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Teaching is a dynamic profession that requires continuous review in order to address
contemporary issues and challenges. The general public is of the view that there is a
decline in the general quality of education in the country. The reason for the decline lies
to some extent in the fact that the existing NCE programme is not well-tailored towards
the production of teachers for the Basic Education Programme.

Therefore, in order to produce effective career-focused teachers in line with current
best practice, the NCCE has restructured its existing programmes, and now pays more
attention, for instance, to creating teachers for ECCE and Primary Education.

The new Teacher Education Programmes under this reform will also require a
restructuring of the NCE-awarding Institutions into Schools that will now reflect the
identified specialized professional teaching areas and programmes: Early Childhood
Care and Education (ECCE), Primary Education (PED), Junior Secondary Education (ISE),
Adult and Non Formal Education (ANFE), and Special Needs Education (SPED).
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How the module fits into the programme
Overview of module
The module Introduction to the NCCE-TDP Continuing Professional Development (CPD) Programme for teacher-educators provides an overview of the rationale for and nature of the Continuing Professional Development Certificate (CPDC) programme.

The module explains the need for CPD and the purpose and nature of this particular CPD programme.

Because we are keen to support a shift away from transmission mode lecturing to more learning-centred approaches, this module uses the term teacher-educators to refer to college lecturers. In addition, because the principles outlined here apply equally to both pre- and in-service students, we refer to students often as teacher-students (rather than only pre-service student teachers).

In order to teach students to become effective new teachers, or more effective existing teachers, teacher-educators need to communicate and model the curriculum in ways that exemplify the evolving nature of good practice. 
To help teacher-students most effectively, teacher-educators need be able to answer a few key questions: 

· What does it mean to teach in a time of constant change and what are the key issues we need to explore?
· What does it mean to talk about teaching as a profession and how can a portfolio of evidence help teachers to demonstrate and reflect on their evolving competence?

· What are the characteristics of a competent teacher in the 21st century?

· How does the NCCE-TDP CPD programme contribute to developing the required competences?

This module is divided into three units, each of which addresses the above questions, from a different perspective. Although the themes can be studied separately, they should be read together to provide comprehensive guidance in answering the above questions. 
In this module, the term ‘teacher’ refers both to teacher-students (pre- and in-service) as well as teacher-educators (as teachers of teachers).
Unit 1: Teaching in a changing world
In this unit we explore the background to the question “What does it mean to be a professional teacher?” We will examine the nature of schools and colleges as workplaces, the ways these have changed in recent years and the ways teacher’s roles have changed at the same time. We will begin to explore the ways teacher’s roles have been extended and the impact of these, and other factors, on career patterns. This will lead to a consideration of how teachers can attempt to meet these challenges through improved qualifications, improved competence and a commitment to more effective teaching.
Unit 2: Teaching as a profession
This unit explores the wider nature of teaching as a profession as background to understand the need for and nature of continuing professional development. It summarises the key aspects of Nigeria’s recent curriculum reform in teacher education and the key implications for practice.
Unit 3: Orientation to the CPD programme
In the final unit, we provide an orientation to the CPDC programme as a response to the issues raised in Units 1 and 2. By the end of this unit and module you should be able to explain the need for the CPDC programme, the way it is structured and how it will be implemented.
It should take you about 16 hours to read through this overview quickly and to attempt some of the activities. You will have an opportunity to discuss the issues raised during a contact session. You will find it useful to have a dedicated physical or digital workbook to keep notes.
How the module is structured

The module consists of the following: 
· Welcome to the module
· Module outcomes.

· Content of the module, divided into units.

· A module summary.

· Self-assessment.

· References (sources used in the module).
· Glossary of useful terms.

There are three units:

1 Teaching in a changing world
2 Teaching as a profession
3 Orientation to the CPDC programme.

Introduction to the NCCE-TDP CPD certificate programme for teacher-educators 
Welcome  STYLEREF  "Guide Sub-title"  \* MERGEFORMAT 
Figure 1: Photograph of CPDC training and development session
The diagram above illustrates the kind of interaction we hope to foster in the CPDC programme. It shows teacher-educators working together, across colleges and states, using education resources and appropriate technology to develop this programme and its materials.
Each teacher-educator enters the CPDC programme with a wealth of prior knowledge and experience. We want to create spaces for the sharing of this accumulated wisdom in responding to the new challenges of changing times and curriculum reform. 
This module is activity-based to help you engage with key concepts before we discuss them during a contact session. There are many activities but they are mostly quite short.

Before we begin to engage with the content of this module, have a look through the intended learning outcomes.
Module outcomes
Upon completion of the module STYLEREF  "Guide Sub-title"  \* MERGEFORMAT  you will be able to:
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Outcomes
	· Motivate, with understanding, the need for a shift in thinking about the nature of teaching in a changing world.

· Critically reflect on the nature of teaching as a profession, the need for CPD and the key professional changes required by Nigeria’s curriculum reform process.
· Critically describe the NCCE-TDP CPDC programme.


1. Teaching in a changing world
In this unit we explore the background to the question “What does it mean to be a professional teacher?” We will examine the nature of schools and colleges as workplaces, the ways these have changed in recent years and the ways teachers’ roles have changed at the same time. We will begin to explore the ways teachers’ roles have been extended and the impact of these, and other factors, on career patterns. This will lead to a consideration of how teachers can attempt to meet these challenges through improved qualifications, improved competence and a commitment to more effective teaching.
This unit will probably take about 8 hours to complete.
1.1 Unit outcomes

Upon completion of the unit, STYLEREF  "Guide Sub-title"  \* MERGEFORMAT  you will be better able to:
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Outcomes
	· Describe the unique challenges of schools and colleges as work-places.

· Identify and discuss sources of change in the roles of teachers.

· Discuss the nature of teaching as a career.

· Differentiate between being qualified and being competent

· Identify the inputs into schools and colleges that can impact on teaching.


1.2 Schools and colleges as workplaces
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Activity 1a
	Purpose
This activity will help you to begin to identify the unique challenges of being a member of the teaching profession.
Time needed
This activity should take about 15 minutes.


	
	Answer the following questions in your workbook:
1. Suggest any similarities and differences between the work of teachers and teacher-educators and:

a. The work of a clerk in an office or company

b. The work of a manager in an office or company

c. The work of a doctor or lawyer.

2. Write your own definition of the word ‘professional’.
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	Discussion


Discussion
One of the most striking features of schools and colleges as work-places for the teacher-as-professional is the built-in tension between professional and organisational arrangements. A professional person can be described as someone who, on the basis of a lengthy period of training, exercises knowledge and skills thus acquired in accordance with the perceived needs of clients in a context in which autonomous judgements are made.
An organisation such as a school or college is characterised by centralised accountability (the principal), hierarchy (principals/deputy principals/HoDs/teachers), rules and routines. Thus the professional’s autonomy exists in tension with hierarchical authority and managerial control.
In practice, this potential conflict remains largely hidden in educational institutions. One reason is that there is often only a loose relationship between the principal’s influence in policy matters and the autonomy of departments, classes and individual teachers with regard to actual classroom teaching. Between these two spheres is an area in which principals and teachers negotiate, bargain and engage in micro-politics in order to sustain a moderately satisfactory accommodation (Hoyle, 1986). It is rarely the case, for example, that the principal; is engaged directly in debate about the curriculum within individual courses and classrooms, but he or she is likely to enter the debate when the teacher’s choices in the classroom require that the institution spend more money on books or other resources. However, as we shall see, factors outside the institution are operating in such a way as to make this accommodation more difficult to achieve.
An educational institution as a work-place has a number of distinctive characteristics. The teacher’s ‘clients’ are learners, but unlike the clients of most professionals they are under compulsion to attend, encountered in large groups (and sometimes very large groups in Nigerian classrooms) and under professional control over an extended period. This creates, unusually for professional practice, a potential situation of indiscipline. Another distinctive feature of education provision is that its goals are diffuse and diverse and capable of a wide range of ways of being addressed. The goals that society sets for education, and that teachers set for themselves (e.g. to maximise the full potential of all learners) are never fully achievable and therefore, in a sense, the teacher’s work is never done. As a result, professional competence is difficult to assess. The school or college, though rarely generating the high drama of other professional contexts such as the courtroom and the operating theatre, is nevertheless an environment that can be emotionally charged and demanding.
In the past, and in areas away from the centres of greatest political activity, the nature of the educational institution served to minimise professional stress, at least for competent teachers and teacher-educators in full control of their classrooms. The nature of the school or college as an organisation imposed limits of potential problems. The strong boundary around the institution limited the impact on teachers of clients other than learners: as external relations were usually handled by the principal. The expectations attaching to the teacher’s role were relatively clear and curriculum and pedagogy were slow to change.

However, the nature of the school or college as a workplace has undergone considerable changes. It has become a much more open system, that is, its internal activities are much more directly shaped by its environment.
As a result of social, political and technological change, the environment has become much more challenging. An educational institution increasingly has to justify its place in society and account for the resources that it consumes. The teacher’s role has undergone a similar and related change as a result of the expectations created by social and political change and the greater permeability of the school boundary enabled by technology innovation.

1.2 Sources of change in the teacher’s roles
It is all too easy to consider oneself living in times of such great social change that it is impossible to keep up with changed knowledge and practices and therefore to stick to what we know. Nevertheless, a comparison between the teacher’s role today and the role of fifty, twenty or even ten years ago does suggest that that the teacher’s role has been particularly vulnerable to the accelerating pace of political, social and technological change.
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Activity 1b
	Purpose

This activity will help you to think about the range of changes that you, as an education professional, need to equip yourself to address. 

Time

The activity should take about 20 minutes

Answer the following questions in your workbook and/or brainstorm with one or more colleagues
Think about the ways in which the roles of the teacher-educator and the school teacher have been extended and changed over the past five to ten years.

1. What changes have you experienced?

2. How have you dealt with those changes?

You may wish to add additional ideas as you work through this module.
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	Discussion


Discussion

There are no right or wrong answers to the questions asked in Activity 1a. However, we think we identified the following areas of change as particularly affecting teachers and you may find it useful to compare our ideas with yours.

Parental

As education becomes the focus of greater family concern, and as parents are required to make a greater financial commitment to the education of their children, parental pressures have increased. Parents want value for their money. Schools in particular are increasingly accountable to parents and teacher-educators have an obligation to help teacher-students to manage these relations affectively.

Professional

Teaching has become increasingly professionalised (an issue we will explore in more detail in Unit 2) as changes in the curriculum, pedagogy and the process of innovation depend on an ‘extended professionality’, i.e. a body of professional knowledge and skills beyond those traditionally associated with the classroom (Hoyle, 1974).

Political

As education has become a more debated issue, there has been a greater degree of political and other forms of intervention with a growing emphasis on public accountability leading to the closer scrutiny of schools and colleges.
Social
Of the many social changes affecting schools and colleges, we can cite the legacy of education as a focus for political struggle, violence and intolerance, substance abuse, high unemployment, human rights, the impact of the media and pandemics such as HIV-Aids and Ebola.

Economic

Teachers, and teacher-educators, are currently experiencing increasing stringency in education expenditure (in some education systems education has the largest or one of the largest allocations in the national budget but up to 90% of this money may go to teacher salaries leaving little for other needs such as building new schools and classrooms). The increased emphasis on economic issues is evident in trends towards amalgamation of education and training, closure of marginal schools, the increased pressure to prepare learners for the world of work and the achievement of learning outcomes which stress the need to nurture ‘entrepreneurial’ competences (a key focus in the TVET elective module of the CPDC programme).
Demographic

As a result of easier movement and changing work patterns, families move more often and further than they did in the past. As a result, classrooms have become more multi-cultural and multi-lingual; high repeat rates and the move towards inclusivity (a key focus of one of the general modules in the CDPC programme) have also resulted in more heterogenous classrooms.

Technological

Rapid technological change and increasingly easy access to information have opened the boundaries of the classroom and created different expectations from learners. In a connected world in which information is freely available, the teacher’s role is no longer about transmitting scarce information but rather helping learners to make more discriminating selections from and use of the information that is so readily accessible. Increasingly, connected and technologically literate learners expect guidance from equally connected and technologically literate teachers. They also expect to be active co-creators in the learning process and not merely passive absorbers of disconnected ideas. (These issues are discussed in the general modules of the CPDC programme which explore Learning and Teaching Methods, Learning Resources and Educational Technology).
The changing nature of education is having a considerable impact upon teacher’s lives, careers, professional relationships, job satisfaction and even psychological well-being. The following sections therefore focus on teacher and teacher-educator careers and the challenges that have arisen as a result of change.

1.3 Changing career patterns
The concept of a career is used in a number of different ways. We will analyse the concept in order to come to a better understanding of it. Here are some examples of ways of thinking about a teacher’s career.
Career as occupation

This usage simply describes what a person does for a living. It has no moral connotation.

Career as ‘calling’

This usage gives a moral tone to an occupation in that it conveys an assumption of lifetime commitment to service.

Career as a pattern of occupational moves

This usage can be subdivided.
One pattern would refer to moves across occupations, which might be quite numerous or unconventional; another would refer to moves of all kinds – both vertical and lateral – within, say teaching. For example, a teacher might move from the classroom across into the training world of business, or a teacher might move from being a classroom teacher of Maths in one school to being a Head of Department for Natural Sciences in another school.
Career as upward occupational mobility

This is perhaps the most common connotation of a career, i.e. the sequential movement up an occupational hierarchy. The classroom teacher or college lecturer becomes a Head of Department, then a Deputy Head, and then Head of his or her own school or college.

Career as ‘the management of a life’
In this broad concept of career, occupation becomes an important component but is seen in the context of other aspects of life, e.g. marriage, vocational interests, and retirement (Hughes, 1958; Illeris 2008). A teacher concerned with his or her career as just one component of life to be managed might well choose to forego transfer or promotion opportunities because the changes will impact negatively on other important areas of his or her life.

