world

® model trust and sincerity

® build networks of support

m nurture a culture of success (Crowther and Olsen, 1997: 11).

Crowther and Olsen’s study focused on teacher leaders who would work
within areas of social and economic disadvantage and one of the significant
themes was the sense of advocacy. (Importantly also, given the previous
discussion, two of the sample of 15 were para-professionals demonstrating
how boundaries are constantly being challenged.) In these characteristics
there is a strong sense of improvement — not in managerial terms of
improvement in examination results and other indicators reflecting nar-
rowly based evidence, but more in terms of a change orientation to
improve the conditions of learning and opportunity on a wider social
front. Crowther and Olsen (1997) emphasize this values orientation and
the centrality of excellence in teaching to support pupils’ learning for their
long-term growth, development and opportunity:
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Teacher leadership is essentially an ethical stance that is based on views of
both a better world and the power of teaching to shape meaning systems.
It manifests itself in actions that involve the wider community and leads to
the creation of new forms of understanding that will enhance the

quality of life in the community in the long term. It reaches its potential in
contexts where system and school structures are facilitative and
appreciative. (Crowther and Olsen, 1997: 12)

In the previous chapter we considered some of the organizational issues that
would support the development of distributed or teacher leadership.
However, there are other factors that Frost and Harris (2003) identify as
related to what they term ‘personal capacities’:

m authority — based on the understanding and skills of the teacher who can
demonstrate excellent classroom practice

m knowledge (pedagogical, organizational, community) — an understanding
of teaching processes, of how the specific school works, of wider commu-
nity needs and contexts

B situational understanding — the ability to read and understand situations
and anticipate the reactions of others

m interpersonal skills — being able to interact, communicate and influence
others.

B Conclusion

In the changing context of the classroom, development of teachers then is
not simply about raising teachers’ awareness about new areas of knowledge
or to acquire skill in the use of a defined set of pedagogic practices. There are
attitudinal as well as philosophical considerations as teachers grapple with
the daily reality of these policies. In addition to this, as Harris and Frost
(2003) argue, the evolution of teacher leadership will demand enhanced per-
sonal skills as well as significant changes in behaviour on the part of the
teacher. Coolahan (2002), looking at the development of teachers, argues that

It is only intelligent, highly skilled, imaginative, caring and well educated
teachers who will be able to respond satisfactorily to the demands placed
on the education system in developed societies. If society’s concern is to
improve quality in education and to foster creative, enterprising,
innovative, self reliant young people, with the capacity and motivation to
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go on as lifelong learners, then this will not happen unless the corps of
teachers are themselves challenging, innovative and lifelong learners. The
future well-being of the teaching profession in the context of a lifelong
learning policy framework is of pivotal importance. It is necessary to view
the career of teaching nowadays in a systemic way which locates it within
the role required of it by a fast changing society and school environment.
(Coolahan, 2002: 12—13)

The challenge then is similar to that posed in previous chapters — how we
enable teachers to face these new demands where teachers’ traditional
authority and professional role are being reconstructed to facilitate the influ-
ence of the pupil and also the parent voice to shape and contribute to the
teaching and learning process.
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Chapter outline

This chapter explores changes in professional development for teachers and
the new career pathways and opportunities that have become available in
recent years. In the previous chapter we showed the position of teachers in
relation to their responsibility of leading learning. In this chapter we consider
the role of continuing professional development in helping teachers adapt to
and become equipped for the new roles required of them and compare the
new models for professional development and progression that now exist in
the UK.

Keywords
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In the previous chapter we looked at the organizational context of the school
and the implications of this for teacher identity and development. The
school, though, as we indicated, is part of a larger educational system in
which teacher policy is of central importance.
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A key policy feature in education in the early years of the twenty-first
century has been the negotiation and agreement of new conditions of service
and pay for teachers. This is described variously as remodelling or restructur-
ing and outlined in documents such as A Teaching Profession for the 21st
Century (Scotland: SEED, 2001a), and Raising Standards and Tackling
Workload: A National Agreement (England and Wales: DfES, 2003). In
Northern Ireland (NI), the Committee of Inquiry on Teachers’ Pay and
Conditions of Service, delivered the second and final part of its report in
February 2004, entitled Improving Conditions, Raising Standards and
Negotiating Arrangements (DENI, 2004a). Such developments are not unique
to the UK. Similar initiatives in Australia in 2000 resulted in Teachers for the
21st Century: Making the Difference (DEST, 2000). It is important, then, not
to view these developments in isolation but as part of reform of the teaching
profession that is also shaped by the school improvement agenda and the dis-
course of the ‘new professional’.

There are a numbers of drivers for such agreements, but the reference to
the twenty-first century in the Australian document (leaving aside millen-
nium mania) implies that in the new age, the role of teachers will be
qualitatively very different. In our previous chapters we have shown that the
context in which teachers operate has changed radically and rapidly in the
past 30 years. The decline of traditional industries, the rise of a knowledge-
and technology-based economy, government policies of wider access to
third-level education and lifelong learning, changing work patterns and soci-
etal changes, particularly to family structures, have all impacted on teachers
and their classroom practice. Teachers have had to try both to accommodate
these changes and adapt to this rapidly changing environment. It would be
true to say that they have not been fully supported professionally in doing
this, nor has the profession itself evolved and adapted to reflect this altered
environment.

Teacher professionalism has become increasingly politicized. There are
many reasons for this and some have been referred to already, such as the
implications of socio-economic change, nationally and globally. Clearly, the
school improvement agenda, based on economic, social and political impera-
tives, has been a driving force, with teachers viewed alternatively as
contributors to the schools’ standards crisis and as the agents for effecting
change. In an age of performance management, a predominant view is that
there is a causal link between educational underachievement and the quality
of teaching and learning experienced in the classroom. The effect of this is to
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link educational success more closely to teacher performance and to heighten
society’s awareness and expectations of teachers. In many respects this con-
tributed to the professional malaise that set in in the 1980s and 1990s,
creating greater disaffection within the teaching profession.

In England and Wales, much of this disaffection stemmed from the
changes introduced by the Education Reform Act 1988. Menter et al. (2006:
2) caution that ‘The lasting impact of those five years should not be under-
estimated. Teachers’ trust of politicians and civil servants was seriously
undermined, which may partially account for the extremely cynical
responses from which later policy initiatives were to receive from primary
teachers’ This was manifest in a ‘discourse of derision’, discussed earlier, to
which teachers were subjected by politicians in order to cover policy weak-
nesses, and this was actively promoted and reproduced in the mass media,
often not without sensation.

Recruitment and retention are also powerful drivers of the professional
development agenda. With an ageing teaching workforce (50 per cent of
teachers in England are over 45) and with large numbers of teachers due to
retire in the course of the next 15 years, there is a need to ensure that there
are sufficient experienced teachers while providing opportunities for teachers
to develop professionally. The worrying statistic that fewer than 50 per cent
of teachers who begin teacher training in England remain in teaching after
five years, causes concerns regarding teacher numbers but also raises ques-
tions about the development opportunities and level of support available to
these early career professionals (House of Commons, Education and Skills
Committee, 2004: 8).

New agreements on teachers’ terms and conditions of service, reflect
what is evident to most teachers in their classrooms — that the role of the
classroom practitioner has changed greatly in recent decades. This chalkface
reality is articulated well by one teacher in a posting in a Times Educational
Supplement (TES) chat room: ‘Naively I thought teaching was going to be
about teaching. Well now I realise that on top of that we have to act as:
policeman, bouncer, councillor, administrator, psychologist, social worker,
role model, Butlins redcoat’ (TES Online Forum, 2005b).

In the twenty-first century a teacher is an active professional, liaising
and collaborating with a number of other professionals, managing not only
learning and teaching in their own classrooms, but also managing other
staff such as para-professionals, while engaging in ongoing professional
development, with a growing expectation that this will be accredited by an
official body.
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A key feature of this remodelling/restructuring of the teaching profession
has been the central role assigned to the professional development of teach-
ers, extending the concept from in-service training (INSET) to continuing
professional development (CPD). In earlier chapters we asked our central
question — can teachers forge new professional identities which will help
them to claim or reclaim ownership of their profession? (Chapter 1) — and
speculated that one desirable way to achieve this is through professional
development, reflection and enquiry (Chapter 5). We suggested that reflec-
tive practice can be a powerful tool and resource for changing practice, where
it is used appropriately, from a critical standpoint, and as part of a structured
and supported programme or initiative. We have suggested that teachers are
not isolated professionals but are part of a professional learning community,
with a collective task of supporting, developing and enhancing the learning
experiences of pupils, and we showed how organizational contexts impact
upon professional identity and autonomy.

Our premise is that the changed and changing learning and teaching envi-
ronment requires teachers to work in new and different ways, and with a
wider range of other professionals and para-professionals. This puts greater
emphasis on the development of teachers and on CPD; and it is this changing
CPD landscape and the new development, progression and career opportuni-
ties now available to teachers that form the focus of this chapter.

B Continuing professional development

With new developments in CPD for teachers in the UK in recent years, it is
now possible to say that there is a CPD continuum or framework for profes-
sional development, which enables teachers to progress on a career pathway
and to be remunerated for it. In England and Wales the career pathway for
classroom practitioners (as distinct from that for those wishing to take up
management responsibility) has five main levels (Table 8.1), while in
Scotland an eight-level model (Table 8.2) of professional development has
evolved. In both cases, these represent a new ‘cradle to grave’ model of
teacher progression and development.
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Table 8.1 M Teachers' career pathways in England and Wales

Newly qualified teacher (NQT)
Classroom teacher
Performance threshold
Advanced skills teacher

Excellent teacher

Table 8.2 W Scotland’s eight-level model of professional development

Career stage Standard Academic
qualification
1 Probationer Teacher Standard for Full Initial Teacher
Registration Education

Qualification
2 Fully Registered Teacher
3 Experienced Teacher

4 Experienced Teacher aspiring Standard for Master’s Degree
to Chartered Teacher Chartered Teacher

Chartered Teacher

Educational Leaders Aspects of Standard
for Headship
7 Educational Leaders aspiring Standard for PgDip in School
to Headship Headship Leadership and

Management (SQH)
8 Head teachers

Source: Based on ‘Eight stages of excellence’ outlined by Scotland’s National CPD
Co-ordinator, Margaret Alcorn, in Times Educational Supplement, Scotland, 6 May 2005.

Recognition that CPD has a role to play in raising standards and enhancing
professionalism opens the discussion as to what actually constitutes CPD and
how teachers can engage with it. In Leading and Managing Continuing
Professional Development, Earley and Bubb (2004), cite Tomlinson’s observa-
tion that

The first national enquiry into in-service education training was not
mounted until 1970, which seems to suggest that it had been broadly
assumed that initial education and training would suffice for a
professional lifetime. It is an assumption rooted in a view, perhaps held
subconsciously rather than formalized as policy, that the task of the
teacher remained constant. (Tomlinson, 1993, in Earley and Bubb, 2004: 6)
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In the 30 or more years since the first national enquiry, policies to formalize
CPD have been developed and documented as strategies for CPD. In
England, a national CPD strategy was launched in March 2001 (DfEE,
2001c), with CPD co-ordinators now appointed at local authority, school
and, in Scotland, at national level, to oversee implementation.