Career as sequence

This concept sees career as a progressive involvement in a social activity involving passage through a number of stages each involving greater commitment. The concept can be usefully applied to a developing commitment to an occupation such as teaching (Greer, 1971). This might involve continual enrichment of the post, perhaps assuming lead teacher responsibilities as the depth of one’s experience grows.
How the teacher, or teacher-educator, sees his or her career ‘progressing’ will obviously have an impact on levels of job satisfaction and hence the motivation to continually strive for improvement.
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Activity 1c
	Purpose
This activity will help you to reflect upon your own teaching career with a view to gaining a better understanding also of the motivations of others.

Time

This activity should take about 20 minutes.

Write your ideas on the following in your workbook.

4 Briefly, summarise the main phases of your teaching career to date.

5 Outline briefly how you see your career developing over the next five to ten years.
6 In light of your responses to 1 and 2, how would you describe your teaching career in terms of the examples outlined earlier?
7 Compare your ideas and conclusions with one or more colleagues. How similar or different are your experiences and expectations?
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	Discussion


Discussion

A career pattern is the path followed by an individual teacher as he or she makes vertical and/or lateral career moves. In general teachers’ careers are rich in their diversity and often shaped by factors within that broader concept of ‘career as management of life’ referred to above. We are pursuing this idea because we are interested in exploring the motivations for becoming a teacher or lecturer in the first place, and then remaining an teacher who is committed to continuous self-improvement.
An individual’s career is an evolving process. It would be unusual for an individual on entering the education profession to have a clear idea of the various stages through which he or she hoped to pass throughout the length of a career. It is even less likely that any pre-determined career pattern could be precisely followed (Lyons, 1981). The process is dependent on and shaped by a whole range of factors: objective opportunities, the subjective interpretation of opportunities, the influence of individuals and groups as they mediate between the objective and subjective, other factors within the profession or outside relating to marriage, family, health, financial resources etc., and not, importantly, luck – or lack of it. 

A career is the outcome of the interplay of these and many other factors over a period of time and consequently is unique for each individual.
The career opportunities for teachers have considerable implications for policy. Stratification of the teaching profession raises an important issue which can be presented in terms of two opposed arguments.

Argument 1

· Teachers need constantly to improve their skills and knowledge.

· For them to do so is ‘functional’ in relation to their learners, the school, the department and education and society generally.

· But this process involves a great deal of time and effort (e.g. in acquiring further qualifications, attending in-service courses, devising new curricula and methods, etc.)

· In order to encourage teachers to make these efforts, some incentives have to be offered.

· These incentives typically take the form of increased salary, status and power. (But perhaps there are also other kinds of incentives?)
· Thus as teachers acquire the knowledge and skills to move up the hierarchy (from teacher to HoD to deputy principal to principal), they are at the same time furthering their own careers and improving their competencies for the good of learners.
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	Reflection



	
	What motivates you? If a teacher is teaching because she cannot get the job she really wants to do, will she always make decisions that are in the best interests of her learners?


Argument 2
· Stratification encourages self-interest at the expense of the interest of the learners (e.g. teachers doing the assignments for their studies towards promotion instead of teaching).

· The knowledge and skills acquired in the interest of furthering a career are not necessarily those of most value to learners (e.g. doing a B. A, in Public Administration in order to move into management in the State department will have little or no impact, except perhaps a negative one, on the quality of classroom teaching).

· Promotion goes to those who meet criteria other than good teaching and hence leads to resentment among good but un-promoted teachers.

· If the incentive of promotion was removed, teachers would turn more to the intrinsic incentives and satisfaction of teaching itself, which would be in the best interest of learners.
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	Reflection



	
	What motivates you? If a teacher is motivated by the satisfaction she gets from the achievement of her learners, will she be more or less likely to make professional decisions determined by the impact they will have on her learners?
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Activity 1d
	Purpose
This activity will help you to reflect in more depth on your own teaching career and what motivates you in your career decisions. We hope that the arguments we have presented will help you to think about some of the issues involved.
Time 
This activity will take about 45 minutes.
Write answers to the following questions in your workbook.
1. With which of the above two arguments do you most identify?

2. When do you feel that teachers should get a salary increase, over and above an inflation-related increase given to everybody:

a. Every time they get a new qualification, even if it is not directly related to their teaching

b. If they get a new qualification directly related to their teaching

c. If there is demonstrable improvement over a period of time in the quality of learning

d. If they take on more responsibility.

If possible, compare your answers to the above questions with other teacher-educators.
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	Discussion


Discussion
It is quite possible that you find you cannot identify completely with either argument. Both arguments are somewhat exaggerated notions of two extremes and by no means address all the possible points of view. The first argument suggests that teachers who improve themselves are likely to be ‘rewarded’ by gaining promotion to posts that will take them out of the classroom. Won’t this then mean that the quality of classroom teaching actually suffers? The second argument suggests that the withdrawal of promotion incentives will encourage teachers to refocus on the classroom. Do you think this is true?’ Won’t they simply leave the profession? The purpose of presenting these two arguments is to show that different options exist. You need to think about your own views on these issues and be able to develop reasons to support your views. We think that a key question that needs to be addressed is how can recognition be given to teachers that will encourage them to stay in the classroom and continue to strive to improve their practice? A related question is, how does our behaviour as teacher-educators model and encourage this?
There would seem to be support for applicability to teaching of Herzberg’s ‘two factor’ theory (Herzberg, 1966). This holds that there is one set of factors that potentially yield satisfaction. These centre on the job itself: teachers derive their satisfaction from teaching as such (Jackson, 1968; Lortie, 1975). Another set of factors, called ‘hygiene’ factors by Herzberg, cannot of themselves yield satisfaction but they can lead to dissatisfaction. These include pay, working conditions and authority relationships.
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	Reflection



	
	What motivates you – satisfaction for a job well done or the possibility of promotion? How does this influence the decisions that you make? Is it possible to have both? Would you use a promotion to drive a process to improve the quality of teaching?

To give a practical example of the theory: low pay can generate dissatisfaction but high pay does not necessarily ensure satisfaction – it simply removes one source of dissatisfaction. Thus, when qualifications are linked to salary increases, the temptation is simply to take whatever qualification route will lead most quickly to a salary increment, even though it may have no impact on the quality of one’s teaching. The motivation does not come from the work of teaching itself: having obtained the qualification and gained a higher salary, the teacher may be no more motivated to engage with improvement of his/her teaching and may be no more effective.

This raises the question, do higher qualifications make you a more competent and effective teacher?




1.4 What does it mean to be ‘qualified?’
Let us explore this question through an activity.
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Activity 1e
	Purpose

This activity will help you to reflect on the motivation for gaining qualifications. The activity has been adapted from Gultig et al. (1999) Creating people-centred schools.

Time 

The activity will take about 15 minutes.
Write answers to the following questions in your workbook.
1. Look at the cartoon on the next page. What differences do you notice between scenes 1 and 3?

2. Look at the mark the principal has gained in scene 2. What do you think the principal has learned? Has anything changed as a result of the principal’s management course?

3. What do you think the cartoonist is suggesting in this cartoon?

4. What relevance do you see in this cartoon to your own involvement in the CPDC programme?.

If possible, compare your answers to the above questions with other teacher-educators.
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Figure 3.2 Management training. (Source: EMD Task Team/Dept of Education, Pretoria)




Figure 2: Cartoon on management training
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	Discussion


Discussion

In our discussion earlier, we saw how the job of the teacher has been subjected to an increasing amount of change. Change requires not only that we develop new knowledge and skills but also that we find meaning and satisfaction in new ways of doing things. Embarking on a programme of study leading to a new qualification can help us to do this but, as demonstrated in the above cartoon, a qualification does not necessarily make us better at our work. The extent to which such a course truly helps us will depend very much on the nature of the programme that leads to the qualification and also how we engage with it, both as learners and as professionals i.e. the extent to which we try out what we learn in practice. Teachers are, by nature, professional learners.
1.5 The teacher as a professional learner

Let us being by looking at the teacher as an adult learner. Although we may not always recognise it, throughout our adult life we are undergoing personal change. We move through the different phases of our life and, in doing so, encounter different challenges. Our response to these challenges may alter our perception of ‘problems’, the priorities we set ourselves or the criteria we use for making value judgements. Two process are at work which influence our resulting development:

· The process of situational adjustment

· The process of ‘commitment’.

The process of situational adjustment

This is the way in which we learn the requirements of each situation and therefore what we need to do to survive at first, then to cope and finally to succeed. As we go through these stages, we turn ourselves into the kind of person the situation demands (this could, of course, be the kind of person who changes the situation altogether). This explains why we tend to be a slightly different teacher in every different institution in which we work. Our teaching, our relationship with colleagues, our self-image may alter, to a lesser or greater extent as we come to sense the culture in which we find ourselves.
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Activity 1f
	Purpose

This activity will help you to think about your own process of situational adjustment.

Time 

This activity will take about 45 minutes.
Write answers to the following questions in your workbook.
1. Briefly outline any differences in your behavior in and outside of the college setting.

2. Briefly outline any differences you have noticed in your behavior in different situations/ classes within the college.

3. Outline any changes that have occurred in your teaching and preparation for teaching as you have worked through this discussion.
4. In light of your answers to 1, 2 and 3 would you say that you find it easy or difficult to adjust to different situations? Why do you think this is so?
If possible, compare your answers to the above questions with other teacher-educators.


The process of commitment
This is related to the way in which we attach personal value to behaving in particular ways – a sense of being true to ourselves. In other words, when given the opportunity of other possible alternatives, we will choose one particular course of action. So, despite our altruistic desires when we enter the profession, it may become more important not to lose face or status rather than ‘to do the best for our students’. Many of the teachers and teacher-educators we have worked with in the past have found it very difficult, for example, to continue to try new approaches in the face of apathy or the ‘PHD – pull him/her down’ attitudes of some colleagues towards anybody attempting to introduce change.
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Activity 1g
	Purpose

This activity will help you to think about your own process of ‘commitment’.

Time 

This activity will take about 15 minutes.
Write answers to the following questions in your workbook.
1. Briefly describe an occasion on which you made a decision to act in a particular way though you know that your decision was not in the best interests of your students.

2. What caused you to act in this way?

3. Are similar circumstances likely to arise again? Will you act any differently?
If possible, compare your answers to the above questions with other teacher-educators.
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	Discussion


Discussion
When we come to consider the teacher as a professional (see 1.1 and Unit 2), we can see the strength of both situational adjustment and commitment in an teacher’s response to change. After all, teaching does not follow the same predictable pattern every day. It is characterised by:

Complexity

Classrooms, whether in schools or colleges, are dynamic places where changing problems interact with one another. When we try to take action on one problem, it seems to have an unanticipated ‘knock-on’ effect to another problem and when we turn our attention to that problem we find it linked to yet another.
Uncertainty

Time and resources are always limited and so, on both a small scale and a larger one, we have to decide what can be done and what cannot. This would be relatively simple if it was a matter of choosing between the obviously valuable option and that which was a complete waste of time. 

In reality, of course, many of the possibilities confronting us seem equally worthwhile so that, as we make the many decisions that constitute teaching, we often experience a feeling if uncertainty and guilt. We can never be sure that the best choice is being made.

Value conflict

Even when we are sure, there is the strong possibility that someone else would be equally sure that it was not the best choice. We operate within a set of assumptions that others may not share. This value conflict has, for example, resulted in problems in implementing curriculum reform processes where curriculum reformers have valued ‘experiential learning’ and ‘learner discussion’ while many parents value ‘rote learning’ and ‘exercises written in books’.

Instability

This operates in two ways. To begin with there are the unwanted interruptions that disturb the planned day. Then there is the other type of unpredictability when the well-planned lesson does not work but the instant improvisation is a great success.

Uniqueness

No class or group and no learner is ever quite like any other. Despite all our knowledge and experience, we still have to adapt our actions to suit the unique circumstances with which we are dealing.
It is with such situations, from our first anxious days as a beginner teacher, that we have to cope. Because of the complexity and continual change, we can never really say that we have nothing left to learn …
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Activity 1h
	Purpose

This activity will help you to think about the last point, which informs the discussion that follows. 

Time 

This activity will take about 15 minutes.
Write answers to the following questions in your workbook.
Read through the following case study. What advice would you give to this teacher?

Dr Haruna has been teaching for 25 years. He remembers the advice given to him during his early training” “Establish your authority early on and the rest of the year will go smoothly.” As a consequence of this advice, Dr Haruna was noted for his strictness, especially at the beginning of the year. During the first few weeks of school, he would administer more corporal punishment than all the rest of the staff combined.

It was true that his classes were generally well-behaved and they did as well in their studies as any other learners in the school. However, since the banning of corporal punishment, things have not gone well for Dr Haruna. He has found it difficult to establish authority in the classroom; and he has twice been warned about threatening to administer corporal punishment. He has been feeling increasingly frustrated by the ‘naughtiness’ of the learners in his class.
If possible, compare your advice to Dr Haruna with that of other teacher-educators.
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	Discussion


Discussion
It is likely that it is the more ‘experienced’ teacher or teacher-educator who will suffer most from the ‘de-skilling’ that results from many curricular and other innovations. The more senior teacher is more vulnerable precisely because of his or her seniority and status. The ‘experience’ may be considerable but it may be inappropriate to the changed conditions. Dr Haruna’s training and experience have led him to believe that the only way to establish his authority in the classroom and to manage it effectively, is by using corporal punishment liberally at the start of the year. He is not aware of or is unable to use alternative approaches to effective classroom management. This is why continuous professional development has come to be seen as essential. In many ways, the qualification that you are working towards in this CPDC programme is therefore simply a step in a process of lifelong learning.
Sometimes, the need for further professional development is not so obvious however …

	[image: image23.png]



Activity 1i
	Purpose

This activity will help you to think about the scope of CPD.

Time 

This activity will take about 30 minutes.
Write answers to the following questions in your workbook.
Consider the following conversation between two teachers, Mr Muhammad and Ms Uba. Think about what each teacher says. What do their words reveal about their respective beliefs regarding learners’ behaviour and the nature of teaching and learning?

In line with the school’s policy on collaborative approaches to learning and teaching, Mr Muhammad and Ms Uba have developed together a mathematics test for their Grade 6 learners. They are now arguing about how they should administer the test.

Mr Muhammad: I think we should give all the Grade 6s a class test for 1 hour next Friday morning.

Ms Uba: Actually, I think it would be better to give them the test to do over the weekend as homework. Many of my learners do not do well on tests as they get nervous.

Mr Muhammad: Well, they’ll just have to get used to it. Eventually, they’ll be writing a school-leaving exam, so it’s all good practice.

Ms Uba: Yes, but at the moment we are interested in whether they can do the maths, not in whether they can write exams.

	
	Mr Muhammad: If you give it as homework, they will just cheat by getting someone else to do it for them. So you still won’t know if they can do the maths!
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	Discussion


Discussion
There are no right or wrong answers to the previous activity. We have simply tried to illustrate that the things we say and do in our schools and colleges are often based on beliefs and understandings about the nature of teaching and learning that we might not consciously express. Mr Muhammad’s words suggest that he places a high value on formal testing under controlled conditions and part of the reason for this seems to stem from a fairly negative perception of his learners: Mr Muhammad believes that if they are not under exam conditions, his learners will simply cheat on the test. On the other hand, Ms Uba seems to feel that under exam conditions we may often be testing things other than the learners’ understanding. It would seem that she has a more positive view of her learners: her words suggest that she believes her learners will not ‘cheat’ but they might tackle the test in different ways and need different amounts of time.
The way in which we learn from, or fail to learn from, our teaching experiences and our prior training, will have a profound effect on how we respond to change. The ‘common sense’ which underpins our practice and beliefs may have been build up in circumstances quite different from those operating under current conditions, and so might well be quite inappropriate. We may find changes imposed upon us both ‘meaningless’ and potentially de-skilling, threatening our confidence and lessening our enthusiasm for change. What we are being asked to do may seem to go against our ‘common sense’ and intuition. [Think about the different viewpoints of Dr Haruna, Mr Muhammad and Ms Uba in the previous activities.]

As teaching at all levels requires us to ‘think on our feet,’ we become very good at thinking about something while actually doing it. In effect, as we become ‘experienced’ at coping with the amount and complexity of information that emerges during activities in our classrooms, we learn what to look for and how to respond to what is found. We develop a set of ideas – a ‘theory’ – of our own for handling the everyday situations of teaching. Argyris and Schon (1978) refer to these theories as ‘theories of action’; Saide’s study of education project (1997 – 2000) refers to the ‘theory of practice’ or ‘theory as practice’.
Both views pinpoint the problem for our professional development: although much of our teaching behaviour – our classroom ‘action’ or ‘practice’ – may be at an intuitive or implicit level, it is underpinned by ‘theory’. Furthermore, this ‘theory of action’ or ‘theory as practice has two components:

· Our ‘espoused theories’ – what we say to justify or describe what we do;

· Our ‘theories-in-use’ – the set of theories that actually governs our actions – in other words what we actually do.
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Activity 1j

	Purpose

This activity will help you to think about the difference between the two ideas expressed above and to begin to express your own ‘theory of action’ or ‘theory of practice’.

Time 

This activity will take about 60 minutes.
Write answers to the following questions in your workbook.
1. Consider the following case study. Try and describe Ms Maibeni’s ‘espoused theory’ and her ‘theory-in-use’. Are they the same?

Ms Maibeni.was involved in a workshop which was exploring more interactive classroom strategies as required by the curriculum reform agenda. During the workshop she made the following comment: “In my class we already follow an activity-based constructivist approach. My learners always work in groups.”

The next day in her classroom, the learners were indeed seated in groups. Each group of learners was given a picture cut from the weekend newspaper. They were told to ‘discuss’ the picture in their groups for the rest of the period as Ms Maibeni was going to be busy writing reports.

2. Think back to some of your own teaching interactions in the past week. In a few short sentences, try to summarise the personal ‘theory’ of learning and teaching that underpinned your practice. Is there a match between what you did and what you believe is good practice? What, if anything would you do differently next time and why?
3. Try to identify two examples from your recent practice that respectively illustrate your theory and seem to contradict it.


This activity leads us into a consideration of how we can develop our practice.
1.6 Developing practice

Teaching is very much about making decisions and in order to do that we need a set of criteria which act as a screen for sifting the ‘valuable’ from the ‘not-so-valuable’ learning opportunities that occur in any classroom. In other words, the learners’ experience of the official curriculum (which must be the curriculum that matters) is dependent on their teacher’s ‘theories – in – use’ which guide their intuitive ‘thinking on their feet’ as they operate in the classroom.

Since both our classroom practice and the ways in which we seek to interpret and control it are inextricably linked, they tend to reinforce each other. In diagram form, it looks like Figure 2. A pattern of recycling the same ways of acting and responding builds up and we fall into ‘stereotyped’ ways of behaving.

[image: image26]
Figure 3: The ‘closed loop’ of practice

Our professional practice – what we actually do in the classroom – is therefore embedded in a whole way of thinking, feeling and seeing that enables us to give meaning to our experience. In other words, our behaviour is shaped by the way we see the world, our ‘perspective’. [Think about this in relation to the case studies given in the previous activities and reflection on your own experience.] However, although our perspective allows us to see and operate in the world in certain ways, it also prevents us from seeing and operating in the world in other ways. As we have ‘gained experience’ we have probably lost contact with our actual experience.  As a result, we become trapped in myths that we have developed through our past experience and that come to control our outlook. This means that if we want to make fundamental changes to how we behave, as opposed to superficial or short-term changes, then we need to change our perspective …
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Activity 1k


	Purpose

This activity presents a concrete example of the ideas discussed above.

Time 

This activity will take about 30 minutes.
Write answers to the following questions in your workbook.
1. Consider the following case study. What advice would you give to this teacher?

‘Oh dear,’ thought Mrs Yushi. ‘Tomorrow I have to teach them about interest charges as part of their early maths programme and learners always find it so difficult. I expect they’ll all fail to understand just like they do every year …’
The next day, Mrs Yushi starts her class by saying, ‘Today we are going to look at a very difficult topic.’ She then writes the word ‘interest’ on the board and proceeds to work through an example showing how paying for a bicycle in instalments means paying more in total in the end. It is the same example and approach that she uses every year.

After completing the example, asks the learners to complete an activity on interest charges in their textbook. After the lesson, she begins marking their activities. ‘Just as I thought, they just don’t understand this difficult topic.’
2. Identify a topic that your own teacher-students have difficulty with every year.
a. Describe the different approaches you have used to teach this topic over the years.

b. Which approach seems to yield the best results?

c. What do your answers to 2a and 2b reveal about your own practice?
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	Discussion


Discussion
Two major implications flow from the above activity and our discussion to date.

First, if we are committed to continually improving our practice, we can expect to experience a process in which we:
· Reflect upon our present practice, preferably in a systematic and rigorous manner

· Challenge the familiar assumptions that influence what we actually do in our practice

· Explore alternative ways of interpreting practice and thereby reframe our perspective; and

· Try out or experiment with ways of acting in the classroom which accord with how we now see the reality of the situation.

Secondly, we can expect this process to be not only challenging but also sometimes very discomforting and stressful. There is a tendency within us all to feel threatened by information and experiences that go against the grain of our normal way of doing and thinking about things.

Many proposals for educational change imply, in effect, that some teachers will need to experience perspective transformation if the change is to be fully implemented. What these proposals fail to acknowledge is the complex nature of the process and, in particular, the interplay between ‘behaviour’ and ‘beliefs’ in the classroom. Thus any approach that attempts to separate these and either tackle behaviour without any consideration of the accompanying beliefs (the ‘cook-book’ or ‘tips for teachers’ approach) or tackles beliefs in the hope that the behaviour will follow (arguably the dominant – theory-practice paradigm of professional education) is filled with difficulties. Teachers may not believe in a way of doing something but:
· If they have never done it then they cannot know what they do not believe in; and

· If they have never reflected on what they already do and the prior understandings implicit in it, then they cannot know the limitations of both that behaviour and the beliefs underlying it. Therefore they may see no intrinsic reason to develop new ways of doing something.

The challenge for us in developing this CPDC programme has been to find ways of breaking open this ‘closed loop’ (as characterised in Figure 3).

Sometimes chance plays a part. Our ‘intuitive’ performance does not yield the expected results and we are surprised. We are faced with a dilemma and forced to re-examine it. However, it could take a very long time to wait for such surprises to bring about change in the classroom! Another way to break open the loop is through conscious reflection upon our practice, and this is something we encourage you to do in this programme. Reflection can be a powerful means of consciousness-raising, but unless forced upon us by surprise, it has to be entered into as the result of a positive decision –and too often in teaching reflection is seen as a luxury rather than as central to the whole act of teaching. The use of reflection can help us to make our ‘theories-in-use’ accessible. Just pause for a moment to consider a simple (but to some extent comparable) example concerning the skilful performance of car drivers …
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Activity 1l


	Purpose

This activity will help you to think about the power of reflecting on the things we take for granted.

Time 

This activity will take about 10 minutes.
Write answers to the following questions in your workbook.
1. Ask a few of your friends to describe how they put their car into reverse. Observe their reactions carefully.

2. Now summarise what you have learned.

3. What lesson is there in this exercise for our practice as teacher-educators?
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	Discussion


Discussion

You may have noticed that many people tend to re-live their actions in order to get access to what they do in that context. In a similar but more complex way, we tend to know more than we can say about our teaching; but trying to articulate it clarifies our thinking. Only when the normally invisible aspects of our work become visible are we in a position to engage in self-confrontation with our practice. If we can move successfully through this point, then we are in a position to make judgements about those powerful ‘theories-in-use’.
The demands placed upon us during this phase are considerable. We may suffer a collapse of confidence, total bewilderment or a feeling of impotence in constructing a way forward. It is a very human reaction to avoid the stress involved in self-confrontation. We may find ourselves trying to rationalise away those things that we would rather not recognise – in other words using ‘avoidance’ or ‘denial’ strategies. 

Consider Mrs Yushi’s response in an earlier activity. The fact that her learners again failed to perform well on the interest activity simply confirmed her belief that it is a difficult topic. She did not stop to think about whether she could, perhaps, teach this topic in a different way. Consequently, she is likely to do the same thing next year with the same results.

Questioning everything we assume is not something that any of us need engage in every time that we reflect on our practice. It neither could, nor should, be a daily event. There are times when we wish to continue working towards our present intended outcomes but want to make minor adjustments to what we do in order better to achieve them. In other words, we ‘fine-tune’ our practice.
However, since we are seeking to become more flexible and responsible teachers – reflective inquirers into our own practice – then we must expect the process to be cyclical anyway. If, despite developments in our practice, it has still not become coherent, understandable and operable, then we need to continue to study, analyse and develop it.

This CPDC programme aims to help you gain a deeper understanding of your role as a teacher-educator in explaining and modelling the key concerns of the curriculum reform agenda for your teacher-students. We will not cover everything that it is possible to cover, but we intend to cover just enough to enable you to continue the journey independently.

1.7 Summary

· In this unit we looked at the nature of schools and colleges as workplaces and the tension between professional and organisational needs.
· We considered the ways that educational institutions have become more ‘open’.

· Then we looked at the pressures on teachers’ roles from parental, political, social, economic, demographic and technological perspectives.

· We noted that a teacher’s reaction to change is in part bound up with the teacher’s concept of his/her career and the ways in which the individual is motivated to teach.
· We saw that there is an argument for delinking qualifications and salaries.

· We saw that better qualifications do not necessarily mean improved performance.

· We looked at the teacher as a learner and the processes of situational adjustment and commitment.

· We observed that the classroom situation, whether in a school or a college, is characterised by complexity, uncertainty, value conflict, instability and uniqueness.

· We discussed how our classroom behaviour is informed by embedded theory and distinguished between espoused theories – what we say to justify what we do – and theories in use – what we actually do.

· We noted that in order to become better teachers, we may need to challenge and change our embedded theories or perspectives.

· We explained how conscious reflection can help us to break open the closed loop of repetitive, unchanging practice.

1.8 Self-assessment
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Assessment
	Tick the boxes to assess whether you have achieved the outcomes for this unit. If you cannot tick the boxes, you should go back and work through the relevant part in the unit again. 
I am able to: 

#

Checklist

(
1

Describe the unique challenges of schools and colleges as work-places.
(
2

Identify and discuss sources of change in the roles of teachers.
(
3

Discuss the nature of teaching as a career.
(
4

Differentiate between being qualified and being competent.
(
5
Identify the inputs into schools and colleges that can impact on teaching.
(



1.9 Selected references

The content of this unit is based largely on an OUUK PGCE programme offered as a resource for sharing through the Saide resource centre and subsequently mediated in Promat Colleges (2000). Teaching Studies Module 6: What does it mean to be a professional teacher? Pretoria: Promat Colleges.
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	Key references and useful further reading includes:
Adendorff, M., Mason, M., Modiba, M., Farragher, L., Kunene, Z. & Gultig, J. Ed. 2002. Being a Teacher: Professional Challenges and Choices. Learning Guide and Reader. Cape Town: OUP & Saide. Published as an OER at: http://www.oerafrica.org/african-teacher-education-oer-network-aten/being-teacher 
Boud, D. & Walker, D. 1998. ‘Promoting reflection in professional courses: the challenge of context’ in Harrison, R., Reeve, F., Hanson, A. & Clarke, J. 2002. Supporting lifelong learning: volume 1 – perspectives on learning. London & New York: RoutledgeFalmer/OUUK. 91-110.