In Scotland it was recognized that CPD provision and delivery needed to
be more coherent, structured and regulated. A consultation document issued
by the Scottish Office in 1998 noted: ‘beyond initial teacher education there
are no statements of additional competences and standards to inform devel-
opment, no overall framework to give coherence to teachers’ development,
and no structure of qualifications to work towards that gives recognition to
teachers’ increased remits and professional skills’ (SOEID, 1998: 1). In
Scotland subsequent changes have been brought about through A Teaching
Profession for the 21st Century (the McCrone Agreement; SEED, 2001a), lead-
ing to a radically altered career pathway for classroom practitioners, linked to
their engagement with CPD.

Another aspect of this changing CPD landscape is the role given to exist-
ing or recently formed General Teaching Councils. In Scotland, the remit of
the oldest teaching council in the UK, the GTCS, was extended by Act of
Parliament to include career development (Standards in Scotland’s Schools
Act 2000, Section 45, item 2). When the General Teaching Council in
Northern Ireland was established in 2004, one of it is first acts was to initiate
a consultation on CPD, resulting in the publication of the Code of Practice
and Professional Standards (GTCNI, 2004). In England, the role of the
General Teaching Council in career development is less explicit and less
extensive, explained in large part by the existence of the Teacher Training
Agency (TTA and, from 2005, the Training and Development Agency for
Schools), which has been and continues to be the strategic locus for teacher
professional development in England. Nevertheless it is possible to say that in
recent years a more coherent, structured and co-ordinated approach to CPD
is evolving within each education system in the UK, evident in the models
for development, progression and career advancement that have emerged

Teacher professional development: CPD and new career
pathways

A central element of the reform of the teaching profession is the requirement
of teachers to engage in professional development activities for a specified
period. Since 1 September 2005 all teachers in England have had an entitle-
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ment to a guaranteed minimum of 10 per cent of their timetabled teaching
commitment for planning, preparation and assessment (PPA). This is linked
to CPD in that the purpose of PPA is to ‘enable teachers to raise standards
through individual or collaborative professional activity’ (National
Remodelling Team, 2003).

In Scotland teachers are committed to undertake 35 hours of CPD each
year. This requires them to engage in a variety of developmental activities as
part of their contractual obligations. These activities are usually reached in
agreement with a line manager, form part of the teacher’s personal develop-
ment review (PRD) and are often recorded in a CPD portfolio. There can be
wide variety in the sort of activities teachers engage with as part of this
mandatory CPD. For some, the school closely prescribes this; for others it is
self-determined. Consequently, while one teacher might undertake an accred-
ited (award-bearing) programme of study, another might view reading an
educational newspaper or journal on a weekly basis as constituting their CPD.

There are a number of explanations for the introduction of mandatory
CPD. Traditional INSET courses were often seen as unsatisfactory, with lim-
ited impact on classroom practice. Such courses were usually short day-
courses provided either in school, by the local education authority (LEA) or
by external providers such as external consultants or higher education insti-
tutions (HEIs) and were often specifically related to curriculum content.
Further, attendance at these courses was, with the exception of courses pro-
vided to cover national developments, entirely voluntary in nature and often
no profile of attendance or outcomes for the individual was kept. Variations
in the quality of CPD experiences and opportunities provided by these fre-
quently had a negative effect on teachers. The proliferation of the number of
educational consultants, especially in the 1990s, made possible by the open-
ing up of a largely unregulated CPD market, contributed to this. This,
indeed, could be seen as the high point of ‘guru-led” CPD.

Part of the reason for the dissatisfaction with CPD provision and delivery
was its ‘one-off” nature and there were few opportunities to develop this in a
sustained way over time. The Scottish CPD consultation document also rec-
ognized that “‘While we have established some courses for CPD, which are
well supported by teachers, the arrangements for CPD are not generally sys-
tematic or well directed’ (SOEID 1998: 3).

It was recognized that CPD provision and delivery needed to be more
coherent, structured and regulated. In Scotland the creation of a National
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Register of CPD Providers, established by the GTCS in 2002, seeks to manage
this, with all providers on the register accredited by the council.

The introduction of mandatory CPD is not uncontested. At its most cyn-
ical, it can be seen as a resource for upskilling the teaching workforce,
premised on a deficit model of provision. It is also based on an assumption
that some teachers are reluctant participants in CPD. In a similar vein,
INSET, which is centrally funded, is seen as a means of retraining teachers to
implement government reforms (Earley and Bubb, 2004: 6). Another aspect
of this debate is the impingement on personal autonomy which mandatory
CPD represents. If a defining feature of a profession is seen to be autonomy,
then, the requirement to undertake 35 hours of CPD activity, as is the case in
Scotland, can be viewed as anti-liberal, constraining teachers’ individual
decision-making and, potentially, promoting conformity.

A more enlightened perspective is to see CPD as a professional obligation
and responsibility on the part of both the individual and employer. Through
mandatory CPD an employer provides teachers with a minimum level of
CPD opportunity. This is not unreasonable and, indeed, is in line with devel-
opments in other professions such as medicine, which links engagement with
CPD to appraisal and revalidation (General Medical Council, 2005). In the
pharmaceutical profession CPD has become mandatory since 2005 (Royal
Pharmaceutical Society of Great Britain, 2005). It is a reasonable expectation
that any professional should seek to maintain and develop their professional
practice throughout their career, reviewing practice, acquiring new skills and
knowledge, and sharing good practice and experience with colleagues and
new entrants to the profession.

How much can really be accomplished through 35 hours of CPD is ques-
tionable and its ability to impact on and change practice is not guaranteed.
Consequently, initiatives in CPD in recent years have provided opportunities
for more extensive engagement with CPD on a voluntary and incentivized
basis. There have always been teachers who have undertaken their own pro-
fessional development beyond their contractual obligations. This was often a
personal undertaking and self-financed and, while enhancing the individual’s
own practice, was usually not formally recognized by employers in terms of
salary and status unless it was a vehicle for career promotion. For most
teachers there was little incentive to pursue this.

One central feature of the reform of teacher professional development has
been to recognize that there are many competent and expert classroom teach-
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ers who have much to offer their own and other schools in terms of improv-
ing and enhancing learning and teaching. Recognizing that engagement in
such activities takes those participating beyond normal contractual obliga-
tions, requiring personal commitment to further study and development, the
career structure was reordered to accommodate these teachers with a new role
or status: Chartered Teachers (CTs) in Scotland and Advanced Skills Teachers
(ASTs) and Excellent Teachers (ETs) in England and Wales. Before exploring
these in more detail, we will look first at performance threshold, the first stage
for a teacher’s engagement with the professional development continuum. We
use as our point of reference and measurement, the extent to which these new
initiatives enable classroom practitioners to maintain and develop their class-
room practice, acquire new knowledge and skills, and share good practice and
experience with colleagues and new entrants to the profession.

Performance threshold as professional development?

In England, Wales and Northern Ireland, all teachers who have reached the
top of the main salary scale are eligible to apply to ‘cross the threshold’: in
other words to move to a new salary scale. Threshold represents the first
stage in career progression for classroom practitioners. Applicants must
demonstrate that they can meet eight performance standards and provide
evidence for this. If successful, they receive an additional £2,000 per year and
transfer to an upper pay spine.

Threshold offers an opportunity to have a teacher’s professional develop-
ment recognized and rewarded. The process of applying for threshold,
reflecting on and documenting classroom practice and professional develop-
ment, using evidence from daily practice to support this, can be an
important developmental experience for a classroom practitioner. Crucially
it can affirm a teacher in ways that have not been previously available. The
importance of this, both self-affirmation and public affirmation, should not
be underestimated, given the low morale and professional malaise that have
characterized the teaching profession in the past three decades.

However, as a means to recognize performance and restore value, thresh-
old seems to have had limited impact, particularly with regard to
professional development. Findings from research conducted by Menter et al.
indicated widespread cynicism about the overall approach, with few teachers
believing that there had been a positive impact on their own teaching. The
research also found that the process had some very negative emotional
impact on individuals and groups of teachers (Menter et al., 2006: 5).
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Part of the difficulty is the way threshold has been presented and under-
stood. One way of viewing it is as a means of managing a pay rise, without
making the rise uniformly applicable. Certainly, some teachers seem to equate
it with this. Menter et al. cite one teacher from their survey who responded ‘I
just don’t think it’s fair that we actually have to apply for our own pay rise’
(2006: 5) Among some teachers, there is a prevailing culture where career
advancement and salary remuneration are seen as automatic, whereas in other
comparable professions this has not been the case for many years.

Teachers also seem to perceive the process as having little impact on prac-
tice and view it as an unnecessary form-filling exercise. This, however, is very
much a matter of interpretation and expectation. Menter et al. argue that ‘if
practice is interpreted as referring more broadly to wider aspects of teachers’
work, then threshold has a marked impact’ (2006: 8).

On another level, however, threshold can be viewed as career enhancing.
The process of reflecting on performance, of demonstrating how practice
meets threshold standards, and selecting and providing evidence to support
this, can be both affirmative and developmental, particularly when the out-
come is successful. It may also highlight future areas for CPD activity. Of our
three CPD measurements, threshold only meets one — reviewing practice —
but that is not to devalue its role and contribution. Threshold may be limited
in what it can offer teachers in terms of professional development, but its
crucial role might be in setting teachers on a developmental pathway, which
takes them to the next stage and beyond.

Advanced Skills Teachers
The post of AST was introduced in England and Wales in 1998 (ASTs have
not been introduced in Northern Ireland) and was presented as part of a
package of initiatives designed to provide ‘more career progression opportu-
nities for the best teachers’ In addition to AST, this package included
performance threshold and the fast-track initiative. The need specifically for
AST posts was to ‘recognize and retain the best teachers’ (DfES, 2001a).
Beyond the published reasons for the creation of ASTs, it is possible to
discern other factors influencing the introduction of this new post. We have
discussed previously the urgency of the issue of retention, both in terms of
early career professionals and more experienced teachers. In addition, the
dominance of the school improvement agenda, effected through perform-
ance management, has put the spotlight on the classroom practitioner.
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Previously, the only opportunity for classroom practitioners to achieve
career promotion, and the accompanying benefits and status, was to pursue a
management role. Once in position, the influence of these highly competent
classroom practitioners on learning and teaching was less immediate and
direct. As we argued in Chapter 7, the establishment of line management sys-
tems in schools in the late 1980s and 1990s as the conduit for
implementation of national policy resulted in a division between the man-
agement and teaching, separating managers from the core business of any
school, the teaching and learning processes, and separating teachers from the
processes of decision-making about teaching and learning in the school.
Thus a reason for the creation of ASTs is to disseminate expertise into learn-
ing and teaching that previously was channelled into management.

Further, it could also be argued that, given New Labour’s emphasis on
education as a central pivot of policy, a rapid response to the schools’ crisis,
with immediate effects was desirable and ASTs are one way to achieve this.
This links to a commonly held assumption that the best teachers, often those
who undertook further study and engaged more widely with CPD, would
seek career advancement through a management position, as the only form
of career progression available to them. This meant that classroom practi-
tioners, many highly competent and highly expert, nonetheless were
perceived as needing to develop their skills and knowledge, and in the worst
cases, were viewed as the ‘rump’ of the profession. In the 1980s and 1990s,
this was evident in a downwards spiral of declining morale and a devaluing
of the classroom practitioner but it is a view that persists. In March 2005, in a
special feature, the Times Educational Supplement described the outreach role
of the AST ‘superteacher’ as ‘fighting the evils of sloppy practice and spread-
ing good advice and exemplar material’ (Hastings, 2005).

Another argument is that AST represents the traditional cascading of CPD
in a new format and, in a climate of performativity, a cheaper but potentially
more efficient and effective option than providing specific CPD opportunities
for all teachers. In many respects the creation of AST addresses these needs in
three ways: (1) aspirationally, as an incentive to develop professionally, (2) as a
cohort of expert teachers effecting change in their own classrooms and (3) as
a resource for helping other teachers develop their practice.

Unlike the Scottish Chartered Teacher which is a designation of status
rather than a post, in England, a school decides whether or not to create an
AST post and then advertises externally as well as internally for applicants.
The post is funded by the local education authority. Applicants must demon-
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strate how they meet the AST standards and the process consists of three
components: (1) the application, (2) a portfolio of evidence, and (3) class-
room observations and interviews. This is conducted by an external assessor.
If successful, AST applicants are then shortlisted for AST posts, and if not
appointed to the post for which they are applying, can apply for other posts
without further reassessment (DfES, 2001a: 13).

The main duties of ASTs are to provide excellent classroom teaching, and
80 per cent of their time is to be dedicated to this. An additional aspect of their
role, representing the further 20 per cent of an AST’s time, is to engage in out-
reach, ‘helping colleagues to raise teaching and learning standards in their own
and other schools (DfES, 2001a: 7). The financial reward for fulfilling the
duties of an AST is an enhanced salary, paid on a separate AST pay scale.

A key requirement for achieving AST is seen to be ‘excellent teaching
practice and credibility with a range of colleagues inside and outside school’
(DfES, 2001a: 5) and an AST is described as ‘an excellent teacher who
achieves the very highest standards of classroom practice and who is paid to
share his or her skills and experience with other teachers’ (DfES, 2001a: 1).
The contribution of an AST to teacher professional development is substan-
tial in a variety of ways, such as providing career aspiration and motivation,
enhanced classroom practice and as a resource for supporting colleagues to
develop professionally. Opportunities for career advancement are important
motivators for any profession and the creation of the new grade of AST is a
means of recognizing the professional expertise of many experienced teach-
ers. Importantly, it also creates a role that less experienced teachers can aspire
to and work towards. Since its introduction in 1998, 3,780 teachers in
England have become ASTs (DfES, 2005¢).

For those who have pursued it, many feel their AST experience has re-
kindled or prompted career ambitions. Outreach work, which, as previously
mentioned, forms 20 per cent of an AST teaching commitment, is seen as
particularly rewarding as it ‘opens eyes and widens horizon’ (Taylor and
Jennings, 2004: 5, 8). Taylor and Jennings conducted research on The Work of
Advanced Skills Teachers in 2004 and their findings from a survey of 1,000
ASTs, provides important evidence and insights into the contribution that
ASTs are making in their own and other schools.

The main focus for an AST is learning and teaching in their own class-
room, which represents 80 per cent of their working commitment. Findings
from the research indicate that this is having a positive impact. Taylor and
Jennings found that for head teachers, the introduction of AST grade had
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made a positive contribution to the retention of good teachers and com-
mended its impact on the morale of the teachers concerned — their sense of
self-esteem and sense of value had developed considerably. The outreach
experience also appears to impact on the contribution of an AST to their
own school, with ASTs more confident about leading staff training opportu-
nities and workshops (Taylor and Jennings, 2004: 19).

It is in the area of outreach that ASTs appear to be experiencing the most
dramatic effects, both in terms of their own professional development and
that of the teachers they work with as part of their outreach. Advanced Skills
Teachers engaging in outreach can be deployed in a number of ways. These
might include

m helping teachers with planning

B demonstrating teaching

® helping teachers gain confidence and self-esteem

m working on curriculum development

m collaborating on curriculum projects

® helping to produce teaching materials

B supporting in-service provision

B supporting trainees in initial teacher training

® supporting newly qualified teachers (Taylor and Jennings, 2004: 6).

Most LEAs publish a directory containing details of an AST’s experience and
expertise. Head teachers and others can refer to this to match a suitable AST
to a school project. For many ASTs, their outreach work is stimulating, enjoy-
able, invigorating and satisfying, and head teachers generally report a positive
impact on learning and teaching, attainment and achievement (Taylor and
Jennings, 2004).

While ASTs can contribute to school development and improvement in a
variety of ways, for many ASTs the key role — that of teacher-developer — was
one which a number of ASTs felt inadequately prepared for, and uncomfort-
able with. Many of the ASTs surveyed in Taylor and Jennings’s research were
deployed to support weak or failing teachers. For one AST, it soon become
apparent that their original outreach assignment, initially described in terms
of supporting a history department’s development of assessment of learning,
was in reality to support a weak NQT (Taylor and Jennings, 2004: 7, 21). This
demonstrates an inherent danger that ASTs are viewed in narrow terms and
deployed in ways that do not optimize their expertise in learning and teach-
ing, and for which they not wholly or adequately prepared.
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In some instances ASTs undertake roles that previously would have been
filled by local educational authority advisers. Pressure on resources at LEA
level makes AST an attractive option for head teachers seeking support for
school improvement initiatives. The ASTs can fill gaps in the LEA’s provision
of subject-focused and other specialized advice with the advantage that their
deployment can be more widely spread. Such substitution of roles can create
tension, with ASTs viewed as a potential threat by some LEA advisers. More
positively, ASTs are increasingly viewed as teachers capable of working along-
side advisers and complementing their work, and as a key element in LEA
strategies to raise standards in teaching and learning (Taylor and Jennings,
2004: 16).

However, dissonance between how ASTs view their role and how it is
viewed by head teachers and LEAs can make the outreach remit of ASTs more
complex, particularly as ASTs tend to see themselves as deliverers of specialist
support rather than as school improvement generalists (Taylor and Jennings,
2004: 9). With time, training and appropriate professional development this
dissonance may reduce so that ASTs come to be viewed, and view themselves,
as part of team for effecting change and bringing about improvement.

However, in terms of further professional development, once the grade
has been achieved and an AST post secured, findings from Taylor and
Jennings’s research and Office for Standards in Education (OFSTED) inspec-
tions suggests that this remains unsatisfactory. This relates particularly to the
outreach role. Taylor and Jennings found that more than two-thirds of the
1,000 ASTs surveyed regarded the preparation and training they had received
so far for their teacher-developer role to be deficient or non-existent. Given
the complexities of the tasks ASTs engage in through outreach, from sup-
porting weak and failing teachers to leading curriculum innovations, this is a
worrying deficit. Taylor and Jennings draw attention to the assumption that
being an excellent teacher of pupils is a necessary and sufficient condition for
working with adults. They note that “The wide variety of work assigned to
them also assumes that ASTs are as well equipped to undertake work with
weak or failing teachers, as they are to deliver curriculum development proj-
ects’ (Taylor and Jennings, 2004: 10).

An OFSTED report in 2003 found that ‘a few ASTs were sent into schools
which were in very challenging circumstances and where there were unrea-
sonable expectations of what they could achieve’ (OFSTED, 2003: 9).

In Taylor and Jennings’s research, the ASTs surveyed felt that they rarely
had time for reading or adequate access to appropriate literature and the
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researchers suggest a role for HEIs supporting ASTs more actively by provid-
ing access, disseminating research and collaborating with ASTs on research
projects. A future possibility is university accreditation of outreach work
(Taylor and Jennings, 2004: 10, 14).

Returning to our three-score measurement of CPD — reviewing practice,
acquiring new skills and knowledge, sharing good practice and experience
with colleagues and new entrants to the profession — ASTs appear to impact
positively in all three areas, though the evidence shows that it is in the area of
outreach that the impact is greatest. Advanced Skills Teachers are supported
in acquiring new skills and knowledge through training and networks, but
ASTs view the latter as more effective than the former. The process of apply-
ing to becoming an AST, involving reflecting on practice, appears also to be a
positive experience, with all those interviewed by Taylor and Jennings report-
ing that they felt valued and were pleased that their expertise had been
recognized. Taylor and Jennings conclude that ‘the creation of ASTs appears,
therefore, to have been successful in its objective to “recognize and retain the
best teachers”’ (Taylor and Jennings, 2004: 11).

Excellent Teachers

The final tier of the restructured teaching profession in England and Wales,
Excellent Teacher (ET), will be in place and available to teachers from
September 2006. The Excellent Teacher Scheme (ETS) is aimed at ‘the very
best classroom practitioners’ and is seen as widening the opportunity of
career advancement of such teachers beyond the AST or leadership routes
(Teachernet, 2005a: 2)

The Excellent Teacher is viewed as the pinnacle of a classroom teacher’s
role and a distinctive part of the teaching career structure. Unlike AST, there is
no outreach attached to the role and ET is viewed as a resource for other teach-
ers, requiring length, breadth and depth of experience, pedagogic excellence,
and coaching and mentoring skills of a high order (Teachernet, 2005a: 2). Like
AST, ET is a post created by schools and ETs will have a clearly defined role.
Many of the activities that ETs could be involved with in this role are similar to
those often undertaken by ASTs as part of their outreach, for example :

® induction of newly qualified teachers

m professional mentoring of other teachers

® sharing good practice through demonstration lessons

m helping teachers to develop their expertise in planning, preparation and
assessment
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m helping other teachers to evaluate the impact of their learning on pupils

® undertaking classroom observations to assist and support the performance
management process

® helping teachers improve their teaching practice including those on capa-
bility procedures (Teachernet, 2005a: 3).

To become an ET, a teacher must have been paid on scale U3 for not less than
two years when they take up the post. If eligible, applicants must meet all six
of the ETS standards (Table 8.3) — currently the same as AST. They should
either be employed in a school where a vacancy for an ET exists or have been
assessed already as meeting the AST standards (Teachernet, 2005a: 4-5).