Illeris, K. 2008. Learning, Work and Competence Development. Paper delivered at INSETA, SAQA, UWC breakfast seminar, Diep in die Berg, 29/10/2008.


Also, if you can get online, look out for the “TED Talks” on various issues in education and also the annual “Horizons” report on trends in education and technology.
A source of interesting comparative statistics on the performance of learners in the areas of literacy and numeracy can be found at: http://timssandpirls.bc.edu/
2. Teaching as a profession
In Unit 1 we looked at the many challenges impacting on teaching which require teachers, and hence teacher-educators, to continually learn and adapt. We saw that it is necessary for the teacher-educator to think about more than just what happens in his or her course and classroom. This unit explores the wider nature of teaching as a profession as background to understanding the need for and nature of continuing professional development.

This unit will probably take about 6 hours to complete.
2.1 Unit outcomes

Upon completion of the unit, STYLEREF  "Guide Sub-title"  \* MERGEFORMAT  you will be better able to:
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Outcomes
	· Discuss the nature of teaching as a profession and distinguish between professionalization and professionalism.
· Debate the concept of teaching as a service.
· Debate the need for ‘norms and standards’ and a ‘code of conduct’ for teachers.
· Describe your own theory of practice.

· Relate the discussion in Unit 1 to change in the profession as a whole.

· Demonstrate an understanding of the importance of ‘rights’ and ‘responsibilities’ in regard to teaching.

· Begin to articulate what you see yourself ‘accountable’ for and to whom in your work as a teacher-educator.


2.2 Professionalism as a goal
You will recall that in Unit 1 we offered a brief definition of what is usually understood by the term ‘professional’ and began to explore some of the ways in which teaching seems to be different from other ‘professions’. We pointed to a tension between the need for professional autonomy on the one hand and the constraints of schools and colleges as organisations in a larger education system on the other. Adendorff et al. (2000) further observe:
… teachers who take their role seriously encounter many contradictions. Frequent public calls are made for professionalism, yet many teachers are called on to work in conditions that hardly encourage it … Many still do not have the most basic facilities … [and] still have to make do in seriously under-resourced classrooms and schools.

They further assert:

… for many committed teachers who try, despite difficulties, to carry out their duties professionally, their greatest obstacle is the lack of professional principles and conduct on the part of some of their colleagues. Whatever the historical reasons for this deficiency, too many teachers continue to show a lack of concern for the good of the learners in their classes, or for the communities from which they come (O’Connel, 1994).
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Activity 2a


	Purpose

This activity gives you an opportunity to react to what has been said so far. Your thinking will prepare you for the discussion that follows.

Time 

This activity will take about 15 minutes.
Write answers to the following questions in your workbook.
1. Do you agree with the assertion “their greatest obstacle is the lack of professional principles and conduct on the part of some of their colleagues”? Explain your point of view. Try to give a practical example if possible.
2. Try to define, in your own words, what it means to be considered a professional teacher.
3. Looking at the issues discussed in Unit 1 and the quotations from Adendorrf et al., what is suggested to be the primary concern of the teaching profession? Do you agree with this focus? Try to explain your reasoning.
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	Discussion


Discussion

Compare the following ideas with your own.
Bensusan et al. (1999) suggest that when asked whether teachers (and teacher-educators) are professionals, people tend to respond in one of two ways:

· Teachers are skilled and caring practitioners, whose contributions to the invaluable process of education is overlooked and who by rights ought to be recognised as professionals.

· Professionalism is an outdated, elitist practice which once conferred authority and autonomy on teachers, but is no longer recognised in this way.

Comments like the above raise questions about how we view professionalism, with particular regard to education. They suggest that there is some expectation of someone who is ‘professional’ over and above simply being employed and having certain functions to perform.
Bensusan et al. (1999) refer to Sockett (1989) who suggests four areas in which teachers as professionals have a special interest:

1. Professionals need to be committed to an ideal of service.

2. Professionals need to be able to work with knowledge that is useful and enlightening.

3. Professionals need to be members of a professional community.

4. Professionals subscribe to a code of ethics.

Sockett in turn cites Hoyle (1980) to distinguish between professionalisation and professionalism as follows: 

… ‘professionalisation’, is a focus on the process by which an occupation becomes a profession and the changes in status that this implies. ‘Professionalism’ on the other hand describes the quality of practice; it describes the manner of conduct within an occupation, how members integrate their obligations with their knowledge and skills in both a context of collegiality and their contractual and ethical relations with clients.
As Bensusan et al. observe, the above distinctions mean that before seeking rewards of status, financial benefits, autonomy and other qualities, practitioners must first establish the merits and benefit of their services. In other words, professionalism is a prerequisite for professionalisation.
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Activity 2b


	Purpose

This activity offers you an opportunity to react to the assertions made above. Your thoughts will prepare you not only for the discussion that follows in this Unit but also for your engagement with the whole CDPC programme.

Time 

This activity will take about 25 minutes.
Write answers to the following questions in your workbook.
1. In your opinion, what are the ‘merits and benefits’ of the work you do as a teacher-educator? How are they demonstrated? Try to give practical examples.

2. What do you understand by the term, an ‘ideal of service’? From your understanding, is this something with which you agree? Explain your answer.

3. What knowledge do you require in order to fulfil your role as a teacher-educator? Identify the areas in which you feel your knowledge could usefully be extended.

4. Do you agree with Sockett’s idea that teachers need to be members of a professional community? Do you feel that you are a member of a professional community?
5. Do you personally subscribe to a code of ethics in relation to your work? If yes, write down the key ethical principles that you try to abide by.
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	Discussion


Discussion

There are no right or wrong answers to the questions asked in the previous activity. However, if possible, discuss your responses to these questions with other colleagues.
We will discuss the notion of an ‘ideal of service’ in the next section.

2.3 Teaching and an ideal of service

In this section we will explore Sockett’s notion of an ‘ideal of service’. We will try to do this using case studies as a basis for reflection.
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Activity 2c

	Purpose

The case studies that follow are designed to highlight some of the issues that arise from the notion of an ‘ideal of service’.
Time 

This activity will take about 30 minutes.
Write answers to the questions in your workbook.
Case Study 1: (Adapted from Pettigrew and Akhurst, 1999:17)
Let us begin with the following case of Mrs Garba, a teacher at a local primary school.

Mrs Garba wants a young learner, Ibrahim, to get on with his work and not to talk, not to look out of the window, not to get out of his seat and not to disturb other children. So she decides to punish him whenever he does anything other than get on with his work. She wants him to sit down quietly and complete his tasks, as he is failing the year. Ibrahim bumps his neighbour; Mrs Garba shouts at him. He gets up; she shouts at him again. He looks out of the window; she shouts again, louder this time. He begins to cry, so she smacks him. Ibrahim then cries even louder. The teacher feels exhausted and miserable. She has tried to solve this problem by exerting total control over Ibrahim’s behavior, ending with physical force. But her feelings of exhaustion and despondency tell her that she does not have control over Ibrahim. All her attention has been focused on only the one child. She has ignored the other 59, who are all watching her and Ibrahim, and she still has not succeeded in teaching him to get on with his work.
1. What advice would you give to this teacher?
2. What does the case study suggest about an ideal of service for the teaching profession?

Case study 2 (from Pettigrew and Akhurst 1999: 185)
The animal school

Once upon a time, the animals decided they must do something heroic to meet the problems of a ‘new world’. So they organized a school.

They adopted an activity curriculum consisting of running, climbing, swimming and flying. To make it easier to administer the curriculum, ALL the animals took ALL the subjects.

The duck was excellent in swimming, in fact better than his instructor; but he made only passing grades in flying and was very poor in running. Since he was slow in running, he had to stay after school and also drop swimming in order to practise running.  This was kept up until his web feet were badly worn and he was only average in swimming. But average was acceptable in school so nobody worried about that except the duck.

	
	The rabbit started at the top of the class in running, but had a nervous breakdown because of so much make-up work in swimming. The squirrel was excellent in climbing until he developed frustration in the flying class where his teacher made him start from the ground up instead of from the tree down. He also developed stiff and cramped legs from ‘too much effort’ and then got C in climbing and D in running.

The eagle was a problem-child and was disciplined severely. In the climbing class he beat all the others to the top of the tree, but insisted on using his own way to get there.

At the end of the year, an abnormal eel that could swim exceptionally well, and also run, climb and fly a little, had the highest class average and was top of the class.

The wild dogs stayed out of school and fought the tax levy because the administration would not add digging and burrowing to the curriculum. They apprenticed their children to an ant eater and later joined the dassies and duiker to start a successful private school.

3. You will be interested in the fact that Dr George Reavis was the author of this fable which he wrote in 1948. What lesson does the fable have for our classrooms today?
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	Discussion


Discussion

Again there are many possible responses to the case studies above and it would be worthwhile comparing ideas with colleagues. 
We noted earlier that many teachers are working in conditions that are far from ideal. However, teaching is not just a job in which we might do the minimum we can in order to get paid whilst complaining about the difficulties we face in executing tasks that have been assigned. The work that we do has a long term impact on the lives of our teacher-students and in turn on the lives of the learners in the schools and ultimately on our communities and country. The goal of our profession, indeed the reason for its existence, is to bring about systematic and effective learning (just as the goal of the health profession is to bring about the health and well-being of patients and society generally). In accepting a teaching post, whether as a teacher-educator or a classroom teacher, we accept the responsibility that goes with that post to do the best we can for all our learners within the constraints that our differing work environments place upon us.

This means accepting that the needs of our learners – whether teacher-students or school pupils, come first. 

Adendorff et al pose this question in the form of a challenge: Will you become (or will you continue to be) part of the solution to the problems confronting education, or will you be part of the problem?

This question is implied in almost all the questions and activities which shape the CPDC programme.
Thus in a way, the central question of this module becomes not only ‘What does it mean to be a professional teacher?’ but also ‘What is required of a teacher and hence of a teacher-educator in Nigeria today?’ or put another way: ‘What kind of teacher will be competent to prepare learners to meet the challenges and overcome the problems facing them in a 21st century society and what kind of teacher-educators are needed to prepare teacher-students to play this role?’
2.4 Working with knowledge that is useful and enlightening

In this section we turn our attention to Sockett’s second assertion, namely that ‘Professionals need to be able to work with knowledge which is useful and enlightening’.
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Activity 2d


	Purpose

As previously, we make use of a case study to explore the concept of knowledge that is useful and enlightening.
Time 

This activity will take about 30 minutes.
Write answers to the questions in your workbook.
Ms Nasiru is a temporary teacher at Ibadan C Primary School. She is exploring the theme of transport with her class and has decided to have a lesson on the “harbours” of Africa. Ibadan C Primary is in an inland area, where Ms Nasiru and her learners, have spent all of their lives: so no one in the group has ever seen a harbor.
Ms Nasiru begins her lesson. She writes the word “Transport” on the chalkboard and asks learners to name different kinds of transport, which she writes on the board in the form of a mind map. From previous lessons, the learners are able to suggest cars, bicycles, aeroplanes and boats. The following dialogue then ensues:

Ms Nasiru: Good. In this lesson we are going to learn more about where boats go. Kalli, where do boats go?

Kalli: The sea, Miss.

Ms Nasiru: Yes, but where else do they go, Kalli?

Kalli: Er, lakes, Miss?

Ms Nasiru: Yes, but where else Kalli? Come on, think boy.

	
	Kalli: (visibly distressed by all the attention on his failure to give the right answer). R – r – rivers, Miss?

Ms Nasiru: No, you are thinking of only one thing all the time, Kalli! Who can help Kalli?
Mirriam: Ports, Miss?

Ms Nasiru: What is another name for a port, Mirriam?

Mirriam: I don’t know, Miss.

Ms Nasiru: (visibly frustrated) Another name for a port is a harbour (writes the word on the board). A harbour is a place where boats go to load and offload their goods and where they stay when they are not at sea. Repeat after me …

1. What advice would you give Ms Nasiru in teaching this lesson?

2. What kinds of knowledge are assumed in your advice? How could she obtain this knowledge?


	[image: image41.png]




	Discussion


Discussion

Again there are many possible responses to the case studies above and it would be worthwhile comparing ideas with colleagues. 

You may have suggested some of the following kinds of knowledge:
Knowledge about:

· The content, in this case, harbours. In order to teach her learners about harbours, Ms Nasiru needs to know about them herself. She probably needs access to textbooks, reference works, atlases, etc. Since she has never seen a harbour herself she might look for pictures, a newspaper article or a video showing a harbour, and could possibly even use these in her lesson. Knowledge could also be gained from other teachers, friends or relatives, from a school or community library, from the internet and/or from a school or district resource centre. Whatever the source, access to contemporary, reliable information is a key need of a professional teacher.
· Teaching skills (pedagogy) such as preparing and using audio-visual aids, small group work, effective questioning etc. Again this knowledge could have been gained from the sources listed above. Teachers are more likely to teach in this way if they have experienced use of these approaches by their teacher-educators during their teacher training.

· Classroom management and the management of learning, individually and in groups. In the case study you have looked at, Ms Nasiru has centred a number of exchanges on one learner, who is clearly embarrassed by the situation. What are the other learners doing at this time? What other resources could she have brought to the classroom to help her? Did you notice that her questions indicate that she had only one possible answer in mind and so has not engaged with the learner’s responses in any meaningful way? She could have taken the knowledge she needed from methodology and classroom management texts, other teachers, training courses and/or reflection on her own and others’ experiences.

· Herself: being able to recognise that she was getting frustrated and this was causing her to focus, in a negative way, on the ‘wrong’ answers (in the sense of not being what the teacher wanted) offered by one learner. Critical self-reflection is an important aid here, and a mark of a true professional. Other teachers could also help by observing her lessons and offering constructive feedback.
· The context: Ms Nasiru should have realised that possibly none of her learners had ever seen a harbour or even had cause to use the word. This could have been one of the early questions she asked of the group as the learners themselves are also a source of knowledge.

The exchange offered in the activity and the discussion that follows, points to the importance of the teacher as a resource in herself. In fact, the teacher herself can be seen as the most important resource in the classroom because she combines not only her knowledge of the content but also how to make the learning meaningful and accessible by asking the right kinds of questions etc (pedagogic content knowledge) and augmenting the teaching with appropriate resources and technology (technical pedagogic content knowledge).

Sockett ibid. identifies two factors which seem to make growth in knowledge about teaching difficult:

· First, is the fact that traditionally teachers (and teacher-educators?) have tended to work alone in their own classrooms and often feel threatened by openness, collaboration on planning, development and teaching as well as self-appraisal and appraisal by others. These are attitudes that will need to be broken down if are we are to continue to grow in our profession.
· Second, is the divide that has tended to exist between theory (seen as the realm of academics who speak in complex jargon) and practice (seen as what teachers actually do in their classrooms but which is seldom subjected to critical observation, discussion and debate). We will try to show in the CDPC programme that all the decisions that we make in our colleges, schools and classrooms, tend to be based on some kind of theory about learning and teaching, or life in general, and that making this underpinning theory explicit is a first step in examining practice (see Sections 1.5 and 1.6 in Unit 1).

In other words, there is a dynamic inter-relationship between what is to be learned, learning theory and the practical teaching strategies we employ in the classroom. We can illustrate this in a simple table (developed originally for a distance education context) as follows:

Table: The impact of different conceptions of learning on practice

	Decisions made regarding:

	Communicating the curriculum
	· Outcomes and content finalized before programme. Apply to all learners.

· All learners start and end at the same time and follow the same study sequence.

· Emphasis on providing ‘finished’ content through lectures/ printed materials/ multi media/ ICTs.

· Use of generic tutorial letters offering assignment model answers/ provision of model answers to tasks.

· In-course activities few or used to consolidate memorization of content.

· Tutor/materials developer seen as expert transmitting knowledge.
	· Outcomes and content finalized before start but programme offers core and elective options.

· Continuous enrolment, but same study sequence for all learners.

· Emphasis on providing resources and scaffolding to enable learners to construct their own understandings, through tutorial-in-print; 1-1 contact tutorials; emails; teletutoring.

· Emphasis on individual feedback on assignments.

· In course activities require learners to construct and demonstrate their own understanding.

· Tutor/materials developer seen as scaffolding learning opportunities.
	· Outcomes and content negotiated with learners before start of programme.

· Continuous enrolment and modularization allows multiple pathways.

· Emphasis on providing resources , not always complete, that reflect multiple perspectives and inviting discussion via email, website, in small group contact tutorials.

· Emphasis on formative feedback on both individual and group tasks; feedback as continuation of discussion.

· In course activities favour discussion with others and examination of multiple viewpoints and multiple resources.

	Engaging with the curriculum
	· Assume that learners have appropriate study skills.

· Learners expected to master content.

· Emphasis on recall in activities, assignments and examinations.
	· Enable reflection on and development of metacognitive skills.

· Learners expected to construct own understanding; therefore concern with both product and process.

· Emphasis on problem identification and problem solving in activities, assignments and examinations.
	· Enable reflection on and development of metacognitive and social skills.

· Learners expected to co-construct knowledge with others; emphasis on process.

· Emphasis on critical analysis and open-ended discussion.

	Applying what has been learned
	· Assessment by tutors only.

· Assessment tasks require recall.

· Assessment tasks include assignment content tests; examinations.
	· Assessment by self and others.

· Assessment tasks require application of knowledge in authentic situations.

· Variety of individual assessment tasks, including portfolios.
	· Assessment by self, peers and tutors.

· Assessment tasks require reflection and application in congruent real-life contexts.

· Variety of assessment tasks, including group tasks.

	Typical resources
	· Single prescribed textbook
	· Prescribed and recommended mixed resources; with intent to set up debates
	· No limits on resources consulted including idiosyncratic resources and resources co-constructed as part of the learning process


Source: Mays (2015, adapted from Mays 2004)
Teachers and teacher-educators move between these indicators in practice but tend to be more inclined to one set of practices than another. Internationally, the trend is towards practices to the right of the table. Becoming aware of one’s own dominant style opens up the possibility to explore alternative practices. These issues are explored in more detail in the CPDC programme, particularly in a general module on teaching and learning methods.

Being more conscious of and open about our practices and underpinning assumptions, opens up the possibility for receiving support from within a professional community of practice – which is another key aspect of the CPDC programme.
2.5 Being members of a professional community of practice

In this section we turn our attention to Sockett’s third condition for professionality, namely belonging to a professional community of practice.
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Activity 2e


	Purpose

This activity will help you to think about your own expectations of your community of fellow teacher-educators.
Time 

This activity will take about 15 minutes.
Write answers to the questions in your workbook.
1. Imagine that in order to encourage increased professionalism, the Ministry of Education decides to institute a national Excellent Teacher Awards process. You have been asked to serve on the committee to draw up the criteria. Brainstorm a few ideas on what you would be looking for.

2. What other stakeholders would need to be involved in the process?
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	Discussion


Discussion

As usual, there are many possible responses to the case studies above and it would be worthwhile comparing ideas with colleagues. 

It is important to recognise that criteria for competence and excellence within a profession are established within that profession by its professional members. Complying with these criteria is what makes us part of the profession. Competent performance may also create new standards for excellence within a particular context. New expectations emerging from the recent curriculum reform process include competences related to inclusive education practices, appropriate use of technology and resources, use of more interactive and constructivist methods, and the collapsing of rigid disciplinary and subject boundaries within and across traditional and new curriculum groupings such as Early Childhood Care and Education and Primary Education, Junior Secondary Education, Technical and Vocational Education and Training and Adult and Non-Formal Education – all of which are modules in the CPDC programme.
2.6 Subscribing to a code of ethics

In this section, we engage with the fourth criterion suggested by Sockett, namely subscribing to a code of professional ethics.
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Activity 2e


	Purpose

This activity will help you to think about your own experience of belonging to a professional community of practice bound by a common code of professional ethics.
Time 

This activity will take about 30 minutes.
Write answers to the questions in your workbook.
1. Look back at your response to question 5 in Activity 2b and add or delete anything form your list that you would like to change as a result of the work you have done so far in this unit.

2. When you joined the civil service originally, as a teacher or teacher-educator, you will have accepted to be bound by the rules governing behavior in the civil service. Thinking about your own experience:

a) Would you say that these rules inform your daily practice and the practice of your colleagues?

b) Which, if any, of these rules are most often flouted?

c) What exactly are the expectations regarding continuing professional development in these rules?
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	Discussion


Discussion

As usual, there are many possible responses to the case studies above and it would be worthwhile comparing ideas with colleagues. 

As indicated in the previous discussion, belonging to a community of professional practice usually implies certain values or standards being understood as common to the members of that community. 

Subscribing to a formal code of ethics is usually a voluntary action, however, which carries with it questions about what should happen if a person acts against the code.

Choosing to subscribe to a professional code of ethics offers us a yardstick against which to measure the many educational decisions we have to make every day. As Adendorff et al. note, teaching as a profession involves making choices:

In every dimension of teaching, teachers are required to make professional choices. As they prepare lessons or impart knowledge, skills and values, and as they organise learners in classrooms and in schools, teachers make hundreds of decisions, judgements and commitments every week – all of which involve choosing. As members of unions or professional associations, as they relate to parents and others in the community – or even while reflecting in private on their own professional roles – teachers have to choose whether to respond, and how to respond. These choices are important because the teachers, learners, and in many ways society, have to live with the results of these choices.

Some of these choices are momentary and immediate, perhaps not made as conscious decisions; others are long-term, and slow to reveal their results. Both kinds may be lasting in their effects on other human beings … The particular circumstances in which … teachers find themselves working today … require them to take such questions seriously too.
And this in turn, requires them to understand very clearly the choices that confront them daily in the classroom – and the reasons why some choices may be better than others. Since many of the options now open to teachers, and the dilemmas they face, involve new choices, the situation also requires new understandings.

These then are some of the underlying questions that underpin the CDPC programme:

How are teachers, and their teacher-educators, to maintain, or regain, their authority in a democratic but highly contested learning environment? 
Should teachers, and their teacher-educators, be developing learners’ skills, imparting content knowledge or taking the role of facilitator?

Should teachers, and their teacher-educators, play an active role in influencing the values of learners in Nigeria today? Or should they remain neutral in order not to offend particular learners or their communities?

How can collaborative, reflective practice help teachers, and their teacher-educators, and benefit the learners in the system? What essential qualities do teachers and teacher-educators need in order to make a positive difference?

Thus as you engage with the CPDC programme which we outline in the next unit, you should be thinking about the following question: What choices do I have as to the various roles I might play as a teacher-educator?

Because each of these choices, and each type of teaching role, involves a choice between various values – educational values, moral values and social values – and because each choice has important consequences, you should also ask (and try to answer):

Why do some choices make more sense than others?

And since choosing involves acting in a certain way, and not just making a choice in your mind, you also need to ask:

What practical challenges does an improved understanding of these choices present me with in becoming an even more effective teacher-educator?

2.7 What are the key professional challenges presented by Nigeria’s curriculum reform?

In its 2012 Curriculum Implementation Framework
, the NCCE sets out the key changes that the reform process seeks to bring about.

The document explains the overall approach as follows:
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	Reflection



	
	The curriculum reform process identified the need for restructuring of NCE programmes. What are the implications for you as a teacher-educator of this restructuring?


The Curriculum Implementation Framework identifies two key shifts in focus in implementing the new framework:
1. A shift in emphasis from teaching to learning  (p11)

2. A recognition that it is not only content that is learnt, but also skills and attitudes (p12)

The document then unpacks the key shifts in the following ways:


Curriculum Implementation Framework, p14

Curriculum Implementation Framework, p15

	[image: image47.png]




	Reflection



	
	What are the implications for you as a teacher-educator of these shifts in approach?


Clearly, there will be some new things to learn e.g. the content and pedagogy of ECCE and Adult and Non Formal Education provision.

We will also need to explore some alternative approaches to teaching familiar content such as primary maths and science concepts.

The CPDC programme has been designed in terms of content and approach to provide an orientation to the issues involved. A single programme will not be able to cover every topic that might be useful. We hope that this module and the CPDC programme will, however, provide a useful orientation to and the basis for ongoing innovation and critical reflection on updated approaches to training teachers. After all, teachers teach in part in the ways they themselves were taught. We therefore need to be conscious of the teaching practices that we ourselves model to our teacher-students.
2.8 Developing a professional portfolio of evidence of practice

There are many suggested activities in this module and CPDC programme; and many of these will encourage you to continue to reflect upon and innovate in your own practice even after you have completed the initial training session. A portfolio is a useful way to manage your emergent understanding. We explore the nature of such a portfolio under Section 3.7 of the programme overview.
2.9 Self-assessment
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Assessment
	Tick the boxes to assess whether you have achieved the outcomes for this unit. If you cannot tick the boxes, you should go back and work through the relevant part in the unit again. 

I am able to: 

#

Checklist

(
1

Discuss the nature of teaching as a profession and distinguish between professionalization and professionalism.
(
2

Debate the concept of teaching as a service.
(
3

Debate the need for ‘norms and standards’ and a ‘code of conduct’ for teachers.
(
4

Describe your own theory of practice.
(
5

Relate the discussion in Unit 1 to change in the profession as a whole.
(
6

Demonstrate an understanding of the importance of ‘rights’ and ‘responsibilities’ in regard to teaching.
(
7
Begin to articulate what you see yourself ‘accountable’ for and to whom in your work as a teacher-educator.

(



2.10 Selected references
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If you can get online, why not do an internet search on the issue of professions and continuing professional practice? It might also be useful to conduct a search on codes of ethics for the teaching profession.
3. Orientation to the CPD certificate programme
In this final unit, we provide an orientation to the CPDC programme as a response to the issue raised in Units 1 and 2. By the end of this unit and module you should be able to explain the need for the CPDC programme, the way it is structured and how it will be implemented.

This unit will probably take about 2 hours to complete.
3.1 Unit outcomes

Upon completion of the unit STYLEREF  "Guide Sub-title"  \* MERGEFORMAT  you will be better able to:
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Outcomes
	· Motivate, with understanding, the need for a shift in thinking about the nature of teaching in a changing world (from Unit 1) and the implications of this for the design of an appropriate CPD programme.

· Critically reflect on the nature of teaching as a profession, the need for CPD and the role a professional portfolio of evidence of practice can play (from Unit 2) and the implications of this for the design of an appropriate CPD programme.

· Describe, with insight, the need for a focus on teacher competences rather than teacher qualifications (from Units 1 and 2) and the implications of this for the design of an appropriate CPD programme.

· Critically describe the nature of the NCCE-TDP CPDC programme.
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Activity 3a
	Purpose
This activity will help you to understand the design-decisions that need to underpin an appropriate CPD programme for teacher-educators.
Time needed
This activity should take about 45 minutes.

Brainstorm answers to the following questions alone or with one or more colleagues.

1. What learning outcomes should a CPD programme for teacher-educators seek to achieve and why?

2. How should teacher-educators be selected for involvement in the programme? What qualifications and competences can we assume they already have? How much time will they be able to devote to a CPD programme?

3. What principles should underpin the design of the programme?

4. What kinds of teaching and learning strategies should be employed and why?

5. What modules and themes should make up the programme?

6. How should the programme be assessed?
7. How should the programme be mediated?
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	Discussion


Discussion

The questions you have just brainstormed were the kinds of questions that were asked during the CPDC programme design stage. The sections that follow provide insight into the decisions that were made. These are not ‘right’ answers but rather the decisions made by the programme design and development team. You may have identified additional issues that will need to be addressed in a follow-up CPD programme.
3.2 What are the purpose and exit level outcomes?
Rationale: why is it needed?