Table 8.3 W Excellent Teacher standards

Excellent results/outcomes

Excellent subject and/or specialist knowledge

Excellent ability to plan

Excellent ability to teach, manage pupils and maintain discipline

Excellent ability to assess and evaluate

o U1 A W IN =

Excellent abilty to advise and support other teachers

While the preliminary documentation released from the DfES about ETS
outlines the process for appointing ETs, and the role and duties associated
with the post, there is no indication of how this should relate to AST, other
than its representation as ‘widening the opportunity of career advancement
of such teachers beyond the AST or leadership routes’ (Teachernet, 2005a: 2).
Similarities in the process of appointment and the application of the same
standards to the two posts, and conversely the omission of the outreach obli-
gation of AST from the ET post, suggests that the success of ASTs in outreach
and as part of school improvement, has necessitated an extension.

Chartered Teacher

The Scottish CPD framework and pathway for career progression differs
from the English model in a variety of ways, as we have seen. As elsewhere in
the UK, teachers in Scotland are obliged to undertake 35 hours of CPD.
However, there is no comparable performance threshold — although Scottish
teachers participate in performance review and development.
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The introduction of Chartered Teacher in 2003 marked a radical new
development in CPD in Scotland, providing a new career pathway, recogniz-
ing the professional development of teachers and providing financial
remuneration for this. Teachers who have reached the top of the main salary
scale and have maintained a CPD portfolio from 2002, are eligible to apply
for admission to programmes leading to the award of Chartered Teacher.
Unlike Advanced Skills Teacher, Chartered Teacher is recognition of profes-
sional status rather than a specific role and is linked to a postgraduate
programme of study.

Chartered Teacher emerged as a result of a process of national consulta-
tion and negotiation with key stakeholders, resulting in the convening of a
committee in 1999, chaired by Professor Gavin McCrone, to enquire into
teachers’ careers and conditions of service. This was preceded by or coincided
with several developments, all coalescing around the issue of teacher profes-
sionalism. In 1997, the Sutherland Report had recommended the
development of a national framework for CPD. How this might be developed
was the focus of a national consultation on CPD, initiated by the Scottish
Office (SOEID, 1998b). In 2000, the Standards in Scotland’s Schools Act
extended the remit of the GTCS to include professional development (Bryce
and Humes, 2003: 943).

The remit of the McCrone committee was to enquire into the profes-
sional conditions of service for teachers. The impetus arose from ongoing
tension with the teachers’ unions regarding a pay settlement for teachers. The
convening of the McCrone committee was an attempt to offset any potential
industrial unrest or dispute resulting from a failure to reach agreement
(Pickard and Dobie, 2003: 50). The McCrone committee reported its find-
ings in the McCrone Report in 2000 and, after a further round of
negotiations with the teachers’ unions, a final agreement was reached — A
Teaching Profession for the 21st Century (SEED, 2001a).

The McCrone Report had recommended the creation of two new grades
for teachers, Chartered Teacher and Advanced Chartered Teacher (Pickard
and Dobie, 2003: 51). In the final agreement, however, within the revised
career structure there was to be only one grade for classroom teachers —
Chartered Teacher.

Like AST, and subsequently ET, the CT initiative aims to provide a career
structure for classroom practitioners and to reward performance in the class-
room. This is measured against a Standard for Chartered Teacher (SCT),
which defines the level of accomplishment teachers might seek to achieve
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after completing the Standard for Full Registration and after establishing
themselves in the profession (GTCS, 2003: 5).

The purpose of the new grade of Chartered Teacher is to ‘provide the
best, experienced teachers with opportunities to remain in teaching, to
embrace new challenges, improve their skills and practice and to be rewarded
accordingly’ (GTCS, 2003: 5). As Menter et al. (2004) argue, the CT initiative
is very much premised on a developmental model, with CT status achieved
by qualification, a specialist Master’s degree through which an individual
would demonstrate the achievement of the Standard for Chartered Teacher.
In the SCT professional action is a central focus, underpinned by a number
of interacting components: professional values and personal commitments,
professional knowledge and understanding and professional and personal
attributes (SEED, 2003).

Since Chartered Teacher was to be qualification based, it was clear that
higher education institutions would have a central role. However it was also
appropriate that both prior formal and prior experiential learning should be
recognized. Consequently, two routes to achieving Chartered Teacher were
developed: a programme route, delivered by an accredited provider, and an
accelerated route provided by the GTCS. In the original guidelines the latter
route was to be available for a limited period of time (five years) after which
only the programme route would be available.

All applicants for CT must complete an entry-level self-evaluation
module, which enables a teacher to reflect on their practice and plan for
future progression to CT. On successful completion of this, teachers can opt
for one of two routes. An experienced practitioner who has undertaken
formal and experiential learning can apply directly to GTCS for CT status.
This is awarded on the satisfactory submission of a reflective commentary and
portfolio of evidence demonstrating how the applicant meets the Standard for
Chartered Teacher. If a teacher is successful on this accelerated, accredited
route, they can become a CT within a year of application and receive an incre-
mental rise in salary of approximately £6,000. Since its introduction in 2003,
140 teachers have been awarded CT status through this route.

As we have shown with regard to threshold, the opportunities for this
retrospective approach to enhance practice is limited. The affirmative
processes associated with the self-evaluation against a set of standards and
benchmarks can be motivating and incentivizing but there is less potential
to develop and enhance practice in a focused and supported way. This cru-
cial link between development and practice, which we argue is inherent in
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processes of reflection, development and enquiry, are explored more fully
in the next chapter

The alternative route offered by CT providers, who are in the main HEIs,
consists of a 12-module postgraduate programme of study leading to the
award of a Master’s degree (applicants will have already completed the entry-
level module). While teachers must finance their study themselves, they
receive one salary increment for every two modules successfully completed.
By 2005 there were approximately 2,800 teachers studying for CT on the pro-
gramme route, and 140 teachers with Chartered Teacher status.!

As CT programmes of study are essentially developmental, the emphasis
is on change-focused action. There are three main phases to the programme:
the core programme, made up of four core modules which all CT course
members complete;? the options programme, in which teachers select four
modules from a suite of modules offered on a range of pathways; and the
final phase of the programme, the work-based project in which teachers can
complete two smaller projects, equivalent to two modules, or one large proj-
ect, equivalent to four modules. If a teacher opts to follow the programme
route through part-time study, they can complete the programme within six
years. However, to facilitate teachers with prior learning, it is possible to
make a claim for accreditation of prior learning for up to 50 per cent of the
programme (six modules). Consequently, it is possible for teachers opting for
this route to achieve CT within three years.

The CT emphasis on ‘change-focused action’ means that all modules
within the programme of study are designed to enable teachers to meet
aspects of the SCT. Modules are assessed through a small-scale action
research project in which a teacher takes forward an aspect of learning from
the module, plans and implements a classroom-based initiative, evaluates the
conduct and impact of this, and explores ways in which this can be devel-
oped further. Initial research shows that it is through such action research
projects that real change is happening both to individuals and how they con-
ceive of themselves as teachers, and to classroom practice generally. Whether
such changes can be seen as leading to a new or reconstructed identity is con-
sidered fully in the following chapter.

The extent to which the accelerated, accredited route can provide teach-
ers with opportunities for ‘change-focused action’ is less apparent. Certainly
there is an assumption and, indeed, an expectation that teachers applying for
the accelerated route are already working at this level. But, as we have dis-
cussed with regard to performance threshold, the impact of evaluating and
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assessing oneself against a set of standards and competences is more affirma-
tive. Like performance threshold, the CT accredited route does not specify a
future role for the CT. While the SCT articulates what the characteristics of a
CT should be, it is less clear about what a CT should do. Indeed, many of the
arguments from teachers opposing a performance threshold are similar to
those about CT, in particular the view held by some that Chartered Teacher
status is an entitlement that should be automatic.

If we use the frame of our three-point CPD scale to evaluate CT, we can
see that CT provides teachers with opportunities to meet two of the three
areas: reviewing practice and acquiring new skills and knowledge. However,
the third, sharing practice and experience with colleagues and new entrants
to the profession, is a fundamental weakness in the initiative.

Teachers pursuing CT status through either the accredited or programme
routes have no obligation to inform their line manager or head teacher.
Teachers’ employers, the local authorities, only become aware of who is
working towards or has achieved CT when notification of salary increments
is received. There have been two consequences of this. First, in its initial
phase, for many teachers, CT was a clandestine activity, one that some teach-
ers did not disclose even to their colleagues. Secondly, within schools, there
are no structures or frameworks required or in place to support teachers who
are working towards CT, or those who have attained it. A further tension is
that while the SCT expects collegiate activity, there are no formal mecha-
nisms providing for this in schools (Reeves and I’Anson, 2005). As we have
argued in Chapters 6 and 7, the recasting of schools as learning communities
offers greater potential for school improvement and the enhancement of
learning and teaching, but the decoupling of CT from the school context has
limited its potential for impact, at least in its initial phase.

Chartered London Teacher

Chartered London Teacher (CLT) was launched in September 2004 and the
first such teachers will receive the status in September 2006. This status is
unique to London, and accessible only to teachers in the capital. Its purpose
is similar to the Scottish CT and AST in England and Wales, and this is ‘to
recognize and reward the skills and expertise of London teachers’
(Teachernet, 2005b). Teachers pursuing CLT must demonstrate and provide
evidence that they meet the CLT standards across four main strands (Table
8.4) relating to practice, enquiry and professional development (see the CLT
website, 2005 at www.clt.ac.uk).
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Table 8.4 W Chartered London Teacher strands

Pedagogy and pupil learning
Subject specialism and phase learning
Whole-school issues

Diversity, communities and cultures

The incentives for teachers to purse CLT status are a one-off pay reward of
£1,000 and, it is claimed, the prestige of having gained outstanding status as a
teacher (Teachernet, 2005b). This varies somewhat from the financial incen-
tive associated with CT and AST and suggests that CLT may be part of a
strategy associated with the teacher supply problem in the capital city and
where retention of teachers is a pressing matter.

B Conclusion

We have explored the policy imperatives leading to the reform of profes-
sional development for teachers. These have resulted in a more extended
concept of CPD and its role in bringing about change and improvement. The
development of new career paths, linked to CPD opportunities, is a key fea-
ture of this reform. Performance threshold, AST, ET and CT all provide
opportunities for teachers to extend their professionalism and to be remu-
nerated for this. In the past ten years, the CPD landscape has changed
substantially, forcing a change in culture with regard to CPD. Teachers now
have to find their place in this landscape, adapting to and responding to the
changes introduced. In a climate where what it means to be a teacher is quali-
tatively different, it is hard for teachers to avoid reflecting on and questioning
their role. How this impacts on their professional development and profes-
sional identity is explored in the next chapter.

Notes

1 Information supplied by General Teaching Council for Scotland, October
2005.

2 The core modules are the Self-evaluation Entry Module, and three others
organized around the themes of learning and teaching, inclusive educa-
tion and team/collegiate working.
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Chapter outline

This chapter extends the critique of professional development and new
career pathways for teachers, by exploring the contribution CPD can make
to enhancing professionalism and redefining identity. By framing this in the
context of the policy imperatives behind recent initiatives in CPD for teach-
ers, the chapter also considers the extent to which these new pathways
enable teachers to shape and reshape their own identity, or the extent to
which they impose a carefully constructed identity on teachers.
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B Introduction

In Chapter 8 we considered the new models and pathways of professional
development for teachers that have evolved in recent years. We suggested that
this is part of a fundamental shift in what it means to be a teacher, with far-
reaching implications for how teachers perceive themselves and their role,
and how they are seen by others. There is broad agreement that the more
coherent CPD frameworks that have evolved in the education systems within
the UK in recent years, mark a qualitative difference and, arguably, improve-
ment on other forms of teacher professional development such as INSET.
The focus in this chapter is how engagement with CPD can bring about not
only a change of practice, but also a change of identity.
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One of the legacies of the late twentieth century is that we continue to be
defined by what we do, rather than who we are. This inheritance could be
said to stem from neo-conservative influences in the 1980s and first part of
the 1990s, with public and private roles and persona clearly delineated. The
individual’s public role was to serve society, increasingly as a contributor to
the burgeoning knowledge economy, while self-regulation prevailed in the
private space. This is uncontested for many occupations, but for the teaching
profession it is more difficult to reconcile. The emphasis in education in this
period was one of targets, benchmarks and renegotiated contracts — all
important aspects of performance management — defining what a teacher
should do, rather than the values and attributes underpinning who a teacher
is. This was a consequence of the commodification of the public servant,
resulting in the low esteem with which teachers came to regard themselves,
and how they were viewed by society.

In the early years of the twenty-first century there have been moves to
recover and restore this, and to reclaim a professional space and place for
teachers. What is interesting about this is that it is the government that has
been proactive in claiming this space, rather than teachers themselves and the
teaching unions. Estelle Morris’s speech to the Social Market Foundation in
2001 made clear that reform of the teaching profession was a central element
of New Labour’s reform of the public services (Morris, 2001: 2). The teach-
ing profession, she said, must ‘renew itself and restate its claim to
pre-eminence’. Her vision was for a ‘fruitful and new era of trust between
Government and the teaching profession’ (Morris, 2001: 19).

One of the ways that this could be achieved is through engagement with
professional development. There is more than a moral imperative for doing
this. In the twenty-first century, the role and task of being a teacher is very
different from what it was, even 30 years ago. Kevin Harris outlines the his-
torical context for this, in somewhat grim terms:

The present history of teachers in much of the Western world has become
one of decreased status and control with relation to educational issues, loss
of autonomy, worsening of conditions, loss of purpose and direction,
destruction of health, increased anxiety and depression, lowering of
morale, and despite a continued proliferation of policy rhetoric to the
contrary, subjugation to increasing government and other external
controls of schools and curricula. (Harris, 1994, in Hall, 2004: 1)
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For Hall, the reality is that in school, as in other workplaces, ‘teachers’ work
has been redesigned, and ‘the skills teachers need today are different from the
skills needed in the past’ (Hall, 2004: 3). This very different work and world
reality for teachers, tests and challenges their professional identity.

The emergence of new frameworks and structures for professional devel-
opment also challenges teachers’ professional identity. Teachers must now self
identify against a range of new titles: Advanced Skills Teacher, Excellent
Teacher, Chartered Teacher. These are often billed in the media as ‘super
teachers), descriptions which can cause ASTs or CTs a degree of discomfort,
both in the expectations they generate and how these teachers are viewed, par-
ticularly by their colleagues. An underlying assumption is that CPD
frameworks and developmental opportunities are welcomed and will be
embraced by all teachers. However, career advancement, in teaching as in any
profession, is potentially divisive. A further aspect to this is the pressure a
teacher might feel to undertake CPD. This may reflect a changing culture,
where more teachers engage with CPD opportunities, and those who choose
not to, for a variety of reasons, are left behind, and, at its worst, contributes to
a teaching underclass.

Research on these new forms of teacher professional development is at an
early stage and tends to focus on the impact for those who have successfully
navigated their way to enhanced status. The impact on those who do not suc-
ceed or who withdraw is a less explored area. Certainly there are some
teachers who rather than formally withdraw, simply drift away. While it
could be argued that these are the very teachers for whom engagement with
structured CPD opportunities could be of most benefit, another view might
be that these teachers were being forced (consciously or unconsciously) into
a pathway for development that was not appropriate for them.

Another assumption is that engagement with new CPD opportunities is
for the most part positive and will result in change for the good. This is not
necessarily the case. In their research with primary teachers involved with the
threshold process, Menter et al. (2004) concluded that it added to the sense
of alienation and a loss of control for some teachers, a process started by the
Education Reform Act 1988. The researchers concluded that this seemed to
have ‘pressed the right buttons’ in terms of the professional cultures and
identity of teachers (Mahony et al., 2004: 3, 5) leading them to caution about
the destructive nature of threshold and the imposition of standards as a
means of defining teachers (Mahony, 2004: 3, 5).

Another consequence of changes in professional development opportu-
nities for teachers, is that teaching has ceased to be homogeneous, with a
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clear demarcation between those teachers who opted for school management
and those who chose to remain in the classroom. Now, the latter group has
become differentiated with new roles, grades, titles and status. The inherent
danger in this is that the CPD continuum replaces one hierarchical system
with another. This is especially the case in instances (particularly in
Scotland), where management structures have been flattened and posts abol-
ished through job sizing so that opportunities for career advancement, in the
traditional sense of moving up a career ladder, are now more restricted.

Gender and age can be determinants of career development and progres-
sion. Menter et al. note this with regard to the Scottish Qualification for
Headship, finding in their evaluation of it that ‘there are equal opportunities
issues to be considered about the ability of those with major commitments
outside school to be able to undertake the programme’ (2005: 19). It is cer-
tainly a salient point for programmes and initiatives such as AST and CT,
which are available to a greater number of teachers. These initiatives are tar-
geted at experienced teachers at the top of the main salary scale, who often
have substantial personal commitments in addition to professional ones. These
individuals are often juggling multiple roles and, arguably, several identities.

These changing forms of CPD go far beyond affirmation of what many
teachers already know and their colleagues acknowledge, that they are indeed
accomplished teachers. In this regard, these teachers become more than what
they were previously. Central to this is the new role they play in disseminat-
ing their experience, expertise and good practice as mentors, supporters,
teacher-developers, substitute or associate advisers. These new roles create
and offer new and different identities for teachers.

‘Accomplished’ or ‘expert’ teachers are now terms associated with the new
grades of AST and CT that have been introduced in recent years. These terms
imply that teachers who attain the status of AST and CT are more than expe-
rienced teachers, and can demonstrate their accomplished practice and
expertise. This may have been developed in a variety of ways but the dual
processes of reflection and enquiry are central to this (see McMahon and
Forde, 2005).

In seeking to understand the impact of CPD and its role in the formation
and re-formation of identity, the work of Reeves and Forde with regard to
the Scottish Qualification for Headship is helpful. They begin initially by
locating participants in activity sets, which enables them to explore the ten-
sions, challenges and opportunities experienced by participants. The key
intersection is that of CPD, which, they note, is premised on the assumption
that the practice and performance of teachers will be improved by their par-
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ticipation in professional development, and the school set. They suggest that
the construction of practice in the SQH arises at the point of intersection of
competing activity sets, leading them to assume that unless a CPD interven-
tion is simply remedial in intent, it must represent some redefinition of
professional action (Reeves and Forde, 2004: 88).

Their conclusion is that ‘any change in practice on the part of one or
more individuals in an activity set, is fundamentally a political issue, involv-
ing contestation over the nature of practice, hence associated issues of
practitioner identity’ (Reeves and Forde, 2004: 89). In other words, not only
is the practitioner changed by the experience, but those around her/him are
changed also. There is some evidence to support this. A teacher on the
Chartered Teacher Programme in Scotland remarked on the impact of the
programme both for himself and his colleagues, ‘It is possible to say the pro-
gramme has started to impinge on my classroom practice. There has also
been an upturn in the level and amount of discussion about matters peda-
gogical amongst my colleagues, not necessarily directly involving me, but
clearly deriving from the existence of the programme’ (McMahon and Forde,
2005: 4). The existence of new forms and pathways for teachers’ professional
development, such as AST and CT, and the involvement of at least one
teacher from most schools does appear to be leading to a change in culture
with regard to CPD.

Reeves and Forde’s claims are substantiated by the evaluative study of the
SQH conducted by Menter et al. (2005). Research for the study showed that
the programme was successful, in changing both participants and their
schools, the authors concluded that the programme had been ‘effective in
many instances in engaging with the dynamic emotional and professional
dimensions of teacher development and in contributing to school improve-
ment’ (Menter et al., 2005: 7). The research found that participants were
changed by the experience. Equally important was the extent to which partic-
ipants’ engagement with the programme impacted on their school. In one
primary school, where the acting head teacher was undertaking the SQH, it
was felt that ‘the professional culture of the school developed alongside her
leadership skills’ (Menter et al., 2005: 14). In another ‘island’ school, the par-
ticipation of a senior teacher on the SQH programme had an extended
impact, putting ‘the whole school in touch with a wider professional network
and brought numerous new ideas into the school’ (Menter et al., 2005: 17).

Menter et al. found strong evidence of SQH candidates having their
‘world view’ significantly awakened by the programme and many of those
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interviewed for the research spoke about ‘a reawakening of an interest in, and
often a passion for, educational issues and debates’ They also found ‘a sense
of excitement and enthusiasm among candidates for ideas and for the value
of reading, research and theory in education’ (Menter et al., 2005: 13, 18).

The two key elements around which the SQH programme was con-
structed are

1 A model of practice that enabled the development of a professional and
reflective approach to educational leadership and management;

2 Providing a pattern of experiences that would ensure that candidates were
able to apply new learning to their work in school (Reeves et al., 2001: 203).

These two elements also underpin the Chartered Teacher programme,
though the focus is on changing classroom practice rather than educational
leadership and management.

Early evidence suggests that the CT programme is having a transforma-
tive effect for participants. In our research (discussed in Chapter 3),
experienced classroom practitioners were asked if they felt they had distinc-
tive professional identity and how was this shaped. One respondent felt that
she/he did not have a distinctive professional identity, but that she/he was
beginning to acquire this through the CT programme. This was also the view
of another respondent who felt that ‘Although both initial teacher education
and CPD have been important, the influence, professionalism and experience
of colleagues have also shaped my identity. In addition, embarking on the CT
programme has been important’ The insights offered by another respondent
into how professional identity has been shaped are of value in considering
teachers’ professional development. For this teacher, professional identity was
‘shaped by ITE to a considerable extent, enhanced by CPD to some extent
and developed by experience to some extent.