Declining performance of school learners and changing societal needs in light of the 21st century competences required in a global knowledge society require changes in the school curriculum in terms of both WHAT is taught and HOW it is taught. There is therefore need to equip college lecturers to explain, model and assess teaching and learning approaches that reflect:

· A commitment to continuous improvement of professional practice

· Global trends in teaching and learning

· Changing societal needs and the achievement of basic education objectives.
Purpose: what does it do?


The programme will provide an orientation to current curriculum reforms and prepare the ground for career-long continuing professional development in line with NCCE requirements as these evolve over time. The programme will, inter alia:

· Equip college teachers with the knowledge and skills to model appropriate practice

· Provide the basis for career-long professional development that aligns with NCCE continuing professional development requirements.
Exit level outcomes and associated assessment criteria:

By the end of the programme. College teachers will be better able to:

1. Provide curriculum leadership and support within their areas of specialisation 

This will be evident when candidates provide evidence of the following:

· Demonstrated competence in various areas of specialisation e.g. ECCE, Primary, Secondary, TVET, Adult Education in ways that meet the basic education needs of society

· Facilitated improved specialist competences among teachers

· Facilitated positive attitudinal change and practice towards reform 

· Addressed the 21st century needs of learners and society in their teaching practice

2. Model and justify a range of teaching and learning strategies appropriate for context

This will be evident when candidates provide evidence of the following:

· Modelled improved interaction and rapport in teaching and learning practices and the creation of learner-friendly learning environments

· Modelled learner- and learning-centred approaches

· Designed and implemented activity-based learning

· Produced teachers who are critical and creative thinkers

· Designed and implemented inclusive classroom activities and practices

· Designed, taught, reflected upon and improved classroom lesson plans

· Motivated and reinforced individual learners as appropriate

· Identified and built on prior knowledge and experience

· Recognised the dynamic nature of teaching and learning and justified practice in relation to appropriate theory, policy and practice

3. Select, adapt or create and then use a range of learning resources appropriate for context

This will be evident when candidates provide evidence of the following:

· Made appropriate choices about selection/adaptation/creation and use of learning resources

· Designed and implemented teaching and learning packages/modules/experiences appropriate for context and purpose

· Improvised and integrated learning materials for proper and appropriate learning

4. Select and use a range of educational technologies appropriate for context

This will be evident when candidates provide evidence of the following:

· Demonstrated ability to use a wide range of educational technologies

· Sourced/adapted/created digital learning resources in a variety of media

· Designed technology-mediated activities appropriate for context and purpose

5. Develop monitoring and evaluation strategies to inform the pre- and in-service development of teachers

This will be evident when candidates provide evidence of the following:

· Demonstrated commitment to continuing professional development and quality improvement through developing and maintaining a portfolio of professional practice
· Applied evaluation techniques and classroom feedback strategies to determine areas of improvement

· Organised cluster meetings on a regular basis to identify challenges and offer solutions.
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	Reflection



	
	How do these ideas compare with your own? What recommendations do you have for the next version of the programme regarding the purpose statement and exit level outcomes?


3.3 Who is the intended audience and how will they gain access?
The primary audience for the programme is college-based teacher-educators in Nigeria. However, given the intention to release the materials under an open licence, there may also be a number of secondary beneficiaries.
It is suggested that the first formal intake, which will represent a pilot of the programme and its course materials, will be on a voluntary basis in a limited number of colleges.

Following a review of the pilot and appropriate revision of the programme and its materials, it is expected that the NCCE will stipulate a time-frame within which all college-based teacher-educators in Nigeria will be expected to have successfully completed the programme.
Admission requirements
Candidates must have completed an initial degree in education or in a disciple relevant to the school curriculum.
Assumed prior learning
Graduate level literacy, numeracy and discipline-related content knowledge and skills.

Two years or more experience of teaching in a school or college classroom.
Recognition of prior learning



The specialist module cannot be RPLed.

Any generalist module can be RPLed on the basis of submission of a portfolio of evidence aligned to the exit level outcomes.
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	How do these ideas compare with yours? What recommendations do you have for the next version of the programme regarding the intended target audience and access to the programme?


3.4 What are the key programme design features?
The design of the Certificate is informed by principles that support experiential, reflective, self-directed and collaborative learning. Learning from experience is a natural process in which we learn by doing. The focus in experiential learning is on individuals finding out things first-hand, reflecting on what they are discovering, and in the process building their knowledge base. Over the years theorists have tried to explain what happens during experiential learning and many models and methods exist. David Kolb, a prominent proponent of experiential learning, views experiential learning as a continuous process grounded in experience. His Experiential Learning Model (ELM) comprises four interrelated elements: concrete experience, observation of and reflection on that experience, formation of abstract concepts based on reflection, testing the new concepts. And then the process is repeated. Kolb recognizes that experience alone is not necessarily educative and that reflection is a crucial element of experiential learning: 

In order to gain genuine knowledge from an experience, certain abilities are required:

· The learner must be willing to be actively involved in the experience;

· The learner must be able to reflect on the experience;

· The learner must possess and use analytical skills to conceptualize the experience; and

· The learner must possess decision making and problem solving skills in order to use the new ideas gained from the experience. (Kolb,1984) 
A consistent focus in the different experiential learning models and methods developed over time is the central place of reflection. An approach to reflection developed by Boud and Walker highlights three phases of reflection.

(i.) Preparation for experiential events, where it is important to focus on the learner, the learning milieu and the skills and strategies employed in reflection; 

(ii.) Reflection during an experiential activity, with its phases of noticing and intervening; and 
(iii.) Reflection after the event, involving the individual in returning to experience, attending to feelings, and re-evaluating the experience. (Boud, Walker, 1990 cited in Andersen, Boud, & Cohen) 

Experiential learning models and methods continue to be adapted and remain a helpful framework to inform the design of training and development interventions in a range of contexts. Active participation, individual critical reflection, collaborative sharing, and reflections on experiences are key features of learning interventions that have a high likelihood of success for learners. The CPD certificate design includes features of experiential and collaborative learning as shown in Figure 4.

Figure 4: Programme design at a glance 
Initially the programme will be offered through a print-resourced based and contact-supported model. However, it is anticipated that over time there will be a gradual migration towards e-learning for the provision of continuing professional development.
Activity driven learning
Activities are central to the learning process and students are involved in diverse activities linked to learning and teaching practices. Key activities include: 

· Investigative activities to engage with selected readings on learning and teaching strategies, blended learning, the needs of learners and how best to facilitate learning for Nigerian learners, use of technology in creating interactive learning environments, facilitation methods, role of the teacher as facilitator of learning. 

· Observation of how teachers in the classroom facilitate learning.

· Evaluation of videotaped learning sessions. 

· Learning journal activities linked to practice teaching sessions. 

· Skills practice activities, e.g. planning learning sessions, facilitating learning sessions, grading assessment tasks, commenting on assessment tasks, compiling a year plan.

· Reflective and evaluative activities to identify insights gained, level of skills acquired and progress made.

· Communication activities, e.g. team work, presentations, share ideas in the contact sessions.

· Compilation of an e-Portfolio to demonstrate planning skills, facilitation competence, ability to grade assessment tasks and provide students with constructive feedback, and interventions that show evidence of ability to identify learners’ problems and provide appropriate and supportive responses. 

Guidance and Support
The Learning Pathway is a guidance and support mechanism that enables students to navigate the learning environment comprising online, offline and contact learning activities linked to diverse learning resources. The Learning Pathway includes:

· an overview of the modules; 

· detailed descriptions of what students will learn in each module, supporting guidelines and lists of selected resources and weblinks; 

· an assessment guide with descriptions of the assessment activities; 

· details and descriptions of the types of support available to students, e.g. start-up orientation workshop, online and offline support, regular contact sessions, support during practice teaching. 

Content and Experience
Content and experience is presented as a menu of diverse sources of information with which students engage. It includes carefully selected primary resources such as core readings, articles, inputs by experts in 21st century education and training, video clips showing how to facilitate learning and how to use technology with learners. Supplementary resources are indicated as weblinks and students are also encouraged to compile a list of sources of information they find particularly helpful. The students’ own experience and the experience of teachers, facilitators, and mentors with whom students engage are rich sources of information which students reflect on and learn from. 

Reflection and Demonstration

Students are involved in reflective activities during the year, and they will use a learning journal to record their reflections. They are expected to demonstrate knowledge about learning and teaching methods and their level of relevant skills, e.g. planning and mediating learning sessions, use of rubrics to assess and grade assessment tasks, preparing a year plan. Demonstration may take the form of presentations, skills practice activities which are videotaped, and compilation of a portfolio. 
Communication and Collaboration

Students can communicate with their facilitator and peers in multiple ways:

· Regular, structured face-to-face sessions enable students to experience the benefits of engaging with their facilitator and peers and deepen their understanding of what they are learning. They can work collaboratively on specified team activities. 

· Email enables students to send the facilitator and each other messages at any time. 

· Skype is a powerful way of communicating online in real time. 

· Interactions with an internal and possibly an external mentor encourages reflective behaviour and helps students to broaden their views about their role as teacher and facilitator of learning. 
· In time, a discussion forum on an LMS can offer students opportunities to share their ideas both online and offline around specified themes.
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	How do these ideas compare with yours? What recommendations do you have for the next version of the programme regarding its design features?


3.5 What are the teaching and learning strategies?

The delivery of the CPDC programme follows a resource-based, blended learning approach. The intention is to create a learning environment that allows students to experience the approach and methods they can use with their learners. The main methods included in the Programme are: workshops, technology supported learning, resource-based learning, independent learning, team work, community of practice activities, teaching practice activities, mentoring, a learning journal, and an e-Portfolio. The programme incorporates principles and approaches that enable teacher-educators to develop the additional competencies they need to achieve success in a 21st century educational environment as suggested by the following quotations:
· Teachers often agree that their students do not know the factual information required for passing through the school system and passing standardized tests, but they throw up their hands in desperation, blaming uninterested parents, boring textbooks, overcrowded classrooms, drugs, self-esteem programs, television, poor preparation, and ineffective previous teachers, or any other convenient target. However, these teachers continue to use the same methods of teaching and evaluation that have dominated curriculum development for over one hundred years ... Is the problem that teachers have not perfected the modern methods? Or is the problem that the modern methods and strategies are no longer appropriate in a postmodern era? (Slattery 2006:48-9)
· In spite of the criticisms and debates, there is no one best way to teach. Different goals and student needs require different teaching methods. Direct instruction often leads to better performance on achievement tests, whereas the open, informal methods such as discovery learning or inquiry approaches are associated with better performance on tests of creativity, abstract thinking, and problem-solving. In addition, the open methods are better for improving attitudes towards school and for stimulating curiosity, cooperation among students, and lower absence rates (Walberg, 1990). According to these conclusions, when the goals of teaching involve problem solving, creativity, understanding, and mastering processes, many approaches besides direct instruction should be effective. These guidelines are in keeping with Tom Good’s conclusion that teaching should become less direct as students mature and when the goals involve affective development and problem solving or critical thinking (Good, 1993a). Every student may require direct, explicit teaching for some learning goals for some of the time, but every student also needs to experience more open, constructivist student-centred teaching as well. (Woolfolk 2007:515-6)
The integration of more constructivist approaches into the practice of teaching may be a challenge for some more traditional college ‘lecturers’. The constructivist approach we favour in the CPDC:

· Draws on the work of Piaget
· Particularly the notions of assimilation and accommodation
· The idea of stages of development and sequential progression
· Draws on the work of Vygostsky
· Particularly the notion of a zone of proximal development; and understanding
· The important role of language (internal and external).
Killen (2000: xvii-xviii) notes that there are several different interpretations of constructivist approaches but points to the work of Snowman and Biehler (2000) who “suggest that they all share four common principles:
· What a person ‘knows’ is not just received passively but is actively constructed by the learner – meaningful learning is the active creation of knowledge structures from personal experience.
· Because knowledge is the result of personal interpretation of experiences, one person’s knowledge can never be totally transferred to another person.
· The cultures and societies to which people belong influence their views of the world around them and, therefore, influence what they ‘know’. In general, the understandings that people reach are largely consistent within a given culture and society.
· Construction of ideas is aided by systematic, open-minded discussions and debate.”
Killen (2000: xix-xxi) argues that this implies pedagogical approaches that foreground the need for:
· Scaffolding – providing students with enough help to complete a task and then gradually decreasing the help as the student becomes more able to work independently
· Use of realistic learning contexts
· Encouragement  to engage with multiple perspectives
· Building on students’ prior learning and experience.
Scaffolding a systematic engagement with the learning process and with a diverse range of content presented in diverse ways is a critical strategy as illustrated below:
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Figure 5: The nature of scaffolded learning

These principles are demonstrated well in the following practical example:

	Scaffolding in practice

Teacher:
How’s the experiment going?
Randall:
Well … it’s OK, but I can’t work out why this one isn’t working very well.
Teacher: 
Shall we try it. Oh yes, I see what you mean.
Randall:
Something needs changing.
Teacher:
Yes, you’re right. Have you any thoughts?
Randall:
I thought maybe to change the stone. Maybe use a smaller one.
Teacher:
Yes, that’s a good idea. Lighten the load a bit.
Randall:
Yes, lighten the load. That’s first. Then if that doesn’t work …
Teacher:
We’d need to make changes somewhere else, perhaps.
Randall:
Well, I might have too many strings. If I had a few less strings …
Teacher:
To make it lighter, yes …
Randall:
And maybe they are pulling it all in too tight.
Teacher:
I see. It also needs to catch enough air to stop it falling too fast.
Randall:
Yes, to stop it doing a dive. That’s the main thing. Spreading out flat to catch the air. I think that’s the main problem. The strings are pulling the paper down too much. They are too tight.
Teacher:
I wonder what we can do about it.
Randall:
Change the stone for a little one. Take some strings off. Then shall I test it?
Teacher:
Yes. Let me know when you are ready. I will come and watch.
Adapted from an edited article by Janet Maybin, Neil Mercer and Barry Stierer in Moll et a. (2001)
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Figure 6: Scaffolding in practice

Teacher-educators will not only experience these approaches as they progress in the Programme; they will also include them in their planning and facilitation of learning sessions in their practice teaching activities. We proceed from the belief that teacher-students and teacher-educators will not fully understand and be able to use these approaches unless they are immersed in the experience of their use.
Start-up Workshop

The purpose of the start-up workshop is to introduce students to the CPD certificate, how to participate in a blended learning environment that combines supported e-learning and face-to-face sessions, how to manage an assessment portfolio, how the teaching practice activities are organized and what support they can expect from facilitators. 