The role of others — colleagues, peers and senior managers is also an
important factor in shaping professional identity. One respondent felt that
professional identity is inhibited ‘by lack of contact with like-minded teach-
ers who share similar values’ This teacher says that she/he would greatly
appreciate the opportunity to talk with other professionals but that this
opportunity does not exist for her/him. She/he suggests that ‘a professional
identity would surely require a body of individuals who share a common
goal — unfortunately just because you work in a school it does not necessarily
follow that all value the concepts of professionalism or professional identity’.

This aspect of collegiality and collaboration appears to be an important
factor in bringing about a change in teachers’ professional identity. Teachers
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opting to engage with a CPD opportunity, linked to a new career path such
as AST or CT, set themselves apart from their peers. They become something
other than what they were previously, in the first instance an aspiring AST or
CT and then formally recognized as such. Teachers on award-bearing courses
such as CT also become learners and students, with all the opportunities,
challenges and demands that this brings.

Relationships with colleagues and peers can become tense, and where a
work-based project requires collaboration, some teachers find their col-
leagues are unwilling to co-operate. This was also found to be the experience
of some SQH candidates trying to elicit support from their colleagues and
being told ‘It’s your SQH’ (Reeves and Forde, 2004: 92). This potential for
conflict becomes even greater on programmes such as CT, where there is
clear financial gain attached. In their research on ASTs, Taylor and Jennings
reported that long standing ASTs had spoken about how they had been first
referred to as ‘super teachers, and that this had sometimes caused resentment
among colleagues (Taylor and Jennings, 2004: 11).

Recognition of status, through a new title, is an important feature of the
new CPD initiatives and one that appeals to teachers. The ASTs surveyed in
Taylor and Jennings’s research reported that ‘they felt valued and were
pleased that their expertise had been recognized’ (Taylor and Jennings, 2004:
11). Recognition from senior managers was an important factor for some in
our research. One respondent felt that senior managers see no value in the
CT concept, while another felt that her/his professional identity was inhib-
ited by lack of recognition from the SMT about the amount of effort invested
in CT courses. This is also important for ASTs and, as Taylor and Jenning’s
survey of 1,000 ASTs revealed, many ASTs felt that too few people knew
about their work (Taylor and Jennings, 2004: 4). Thus professional validity is
closely linked to public recognition.

A teacher engaging with professional development linked to a career
pathway, which will result in either a new position or title, must necessarily
find ways to manage and adapt to these altered and sometimes contentious
professional relationships. Reeves and Forde explore the dynamics associated
with this process (Reeves and Forde, 2004). With regard to the SQH, they
argue that a participant operates in three social spaces, with three associated
identities (Table 9.1) and these are critical to changing practice. These are:
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Table 9.1
Space Identity
The first space Work identity
The second space Learner identity
The third space Changing identity

Reeves and Forde conclude that ‘[s]ecuring a space for change seems critical
to the success of achieving the espoused outcome of CPD, i.e., changes in
practice’ (2004: 93).

Where a teacher finds ‘a space for change’ is also important. For ASTs,
networks co-ordinated by local authorities were generally found to be helpful
(Taylor and Jennings, 2004: 13). Network meetings provide opportunities for
sharing good practice and, in some networks. ASTs make regular presenta-
tions on aspects of their work. Chartered Teacher also appears to offer
classroom practitioners ‘a space for change’. One course member reported
‘The programme provides a forum and a focus for genuine discussion and
interest in what goes on in school and in classrooms. I think the extent to
which the programme does this is unprecedented and entirely welcome’. This
teacher goes on to say, ‘Being part of a kind of constant discourse between
theory and practice is also extremely professionally reassuring, as well as
interesting’ (McMahon and Forde, 2005: 4). It seems then, CT offers not only
a ‘space for change’ but ‘a safe space for change’. As we have noted earlier, a
decision to engage with further professional development initiates a process
of internal and external change. This is a complex process which can cause a
participant to feel professionally insecure and vulnerable, albeit temporarily.

For many CT course members, the programmes offer them a place to try
out new ideas, to challenge and have challenged existing beliefs, and to exam-
ine and develop their own practice in a structured but supported way.
Revisiting and engaging with educational theory and research is an impor-
tant part of this, and for many teachers this is important in validifying their
right to change. For Reeves this offers teachers a ‘personal war machine’ or
critical armour (Reeves & I’Anson, 2005: 7). Thus with Forde, she argues,
‘Theory and expertise become political instruments in fighting for the social
space to practice differently rather than simply a matter of individual capa-
bility and know how’ (Reeves and Forde, 2004: 101).
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A further aspect of how engaging with professional development oppor-
tunities leading to a new career pathway can alter professional identity is the
degree of personal and professional risk involved. In March 2005, GTCS con-
ducted a survey of 6,500 teachers who had expressed an interest in CT. The
survey found some expression of fear and vulnerability from respondents
who hesitated in embarking on the CT programme for fear of failure and
how this would impact on their professional self-esteem and standing
(GTCS, 2005: 7).

Earlier, we asked at what point can we trust our professional identity and
the values and beliefs it rests upon? It seems from teachers’ engagement with
development opportunities, validation and recognition are central in secur-
ing the new identity, which a teacher’s altered status will bring. Validity, we
suggest, is attained by extending one’s own professional knowledge and
expertise by engaging with development opportunities beyond contractual
obligations. This can be the reflective analysis and evidencing of enhanced
practice against a set of standards (performance threshold, AST, accredited
route for CT), or the development of practice through further study and
application in the classroom (award-bearing programmes, such as the CT
programme route).

Recognition comes with the designation of a new title, which by its very
nature is a sign that a classroom practitioner has become something else —
different and greater. As we have seen, how teachers perceive themselves and
others is an important element in the re-formation of professional identity.
For ASTs, the key requirement is for ‘excellent teaching practice and credibility
with a wide range of colleagues inside and outside the school’ (DfES, 2001a:
5). Consequently, interviews with managers, colleagues, parents and pupils are
a feature of the assessment process to become an AST (DfES, 2001a: 13). This
is a similar feature of the SQH programme in Scotland, where course
members undertake a ‘360 degree’ self-evaluation exercise, which requires
input from their colleagues, as well as field visits to assess the conduct and
impact of development projects.

Teachers’ perception of self is shaped by engagement with professional
development opportunities and the change in one’s self, identity and practice
may initially be harder for a teacher to see and discern. Advice from a pri-
mary head teacher to a question posted on a TES Online Forum from a
teacher wanting to become an Advanced Skills Teacher explains this well: ‘I
see the Advanced Skills Teacher providing inspiration for others by being
constantly adaptable, flexible and looking at the world through fresh ideas,
understanding there’s always another way, another approach, better resources
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which provide increased learning opportunities for pupils. In this respect, it’s
an attitude of mind’ (TES Online Forum, 2003). Evidence from the CT pro-
gramme underlines this, and CT course members often have to be
encouraged to ‘think like a CT"

Clearly then, change is an inherent element of any CPD programme or
initiative. For ASTs, a further dimension to this, is their role in helping other
teachers change their practice. An OFSTED survey in 2003 found that ASTs
spend a high proportion of their time advising other teachers on class organ-
ization and teaching methods, and helping those who are experiencing
difficulties in their teachers (OFSTED, 2003: 8). OFSTED noted that there
was a considerable change in emphasis in their role from the time of the pre-
vious inspection, 2001 (OFSTED, 2003: 5), with both secondary and primary
ASTs participating significantly in initial teacher training and in work with
newly qualified teachers.

In both surveys in 2001 and 2003, OFSTED inspectors raised concerns
about provision for the training and development needs of ASTs. In the 2003
survey it was found that only around half of the ASTS had received specific
training for their role. In 2001, OFSTED noted that

ASTs have a number of training and communication needs. They often
need further guidance on what is, and what is not appropriate AST work
and how to go about carrying it out. Consideration needs to be given to
establishing a national network which might go a long way to alleviating
the isolation felt by many ASTs. (OFSTED, 2001: 11)

These concerns remained in the 2003 survey, and the inspectors noted that
‘arrangements for the performance management and professional develop-
ment of ASTs pay far too little attention to the distinctive features of their
role’ (OFSTED, 2003: 15).

For ASTs then it could be said that the focus is one of developing others,
rather than, or before, developing self. If this is the case, and the evidence from
OFSTED and Taylor and Jennings’s research suggests it is, the change to profes-
sional identity is more complex for ASTs. Indeed, it is the role of
teacher-developer that seems to generate most insecurity for ASTs. Taylor and
Jennings’s research found that most ASTs regard their role as teacher-
developer, in terms of encouragement and inspiration. They found a marked
reluctance to identify weaknesses in the performance of other teachers and
challenge them to improve their practice. Advanced Skills Teachers participants
in the research expressed a reluctance to observe teachers for the purpose of
assessment or identifying training needs (Taylor and Jennings, 2004: 11).
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It could be argued that through the teacher-developer aspect of their
post, ASTs are being forced into a role that they find difficult to identify with,
and for which they are not fully prepared. Assisting others to develop and
enhance their practice may also bring personal benefit to an AST, and indeed
this is often the case, but the nature of the task and time frame for achieving
it tends not to offer the AST with a ‘safe space for change’ both for the
teacher they are assisting and for themselves. While there may be opportuni-
ties and occasions for reflection, the level of critical reflection and
engagement the task may require is often not available to the AST.

Teachers recognize the limitations of superficial engagement with reflec-
tion. One teacher, responding to a question on opportunities for reflection for
our research, believed that reflection is ‘utterly essential’ They also recognize
that reflection is a learned skill and report that, ‘Much of the reflection I
observe during in-service days is not deeply reflective, with conclusions backed
by evidence. Indeed it tends to be superficial and unsubstantiated’ Another
teacher’s response was ‘We do not really get much time for reflection — it would
be useful if we did. Occasional INSET days are really too contrived to be effec-
tive’ For one teacher who had engaged with critical reflection as part of the CT
programme, they found that it ‘Facilitated more effective learning and teach-
ing; facilitated enhanced ability to deal with behavioural difficulties; improved
ability to relate to colleagues, provide support and resolve issues.

B Conclusion

Teaching is a changed and changing profession. This is evident throughout
the education sector, in curriculum reform, in how teachers are prepared for
their future role by initial teacher education and in the opportunities avail-
able for professional development. Engagement with CPD can and does
bring about change, at an individual, collective and institutional level.
However the extent of that change, and consequently the impact of it, is very
much related to the form of professional development. We have suggested
that essential elements for this are reflection and enquiry. Current forms of
professional development, linked to career advancement, provide both of
these to a greater or less extent. Affirmative processes, such as threshold or
the CT accreditation route are limited in their ability to bring about long-
term change, unless there are further structures and opportunities to
facilitate this. Advanced Skills Teacher and ET offer a new professional status
and role, but the extent to which this comes about through reflection and
enquiry is limited. While AST might offer a greater potential for impact,
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through the outreach aspect of the role, what is possible is constrained by the
nature of the role and preparation for it. Chartered Teacher, constructed on a
model of reflective practice, offers the greater opportunity for change
through reflection and enquiry, but the lack of a defined role for the
Chartered Teacher reduces the potential for impact in the wider context of
the school organization.

In some respects, the forms of professional development and career
advancement currently available to teachers fall short of an ideal model of
professional development centred on reflection and enquiry. The opportuni-
ties for professional development outlined only partially meet the three-
point scale we used to discuss CPD in the previous chapter (reviewing prac-
tice, acquiring new skills and knowledge, and sharing good practice and
experience with colleagues and new entrants to the profession). As we have
shown in Chapters 6 and 7, professional development for teachers cannot be
disassociated from the classroom and school context since these are the pre-
cise locus for the work of teachers. What is required is an integrated and
holistic approach to CPD that enables the practitioner to reflect on and
develop his/her practice in a way that is relevant to the situational context
but which supports the practitioner as she/he engages in the professional and
personal processes of change that are associated with this.
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Chapter outline

In this chapter we argue that professional development, reflection and
enquiry are the means by which teachers can fulfil their role in a highly com-
plex and constantly changing world, in a way that is meaningful, productive
and rewarding for teachers and their pupils. The model we propose is one of
the engaged professional, or the engaged teacher. This model challenges
and extends existing models. In this chapter, we make a case for a reconsid-
eration of how we prepare and support teachers for their critical role in
educating young people today.

Keywords
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B Introduction

Currently, the demographic profile of the profession indicates that significant
numbers of teaching staff across education sectors are retiring or leaving the
profession. This situation affects teachers, school leaders, teacher educators,
educational administrators and our education systems in general because of
the consequent loss of experience and expertise. This is only one of the chal-
lenges that the teaching profession faces. We have argued that one way to
retain staff may be to enable them to build a more robust sense of profes-
sional identity, and to develop a professional sense of self which is part of a
recognized and valued community of practice.
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Other challenges lie in the policy arena. While each of the UK education
systems has a distinctive set of education policies, there is substantial ‘policy
borrowing’ (Phillips and Ochs, 2003). In each system the dominant discourse
over recent years has been one of performativity. As we have seen from ear-
lier chapters, there has been development in detail of advice, sets of
guidelines and regulations shaping classroom activity within each system.
While attention remains narrowly focused on attainment data as the measure
of performance, there is a danger that a more rounded consideration of
effectiveness in teaching and learning is lost.

Challenges also lie in the shifting of the professional agenda towards the
concept of ‘new professionalism’ This implies the reconstruction of teacher
professionalism and identity, and we have argued that the continuing profes-
sional development of teachers is pivotal to this. More expansive explorations
of teaching and learning as the basis for both initial education and continu-
ing development of teachers is critical if the potential of ideas such as
‘professional learning communities’ and ‘teacher leadership’ is to be realized.
This leaves us with some questions about future policy in education:

® How should we construct the accountability of teachers?

®m How should future education policy in the UK systems be constructed?

m How should teachers be engaged in decision-making processes and what
should be the nature of the relationship between different levels of
decision-making?

We look at each of these areas with a view to discussing how teachers’ profes-
sional development is vital to the construction not just of the teaching
profession, but of education policy itself. In doing this, we accept that with
agency comes accountability. How then are we to develop teacher accounta-
bility within future education policy?

B Constructing the accountability of teachers

In Chapter 4 we discussed the legacy of the discourse of derision on teacher
professionalism. We argued that the notion of a halcyon era of teacher
autonomy is misplaced. We also referred to the work of Rutter et al. (1979)
and their findings on school effectiveness and school improvement. Against a
backdrop where some schools were and are deemed to perform less effec-
tively than other schools in similar circumstances, a lack of external
accountability is no longer tenable. Further, as Johnson and Hallgarten
(2002: 5) argue:
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The essential paradox is that during this period of demoralisation due to
workload and loss of autonomy, teachers, particularly primary, have
improved their skills and transformed their performance. Very detailed
planning of every lesson, and execution with absolute concentration on
the individual attainment of those central targets, has led to continuous
improvement in pupil attainment in the areas tested.

A greater focus on the learning and achievement of individual pupils, a
greater sense of considering the holistic development and care of the pupil,
and a repositioning of the pupil as an agent in her/his own learning, are
trends we mapped out in earlier chapters. These, we argued, call for change
in the behaviours of teachers and ultimately in how they construct their
identities.

In order to support this process we need to reconceptualize professional
decision-making and the collective role of teachers in designing and develop-
ing teaching and learning at school level, local authority level and national
level. We are not urging a retreat to recapture an idealized version of teacher
autonomy, but rather a process in which the teaching profession is allowed to
engage in the development of public policy. In this way individual teachers
will feel a deeper connectedness to the policy they must implement. Johnson
and Hallgarten (2002: 13) argue that the keynote of policy development and
implementation should now be a question of ‘subsidiarity, the principle that
different kinds of decisions should be made at different levels’

Johnson and Hallgarten’s principle of subsidiarity raises some significant
issues. We could look at decision-making at two main levels:

® Why any particular change process is to be implemented.
m How particular change processes are implemented within the school and
the classroom.

The first question — the ‘why’ question — is in the educational systems in the
UK determined at government level, either national or local government
through policies and guidelines. That does not mean to say that staff in
schools should not consider issues of purpose and philosophy. Indeed such
debates are an essential feature of a professional learning community.
However, equally important is the question ‘how’ should a policy directive be
implemented and it is here that an initiative can be nuanced to take into
account the particular circumstances of a school, its goals and the understand-
ings and skills of teachers. It is in this arena that we should look to increasing
the active participation of teachers exercising their professional judgement.
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We are facing in the UK what the OECD (2005) has described as a once in a
generation chance of refreshing the profile of the teaching profession.
However, this chance comes with a challenge: do we want to enable teachers
to have agency over their profession, and do we want this agency to extend
into educational decision-making, at school level and at policy level?

Within an age of change and challenge, there are several choices facing
the teaching profession:

m To retreat — this involves the harking back to a time when a teacher experi-
enced autonomy.

m To react— a repeat of the militancy of the 1970s and 1980s with mass disaf-
fection evident in the teaching profession and wholesale resistance to
government policy.

m To adapt — developing a professionalism-based conformity and compli-
ance with a limited role for CPD linked to policy implementation.

m To contribute — a strengthening of teacher participation at all levels of
education and particularly at school level where ideas of participation in
policy and decision-making become central.

We would argue that retreat, reaction and adaptation are all limited.
Contribution at least allows teacher professionalism to become more central.
But for us, there is another choice that can be advocated:

m To create — the development of innovative practice by teachers within
classrooms through professional development opportunities based on
reflection and enquiry.

This last choice encourages teachers to create and lead change within schools,
but to do so within a context of evidence-based practice. But engaging teach-
ers in this role demands a reconceptualization of their place within the
professional and policy community. To do this, we must decide what role
teachers should play in the future of education policy and practice in the UK.

B The future of education policy: including the
teaching profession

Education must be oriented towards the future, and so must education
policy. Education services have the task of providing learning experiences
that are valuable and rewarding to learners, but they also have the task of
preparing learners for their future, whether this is at a personal level, or
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whether it concerns occupational, social and democratic roles. We have to
recognize that ‘the teaching profession is a key mediating agency for society
as it endeavours to cope with change and upheaval’ (OECD, 2005: 27).

However, the Organisation for Economic Co-operation and Development
(OECD, 2001: 3) suggests that ‘forward-looking methodologies have been
developed in only a rudimentary fashion in education compared to other sec-
tors’. This is a salutary reminder that children who have lived only in the
twenty-first century, and for whom the twentieth century is already history,
have now entered the school system in the UK. A critical question facing the
education system is, how should we prepare children for a tomorrow we
cannot yet conceive?

Teacher policy is a concern not just across the national systems of the UK
but internationally too. The OECD conducted an international study,
‘Attracting, Developing and Retaining Effective Teachers’, between 2002 and
2004 which found that teacher policy was high on national agendas across
the 25 countries involved in the project. The OECD (2005: 12—-14) also found
a number of common policy directions:

m emphasizing teacher quality over teacher quantity

developing teacher profiles to align teacher development and performance
with school needs

m viewing teacher development as a continuum

® making teacher education more flexible

m transforming teaching into a knowledge rich profession

m providing schools with more responsibility for teacher personnel management.
From this, there seem to be two pivotal ideas. First, there is the centrality of
teacher development and, secondly, the contextualized nature of teacher
development and practice within specific schools. Importantly though, these
are strategies designed not just to ‘improve’ the current workforce but, as we
argued earlier, to retain and attract people into the profession. But how can
these strategies work successfully within a robust bureaucratic and market
model which stresses accountability regimes? Has the time now come for the
balance to be redressed by placing teacher development at the centre of
policy and retention strategies?

Over the next five to ten years there will be significant waves of retire-
ment but ‘[t]he entry of significant numbers of teachers with up-to-date
skills and fresh ideas has the potential to substantially renew the schools’
(OECD, 2005: 18). However, indicators of support for renewal are not good.



162 m Professional Development

On the one hand, some education policy has indicated the importance of
teacher development. In England following the Time for Standards report,
the Remodelling of the Teacher Workforce, and in Scotland the McCrone
Agreement, there has been a central theme of developing a highly skilled
workforce in teaching. But how far does such policy advocate and lead to a
developmental approach to professional development as opposed to further
training within an agenda of inflexible accountability procedures?

If we are critical of some current trends in education policy in the UK,
how might future policy be conceived, and how can teachers and schools be
included in a policy community? The OECD report puts forward future sce-
narios for schools based on three trends:

1 The status quo extrapolated — a continuation and intensification of current
education structures where education policy is linked strongly to eco-
nomic policy and, in particular, to ideas about performance and
competitiveness in educational provision.

2 Re-schooling scenarios — the education system is repositioned within wider
social policy and the public sector as the means to achieve social recon-
struction and equity.

3 De-schooling scenarios — the education system becomes fragmented with
more informal, dispersed and flexible learning opportunities available.

We can therefore explore some of the implications within each of these sce-
narios, and a critical question here is, what would be the position of the teacher
and the construction of professionalism within each of these? If we are to look
at the future position of the teacher within policy formation and practice we
must ask how the various options might impact upon teacher professional-
ism and professional identity. The future is not determined: the government
can choose to encourage teacher agency, teacher policy development, and to
do so within a system where schools develop as learning communities. To
choose not to do this would risk following scenarios that may continue to
narrow the focus of what it is to be a teacher, and to limit pupils’ opportuni-
ties for meaningful learning.

If we look at the OECD scenarios in more depth, we can see that each has
repercussions for teacher development — not all of which are positive.
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The Status Quo Extrapolated

Scenario 1: Robust bureaucratic school systems

m Strong bureaucracies and robust institutions.
m Nested interests resist fundamental change.
m Continuing problems of school image and resourcing.