Workshops remain a popular method through which people develop their knowledge and vocational competence. Referring to workshops,


Rowntree maintains that ‘they are not a vehicle for the transmission of information but for the thinking through of ideas or practising of competencies and for the sharing of individualised feedback.’ 

Workshops that have been successful in helping people to develop specific skills and that enable people to acquire competence and confidence are those that have paid attention to the following factors:

· The timing of the workshop coincided with the immediate needs of staff;

· Direct work relevance that makes the transfer to real work situations easier;

· Workshops that were followed by immediate on-the-job practice resulted in consolidation of skills.

Workshops as isolated events have limited impact. When they are planned as part of a holistic learning and teaching strategy as in the CPD certificate, it is possible to optimise their effectiveness. 

Technology supported learning

The students will experience technology supported learning by engaging with different kinds of activities online and through mobile technology. However, at least in the initial phases, technology will be a complementary rather than a central element. 

Facilitator-led contact sessions 

The print-based and technology supported learning activities are complemented with face-to-face activities in the contact sessions where students are able to participate in facilitator-led discussions and reflections on emerging issues and difficulties, work in teams to find solutions to common problems, and offer each other support.

Resource-based learning

Resource-based learning has become the norm in the information age as our ability to access multiple sources of information continues to increase. Students will engage with a selection of relevant resources linked to key learning and assessment activities designed as part of an accessible online Learning Pathway. Wherever possible, suitable Open Education Resources (OER) are identified, adapted as necessary, and used. Students will have access to three main categories of resources: 
· Primary resources are available on the LMS and include, for example, core readings, videos, teleconferencing with selected experts. 

· Secondary resources are listed as supplementary information. 

· Online resources: Students search for their own resources on the Internet as the need arises. They build up their own set of supportive resources which they can share with their peers.

The use of multiple resources encourages students to deepen their understanding of their learners and how they can improve their response to and support of them. Appropriate support is embedded in the Learning Pathway across modules to strengthen the students’ ability to learn from a variety of resources.

Independent learning

Independent or self-directed learning is what most people do anyway mostly in an informal and self-directed way. There is usually a high level of motivation on the part of the learner because of the strong linkage to real work needs. Independent learning activities are included in the learning materials and during contact sessions and students are expected and supported to continue to take responsibility for improving their learning and teaching practice skills. 

Working in teams

Team activities are included in online and offline learning activities and particularly during contact sessions. They provide multiple opportunities for students to collaborate and collectively develop their insights and skills. Team work is a central component of the Community of Practice that students participate in for the duration of the Programme. Working collaboratively provides students with much needed peer support and the motivation to continue along the Learning Pathway in order to achieve success. 

Community of practice 

People who share a common interest have been sharing information and learning together informally for years. In recent times, the term community of practice was coined and the concept is being adopted by individuals and organisations across diverse contexts as a powerful mechanism for building the capacity of the members individually and collectively. In a nutshell:

Communities of practice are groups of people who share a concern or a passion for something they do and learn how to do it better as they interact regularly. 

Membership therefore implies a commitment to the domain, and therefore a shared competence that distinguishes members from other people. 
Members engage in joint activities and discussions, help each other, and share information. They build relationships that enable them to learn from each other.
They develop a shared repertoire of resources: experiences, stories, tools, ways of addressing recurring problems—in short a shared practice. (Wenger, Trayner)

A vibrant community of practice offers multiple opportunities for students to share their experiences, engage in critical reflection on their experiences, seek solutions to problems, support and energize one another, and help to sustain motivation levels. Students can forge contacts with other students as well as internal and external teachers. Hopefully this experience will continue beyond the Programme and afford students a powerful network of support in the future. 

Developing practice

During the course of the CPD certificate each teacher-educator is expected to complete practice assignments that require the application of her or his total knowledge base – applied competence – with all modules contributing to a well-rounded, balanced and well-informed professional teacher-educator. They are expected to require the same and provide evidence of this also from their teacher-students. This evidence will be compiled in a professional eportfolio of evidence of practice.
A portfolio completed over the whole programme is a visual tool to illustrate a student’s professional and personal growth over the period and to enhance her or his reflective competence as a continually evolving professional teacher.

Mentoring

The term mentoring is used broadly to include coaching. Mentoring by mentors who are able to provide appropriate support to an individual can be a helpful way of building capacity. The locus of control in the relationship usually resides with the learner. The mentor is the critical friend who listens and questions to encourage the learner to deepen her or his understanding of the issues, to broaden perspective, to reflect critically on practice, and to provide constructive feedback. The students will experience different kinds of mentoring: 

· During the orientation and contact sessions the facilitators offer mentoring in the form of critical reflection and constructive feedback. 

· During the teaching practice sessions an appointed mentor provides critical feedback and coaching.

· During the course of the Programme students can engage individually with the facilitator or an appointed mentor as the need arises.

Learning journal

A learning journal is not just a record of learning experiences. It focuses on ongoing issues over time and the main purpose is to reflect on experiences and actions with a view to learning from them. The digital learning journal which students are encouraged to maintain is a tool that encourages reflective and critical learning behaviour. The learning journal as a written and/or video record of experiences and insights at key points is a valuable resource that can be shared with other students in the Community of Practice Forum. 

e-Portfolio
The e-Portfolio is a tool that shows a record of the student’s performance at key moments throughout the year. Evidence could include: record of participation in workshops and contact sessions, year plan, learning session plans, adaptations of learning activities to contextualise learning and support learners, additional learning activities to support learners, practice teaching reports, graded assessment tasks, feedback comments on assessment, reflections from the learning journal. 

Creating authentic experiences

By authentic learning experiences we mean experiences that have real-life meaning to students and learners. The focus is on providing students with new and diverse opportunities to learn to construct and verbalize patterns and sequences that help them develop cognitive constructs and concepts. For example, in their teaching practice activities students will learn that the facilitation of a learning session requires attention to three interlinking phases: planning the learning session, facilitating learning, evaluating the learning session.

Integrating vocabulary development

Various strategies are used to help students build and expand their vocabulary, e.g.

· Words of key concepts and terms are introduced as parts of related systems and explanations are given to help students understand the relationships among related words. 

· Words of key concepts and terms are shown in context as the context defines their meaning. 

· Use is made of relevant visual representation of key concepts and terms. 

· Students are encouraged to use new words in different ways. 

Creating opportunities for self-expression

Self-expression is an essential part of the learning process as it encourages students to practice their verbal skills and gives them an opportunity to define and refine their ideas. Students give expression to their ideas in a variety of ways: learning activities stimulate engagement with relevant resources and nudge students to formulate written and signed responses; sharing ideas with peers in forum discussions and team activities; giving expression to ideas in presentations; teaching practice activities. 

Providing role models 

Role models present students with positive images of what they can achieve and how they can go about achieving success. The programme tutors will actively seek to model the approaches they would like to see teacher-educators employ in their own classrooms and which they would like teacher students in turn to take into school classrooms.
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	How do these ideas compare with yours? What recommendations do you have for the next version of the programme regarding teaching and learning strategies?


3.6 How is the programme structured?
The CPDC programme is aimed at practising teacher-educators. They have extensive qualifications and experience and limited time to spend on continuing professional development. The CPDC programme has therefore been designed to reflect the key concerns of the curriculum reform process – building a formal base on which further informal elective reading and reflective practice can be built. 
The programme comprises an introduction, four core modules and one elective module as illustrated below:


[image: image59]
Module 1: Programme overview and orientation (about 20 hours’ reflective preparation)
Module 2: Learning and teaching methods - orientation to activity-based learner-centred teaching and learning strategies (1 credit: 40 hours)

Module 3: Orientation to learning resources for activity-based learning (1 credit: 40 hours)

Module 4: Orientation to current and emerging educational technologies (1 credit: 40 hours)

Module 5: Orientation to special educational needs in the context of inclusive education practices (1 credit: 40 hours)

Module 6: Updating specialist competences (1 credit: 40 hours) in one of the following areas:

ECCE and Primary education


Junior Secondary Education


Technical and Vocational Education and Training; or


Adult and Non-Formal Education and Training.

Rules of combination:


Modules 2-5 can be taken in any sequence, although it recommended to start with Module 2. Module 6 should follow on from Modules 2 to 5 and require application of general knowledge in a specific specialist context.
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	How do these ideas compare with yours? What recommendations do you have for the next version of the programme regarding focus areas, structure and time commitment?


3.7 How is the programme assessed?
This programme seeks to encourage changed practices in teacher-educator interaction with teacher-students and ultimately improved practices in Nigerian classrooms in line with the expectations of curriculum reform. The assessment strategy must therefore require evidence of such changed practices.
Assessment strategy: 


The overall assessment based on development and presentation of an integrated eportfolio of professional practice

Each module contributes three pieces of evidence derived from structured assignments to the portfolio which together demonstrate that module outcomes have been met. Teacher-educators must provide a reflection on each item and how it has contributed to the renewal of their practice

Candidates can resubmit assignments after formative feedback until the summative assessment criteria and exit level outcomes have been met.
Moderation and review processes:

An assessment rubric for the portfolio as a whole and the evidence for each constituent module is developed in advance and agreed across all core programme stakeholders including NCCE

· Candidates self-assess against agreed assessment criteria shared in advance

· Candidates’ portfolios of evidence are assessed against agreed assessment criteria shared in advance

· Candidates’ final achievement is assessed by College mentors against assessment criteria shared in advance.

Let us explore the portfolio assessment in more detail.

 SEQ CHAPTER \h \r 1What is a portfolio?

A portfolio is a record of learning, work and achievement compiled over a period of time for a particular purpose.

Why compile a portfolio?

A portfolio includes a variety of evidence of achievement and is developed over a period of time. This means that it can offer greater insight into:

· Personal and professional growth over a period of time

· The depth and breadth of achievement

· Your cumulative and holistic achievement.
What might go into the portfolio? TC \l3 "
It is significant to note that although your portfolio will be a working document, it will not contain every piece of paper pertaining to your achievements, learning and development experiences. It will provide a point of reference and act as a guide to assist you in planning what you need. It is therefore crucial that you keep an up to date record of your achievements in the portfolio for it to be beneficial.
For each of the five modules in the CPDC programme, you will complete 3 assignments – making a total of 15 assignments. After each assignment, you should write a brief report on what you think you gained from completing the assignment and engaging with the feedback you received.

You should also include in your portfolio an up to date CV and a section on key career achievements and outputs to date.

How to develop your own professional development portfolio

The South African Council for Teachers have suggested 8 critical steps that will guide you in developing a professional portfolio as follows:


STEP 1:
Planning and preparation

STEP 2:
Physical appearance and organisation of your portfolio


STEP 3:
Deciding on portfolio content


STEP 4:
Selecting the relevant portfolio material


STEP 5:
Compiling and producing your own portfolio


STEP 6:
Portfolio reflection process


STEP 7:
Initiating personal professional development


STEP 8:
Updating your portfolio

Even though we have Step 6 as the Portfolio reflection process, it is important to highlight that the reflection process should form part of each step. The reflection process in Step 6 will focus on the entire completed portfolio. In addition, it is important to emphasise the fact that the 8 mentioned steps are inter-related and closely linked to one another. They should be viewed as a continuous process in that one step leads to the other. While these steps are important, it is also crucial to highlight that they should not be applied rigidly. All of us need to put them to some test and review them from time to time as we engage in a reflective process of developing our portfolios. 
Below we have provided you with a suggested model for developing your own professional development portfolio. This model incorporates all the eight (8) critical steps listed above. It demonstrates how you should consider it as both a continuous and reflective process. It would be unwise for you to solely work on a portfolio as if the whole exercise is a once-off event. You should rather see this as a process, which requires you to reflect and be able to foresee how the final product will look in a systematic and organised fashion. We therefore re-iterate that this proposed model should not be used rigidly. It only serves as a guide and could be modified to suits one’s particular situation and context.
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	STEP 2:
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Deciding on Portfolio Content

	
	

	
	
	

	STEP 8: 
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Deciding on Portfolio Content
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Initiating Personal Professional Development
	
	STEP 6: 
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	STEP 5:

Compiling and Producing your Own Portfolio


Figure 7: Portfolio development
Various detailed guides are available for the effective use of portfolios to record professional development generally and in teacher education in particular, for example:

http://www.uleth.ca/education/sites/education/files/portfolioguide.pdf
http://www.pampetty.com/profportfolio.htm
http://cft.vanderbilt.edu/teaching-guides/reflecting/teaching-portfolios/
Rubric for assessing the portfolio

	C: Competent
	The portfolio is well-organised and professionally presented. It contains at least an updated CV, a career achievements review and assessed copies of each of the programme assignments with a critical reflection on each.

	N: Not yet achieved
	The portfolio is well-organised and professionally presented. It is missing one or more of the following: an updated CV, a career achievements review and assessed copies of each of programme assignments with a critical reflection on each.