Impact on teacher identity and development:

m Focus on the role of the teacher with centrally determined regulations
covering the curriculum, pedagogy and assessment.
m Professional identity linked with policy delivery.

Scenario 2: Extending the market model

m Widespread dissatisfaction leads to reshaping public funding and school
systems.

m Rapid growth of demand-driven ‘market currencies’ indicators and
accreditation.

m Greater diversity of providers and professionals, greater inequality.

Impact on teacher identity and development:

m Focus on teacher performance by measurable outcomes.

m Teacher development predicated on narrow aim of improving standards.
m Teacher development tends to be seen as ‘training.

Re-schooling scenarios

Scenario 3: Schools as core social services

m High levels of public trust and funding.
m Schools as centres of community and social capital formation.
m Greater organizational/professional diversity, greater social equity.

Impact on teacher identity and development:

m Focus on the teacher working in interdisciplinary teams — blurring of the
professional demarcation working in community-based facilities.
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Scenario 4: Schools as focused learning organizations

m High levels of public trust and funding.
m Schools and teachers network widely in learning.
m Strong quality and equity features.

Impact on teacher identity and development:

m Focus on teachers as a profession with specialist and highly developed
skills working in communities of practice.
m Teacher professional identity no longer seen as being developed in isolation.

De-schooling scenarios
Scenario 5: Learner networks and the network society

m Widespread dissatisfaction with/rejection of organized school systems.
m Non-formal learning using ICT potential to reflect the ‘network society’.
m Communities of interest, potential serious equity problems.

Impact on teacher identity and development:

m Dispersal of the teaching profession across a range of learning and training
organizations and groups.
m Identity becomes individualistic.

Scenario 6: Teacher exodus — the ‘meltdown’ scenario

m Severe teacher shortages do not respond to policy action.
m Retrenchment, conflict and falling standards leading to areas of ‘meltdown’
m Crisis may provide spur to widespread innovation but future still uncertain.

Impact on teacher identity and development:

m Increased low morale and stress, lack of status for teachers and failure to
recruit into the teaching profession.

m Few incentives (personal or professional) to engage in identity formation
and development.

These scenarios help us to consider a range of possibilities for the future of
the teaching profession. Our preferred option is scenario 4, which seems to
refocus education as a social concern and a potential social good. Is there evi-
dence that the education policy agenda under New Labour is moving us
towards this scenario?
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In 2001, the Labour government’s vision for the educational systems in
England and Wales was set out in the report Professionalism and Trust. The
title at least sounds more hopeful. The report recognizes the fractured rela-
tionships between government and the teaching profession but at the same
time, the accountability agenda is strongly presented:

There is no doubt that Governments over the last 30 years have not always
rushed to express their confidence in teachers. But we are leaving those
days behind and entering a new and positive era.

It is important to trust our professionals to get on with the job. That does
not mean leaving professionals to go their own way, without scrutiny — we
shall always need the constant focus on effective teaching and learning,
and the accountability measures described above. But what it does mean is
that we shall increasingly want to see professionals at the core, to join us in
shaping the patterns for the schools of the future. (DfES, 2001b: 27)

This thread has continued within more recent policy objectives.

Certainly education policy in the UK has shifted the nature of the rela-
tionship between government and teachers from the 1980s to the early
twenty-first century. But in our view the shift has occurred firmly within sce-
narios 1 and 2, combining robust bureaucracy with the market model of
delivery. Barber (2002) sees four stages to this changing relationship:

1 Uninformed professional judgement until the mid-1980s: teacher goodwill
but no direction.

2 Uninformed prescription — the response of the Thatcherite governments
to tackle underperformance.

3 Informed prescription — in the first Labour government post-1997 using
the data and evidence about best practice which have become steadily
more powerful, but where ‘teachers perceived the changes as imposed from
outside and worried about the degree to which they could tailor and adapt
the government’s materials to their own purposes’ (Barber, 2002: n.p.).

4 A new era of informed professional judgements.

Barber, in this speech, refers to ‘intelligent accountabilities’, and we would to
some extent agree that this is necessary, but it depends how the idea is fully
conceptualized and what model of teacher development it includes. A seem-
ingly developmental approach has also become the keynote of the latest policy
document in Scotland: Ambitious, Excellent Schools (SEED, 2004a). Does this
mean a sea change in both policy and attitude towards the teaching profession?
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However, Alexander’s (2004: 7) highly critical appraisal of both Barber’s
paper and of the policy strategy the speech was launching, argues that the
strategy is still endorsing ‘a culture of pragmatism and compliance’ and that
the teacher’s professional judgement in relation to pedagogic matters is still
open to policy diktat. It needs to be borne in mind that Barber’s analysis
came out of his role as Head of the Prime Minister’s Delivery Unit. His paper
(Barber, 2002) ends with this comment on the Blair government’s record:

Much has been done since 1997 ... Much more will be necessary,
including attending to lifestyle, career progression and professional
development as well as enabling teachers to be well-rewarded while
remaining classroom teachers. The extensive reforms of the teaching
profession, including the introduction of performance-related pay, have
laid the foundations for this, but it is only the beginning. The status of
the teaching profession should be enhanced by the shape of the era of
informed professional judgement.

There is then, within this brave new world of informed judgement still to be
a focus on performance measurement. How else can there be performance-
related pay? And how does the notion of performance-related pay link to a
model of teacher professional development that asks teachers to enquire and
develop in the broadest meanings of these terms?

One of the criticisms of the Schools Driving Forward Change report
(OPSR/DAES, 2002) in England is that of micromanagement. Policies are
now emphasizing more autonomy for schools and the freeing of teachers to
do what they do best. However, what has still to be determined are the
parameters of this flexibility. The central theme of this book has been to con-
sider the circumstances which would enable teachers to forge new identities
and so be able to reclaim their profession. Unless teachers have the space and
the opportunity to do this the ideal of informed professional judgement will
be difficult to realize. Government policy in England and Wales, as well as
that in Scotland, has some way to go if it is to move towards an endorsement
of the models of schooling and teacher professionalism seen in OECD sce-
narios 3 and 4. The danger of retaining a focus on bureaucracy and market
principles is that the profession becomes oriented to delivery and perform-
ance, rather than being seen as a key element in framing policy and helping
to decide on the future of schools.
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B Engaging teachers in decision-making

In a democratic society, a public service such as education, funded through
the public purse should be open to scrutiny and to some direction by the
government. However, at another level we can point to instances of resistance
by the teaching profession to specific changes where it was judged that these
were more about political doctrine than about the learning experiences of
pupils. The debates and campaigns surrounding the introduction of national
testing in Scotland in the early 1990s are a noteworthy example, where
teacher unions and associations allied with parent groups in a campaign to
resist the proposals to bring in national testing (Simpson, 2005). This cam-
paign resulted in a modified programme in which teacher judgement played
a significant role in determining the readiness and timing of the use of
national tests.

Even in less controversial areas, the position of teachers in taking propos-
als forward is vital. It would be inaccurate to paint a picture of policy-making
within education over the past 20 years as a process in which the teacher’s
voice has been entirely excluded. The vast array of policies and guidelines is
produced by working groups that routinely involve practitioners. However,
the presence of one or two teachers on a committee — at local or national level
— does not create deeper connectedness for individual teachers working in
schools. Most teachers who have to implement policy will not have been part
of the policy or curriculum creation, or will have had only marginal involve-
ment. For them, the policy becomes another document or another teaching
pack downloaded to the classroom for them to implement. Any questioning
of the process is often construed as teachers resisting change.

However, a core element of professionalism is surely the ability to make
choices in relation to the needs of the client. The Statement of Professional
Values and Practice for Teachers (GTCE, 2004b: 2) notes: ‘Teachers have
insight into the learning needs of young people. They use professional judge-
ment to meet those needs and to choose the best ways of motivating pupils
to achieve success. They use assessment to inform and guide their work.
Further, there seems to be an obligation for any professional to consider the
needs of the client, and to consider how policy and practice affects them.
Such consideration should be at an individual and collective level. But to do
this would involve opening up key policy and practice to debate, discussion
and contestation. There are undoubted risks involved for the policy-makers
as well as for individual teachers and school leaders in doing this. Tensions of
the sort we explored in Chapter 6 may result.
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Nevertheless debate and discussion should become the core processes of
reflection and enquiry within a professional learning community. Without
this type of debate any implementation process will be largely superficial and
exclude rather than include professional groups. Instead of being constructed
as teachers unwillingly embracing new ideas, we should reconceptualize
debate as ‘sense-making’ and recognize its importance in the development of
teaching and learning. Sense-making is a process by which we understand a
new situation and construct meaning. The more flexible the processes of
reflection and enquiry collectively or individually, the more likely there will
be sense-making to deal with the unexpected: ‘making something sensible’.

Here the idea is not about interpreting policy or programmes as con-
structed by groups or bodies external to the organization and then solving
the problem of how to implement them in a particular situation, but is more
about ‘problem-setting’. It is essentially a proactive process. As Weick (1995:
11) argues: ‘[a] crucial property of sensemaking is that human situations are
progressively clarified, but this clarification often works in reverse. It is less
often the case that an outcome fulfills some prior definition of the situation,
and more often the case that an outcome develops that prior definition’
Ultimately then, this is a creative process in which proposed changes are con-
structed and shaped within a particular context to look to the process of how
proposals are taken forward.

Deciding how proposals should progress is something that can be dealt
with at different levels — both as a whole school and with individual teachers.
Collective decision-making is first about consistency, but secondly it pro-
motes ideas of community and of community ownership of professional
policy and practice. Ownership is something that has been underestimated in
education policy, which often tends to rely on the production of a specific
type of knowledge by teachers, a knowledge that centres on implementation
rather than creation and adaptation. Policy initiatives are often accompanied
by additional guidelines for practice in which there are examples of ‘good
practice’. Although the production of these materials is well intentioned, they
may seem over-idealized or distant from the realities of a particular school
and the day-to-day lives of teachers in classrooms. There is work to be done
to make these ideas practical in the particular context of a school and then
into a specific classroom environment. Once again, this is the core of the
process of ‘teacher leadership’

For us, models of teacher involvement must centre on the school and the
classroom, and these locations should be the focal point of professional
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development, reflection and enquiry. If it is to be meaningful, policy cre-
ation as well as implementation has to have teacher professionalism at its
heart. However, we must move into a new era of teacher professionalism,
where teachers are enabled and trusted to work within their schools to
create communities of practice, certainly within frameworks of accountabil-
ity, but of accountability that is more focused on teaching and learning than
on simplistic measures of performance. To return to Day et al. (2005: 576),
the challenge for policy-makers is ‘to create contexts in which teachers can
make connections between the priorities of the school and their individual,
personal, professional and collective identity’. It is time for education policy
to move in a different direction: not just to include the profession in its cre-
ation, but to drive forward a model of teacher professionalism that could
ultimately lead to more fulfilling educational experiences for pupils and for
teachers in our schools.
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