	R: Redo
	The portfolio is not well-organised nor professionally presented. It is missing one or more of the following: an updated CV, a career achievements review and assessed copies of each of programme assignments with a critical reflection on each.


10% of evidence-based assignments may be moderated by a core team under the leadership of NCCE.
Criteria for appointment of assessors:

A post-graduate qualification in education

5 or more years of experience as a classroom teacher, college teacher or assessor.
Progression/articulation:

Completion of modules within the programme and the programme as a whole is aligned with NCCE’s evolving CPD framework
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	How do these ideas compare with yours? What recommendations do you have for the next version of the programme regarding the assessment strategy?


3.8 How is the programme mediated?
The CPDC programme incorporates a mix of self-study of specially developed learning materials (70% of time) and regular face-to-face contact sessions (30%) on a weekly or fortnightly basis involving group-based discussion and modelling of appropriate practices.
In general, there will be three contact-sessions for each module:

· Introducing the module, including assignment orientation

· Maintaining and developing the module, including assignment feedback

· Consolidating the module, including updating the professional eportfolio.

This is elaborated on below.
Structure of the CPDC

The structure of the CPDC is illustrated in the following diagram:
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Figure 8: Structure of the CPDC

The programme comprises 9 modules in total, of which one is an orientation module for the whole programme. Teacher-educators will complete the orientation module, four core modules and one specialist module in order to fulfil the requirements of the Certificate. 

The expected total learning time is 220 hours over 2 semesters.

Note that specialist modules will not necessarily have six units but all will address the issues raised in the core modules within a specialist context. Since it will not be possible to cover every subject, or indeed any single subject in depth in this initial CPDC programme, specialist modules will explore selected topics and how these might be taught based on the approaches advocated in the curriculum reform and unpacked in the core modules.

The first cohort of teacher-educators will comprise volunteers who are willing to engage on the basis of a pilot, understanding that the programme and/or materials may need to be revised on the basis of experience.

Teacher teachers will need to be oriented to the programme. This will entail:

1. A 1-hour briefing meeting in which a short PP presentation is made and teacher-educators receive the learning pack which will include printed copies, as well as a flashdrive with digital copies, of the following:

a. Orientation module

b. Schedule of contact sessions

c. Four core modules with assignments

d. Four specialist modules with assignments.

2. Teacher-educators will then have two weeks in which to work through the orientation module and to select a specialist option.

3. There will then be a 3-hour registration and orientation contact session during which:

a. There is a general discussion of the rationale for and design of the programme based on reading of the orientation module.

b. The facilitator clarifies any issues regarding the programme design, approach, assessment and schedule of contact sessions.

c. Teacher-educators register for a particular specialism. 

d. There is agreement on the date of the first contact session.

Contact sessions

There will be three contact sessions per module as follows:

1. Orientation

2. Maintenance

3. Consolidation.

Orientation

The first, orientation, session for each module should consist of a brainstorm or problem-solving activity aimed at surfacing what teacher-educators already know about an issue and identifying questions or areas for improvement and exploration.

There should be a quick overview of the content – looking at:

· Module outcomes

· Unit introductions and outcomes

· The assessment requirements.

The assessment requirements should be worked through together and unpacked. By the end of the first session, teacher-educators should be clear on what material needs to be completed before the following contact session and should be able to submit the first assignment by email ahead of or physically at the start of the second contact session. This first discussion should also explore and seek to reach a consensus understanding of the eportfolio which will run throughout the programme.

Maintenance

The second, maintenance meeting, for any module is concerned with checking progress and helping teacher-educators to help one another to solve problems. Typical activities for the maintenance contact session include:

· Feedback on Assignment 1 if this was completed prior to the session

· Pairs/teams working on and presenting a mind map summary of the key ideas in a particular unit

· Pairs/teams posing questions for other pairs/teams to try to answer.

By the end of the second session, teacher-educators should be clear on what material needs to be completed before the final session (preferably the whole module) and should be able to submit the second assignment by email ahead of or physically at the start of the second contact session. This second discussion should also explore and seek to reach a consensus understanding of how to write a critical reflection on the first assignment for inclusion in the eportfolio which will run throughout the programme. Groups might also agree on a schedule of micro-teaching or other demonstration/practice sharing presentations during the contact sessions.

Consolidation

The third, consolidation meeting, for any module is concerned with identifying key learnings and helping teacher-educators to help one another to solve problems. Typical activities for the consolidation contact session include:

· Feedback on Assignment 2 if this was completed prior to the session

· Pairs/teams working on and presenting a mind map summary of the key ideas in a particular unit

· Pairs/teams posing questions or creating scenarios for other pairs/teams to try to answer/address.

By the end of the third session, teacher-educators should be able to complete the third and final assignment for the module. This third discussion should also explore and seek to reach a consensus understanding of how to write a critical reflection on the second assignment for inclusion in the eportfolio which will run throughout the programme. Groups might also agree on a schedule of micro-teaching or other demonstration/practice sharing presentations during the contact sessions.

Depending on whether teacher-educators meet on a weekly or fortnightly basis and whether or not they are able to submit assignments by email in advance of the contact sessions or they submit physical assignments during a contact session, it could take up to 6 weeks to complete work on any one module as illustrated in the following slide:


Scheduling contact sessions

Different colleges may opt for different ways of organising contact sessions – either weekly or fortnightly. The following table illustrates a possible weekly scheduling option.
	Orientation 1
	
	Orientation 2
	
	

	Week 1
CS1: 3 hours
Orientation to Module 1
Self-study 7 hours
	Week 2
CS2: 3 hours
Submit Assign 1.1
Maintain M1
Self-study 7 hours
	Week 3
CS3: 3 hours
Feedback Assign 1.1
Submit Assign 1.2
Consolidate M1
Self-study 7 hours
	Week 4
CS4: 3 hours
Feedback Assign 1.2
Submit Assign 1.3
Orientate M2
Self-study 7 hours
	Week 5
CS5: 3 hours
Feedback Ass 1.3
Submit Assign 2.1
Maintain M2
Self-study 7 hours

	Week 6

CS6: 3 hours

Feedback Ass 2.1

Submit Ass 2.2

Consolidate M2

Self-study 7 hours
	Week 7

CS7: 3 hours

Feedback Ass 2.2

Submit Ass 2.3

Orientate M3

Self-study 7 hours
	Week 8

CS8: 3 hours

Feedback Ass 2.3

Submit Ass 3.1

Maintain M3

Self-study 7 hours
	Week 9

CS9: 3 hours

Feedback Ass 3.1

Submit Ass 3.2

Consolidate M3

Self-study 7 hours
	Week 10

CS10: 3 hours

Feedback Ass 3.2

Submit Ass 3.3

Orientate M4

Self-study 7 hours

	Week 11 (Sem 2)

CS11: 3 hours

Feedback Ass 3.3

Submit Ass 4.1

Maintain M4

Self-study 7 hours
	Week 12 (Sem 2)

CS12: 3 hours

Feedback Ass 4.1

Submit Ass 4.2

Consolidate M4

Self-study 7 hours
	Week 13 (Sem 2)

CS: 3 hours

Feedback Ass 4.2

Submit Ass 4.3

Orientate M5

Self-study 7 hours
	Week 14 (Sem 2)

CS: 3 hours

Feedback Ass 4.3

Submit Ass 5.1

Maintain M5

Self-study 7 hours
	Week 15 (Sem 2)

CS: 3 hours

Feedback Ass 5.1

Submit Ass 5.2

Consolidate M5

Self-study 7 hours


	Week 16

CS16: 3 hours

Feedback Ass 5.2

Submit Ass 5.3

Outstanding  questions from across the programme

Self-study 7 hours
	Week 17

CS17: 3 hours

Feedback Ass 5.3

Finalising professional portfolio

Self-study 7 hours
	Week 18

CS18: 3 hours

Presentation of portfolios for peer review

Self-study: finalisation of portfolios up to 7 hours
	Week 19

CS19 (optional)

Assisting teacher-educators struggling to complete
	Week 20

CS20

Graduation from CPD programme – awarding of CPD certificates endorsed by NCCE


As can be seen, completion of the CPDC programme is anticipated to require 22 weeks over 2 semesters.

3.9 Summary

· In this unit we explored the design of the CPDC programme.
· We saw that particular decisions were made about how the programme would be designed, mediated and assessed and noted that while the decisions made are consistent with the issues discussed in Units 1 and 2, different decisions could have been made and subsequent iterations of the programme might well do different things in different ways.
3.10 Self-assessment
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Assessment
	Tick the boxes to assess whether you have achieved the outcomes for this unit and for the module as a whole. If you cannot tick the boxes, you should go back and work through the relevant part in the unit again. 

I am able to: 

#

Checklist

(
1

Motivate, with understanding, the need for a shift in thinking about the nature of teaching in a changing world (from Unit 1) and the implications of this for the design of an appropriate CPD programme
(
2

Critically reflect on the nature of teaching as a profession, the need for CPD and the role a professional portfolio of evidence of practice can play (from Unit 2) and the implications of this for the design of an appropriate CPD programme.
(
3

· Describe, with insight, the need for a focus on teacher competences rather than teacher qualifications (from Units 1 and 2) and the implications of this for the design of an appropriate CPD programme.
(
4

Critically describe the nature of the NCCE-TDP CPD programme.
(
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If you can get internet access, why not do an internet search on continuing professional development for college or university staff? This may give you some ideas for recommendations regarding further CPD.
Glossary




Glossary

	Altruistic
	Unselfish, motivated by the common good

	Amalgamation
	Separate things brought together to make a new whole

	Authentic learning
	Learning related to real life contexts and practices

	Autonomous
	Able to make informed decisions and take action independently

	CPD
	Continuing Professional Development comprising both formal and informal professional learning

	Elitist
	Open to or serving the needs of only a few

	Entrepreneurial
	Inclined towards identifying and exploiting business opportunities

	Explicit
	Openly and clearly stated

	Heterogenous
	Diverse, varied

	Homogenous
	Having all the same characteristics

	Implicit
	Unstated assumption

	Impotence
	Inability to act/carry our functions

	Inextricably
	Cannot be separated

	Intuitive
	A feeling of what seems right rather than a research- or evidence-based enquiry

	Permeability
	Allowing things to pass through – used in the context of education it is about the way external factors influence internal practices in schools and colleges

	Professional
	One who on the basis of an extended period of training is able to make and act upon independent decisions in diverse contexts of practice

	Stereoptyped
	Uncritical and / or unimaginative assumptions not based on evidence

	Stratification
	Having layers/ levels

	Stringency
	Strictness

	Vulnerable
	Unprotected
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Click on [DOCUMENT TYPE] and type the description (e.g. course manual, self-study workbook, user guide) and not the course title.


Type in all lower case; the text will automatically appear in UPPER CASE. Please refer to the user guide for more information.





If your course does not have a sub-title, click on this field and press the <Delete> key.





(Before going to the next page! 


Press <Ctrl>+<A>, then press <F9>. This will automatically insert text you have inserted in the form fields on this page throughout the entire manual in the relevant linked fields.





If you do not wish to include a school or department name, click on [Add School/Department name here] below and press the <Delete> key.





(Guidance on copyrights is available in the COL Copyright Toolkit. You can download the toolkit from COL’s website. Click on: Resources > Publications > Training Toolkits and Manuals. 





Click on each of the fields above to acknowledge the person/institute giving assistance.


No need to delete unused fields—they will not print.


To add extra rows to this list click in the last row of the column on the right and press the <TAB> key as many times as required.





Click on each of the fields above to acknowledge the type of assistance (input to course content, permission to use extracts from other course material, source of graphics, etc.)





(Do not make manual changes to the Contents page!


Click inside the contents list below (you will see grey shading) and press <F9>. This operation will automatically update the contents. Repeat this operation at any point during the development of this course material to update the Contents.





(See Richard Freeman’s handbook, section 3.3: Setting aims and objectives for your course.





(Use taxonomy verbs. See Richard Freeman’s handbook, section 3.3.3: Bloom’s taxonomy, section 3.3.4: Other taxonomies, section 3.3.5 Learning objectives and learning outcomes.





(Note that [First topic heading] uses Heading 3 level. Use Heading levels 4 or 5 for additional sub-headings within this topic. See user guide for more help on using styles.





(Use taxonomy verbs. See Richard Freeman’s handbook, section 3.3.3: Bloom’s taxonomy, section 3.3.4: Other taxonomies, section 3.3.5 Learning objectives and learning outcomes.





Glossary


Autonomous: independent





Glossary


Permeability: allowing things to pass through





(See Richard Freeman’s handbook, section 6.4: Planning and writing tutor-marked assignments.





(See Richard Freeman’s handbook, section 6.3: Planning and writing assessments.





Glossary


Vulnerable: exposed, unprotected





Glossary


Stringency: strictness


Amalgamation:


merging, uniting


Entrepreneurial:


demonstrating business initiative and competence





Glossary


Heterogenous: varied, dissimilar





Glossary


Stratification: having different levels or layers





Glossary


Altruistic: selfless, unselfish





Glossary


Intuitive: instinctive, not consciously thought through


Implicit: assumed but not expressed





Glossary


Inextricably: 


cannot be separated


Stereotyped: unimaginative, unquestioned belief





Develop and reinforce ‘theories-in-use’





Actions in the classroom





Glossary


Impotence: helplessness, inability to perform





(Use taxonomy verbs. See Richard Freeman’s handbook, section 3.3.3: Bloom’s taxonomy, section 3.3.4: Other taxonomies, section 3.3.5 Learning objectives and learning outcomes.





Glossary


elitist: 


exclusionary, serving the needs of a select few





(Use taxonomy verbs. See Richard Freeman’s handbook, section 3.3.3: Bloom’s taxonomy, section 3.3.4: Other taxonomies, section 3.3.5 Learning objectives and learning outcomes.





Glossary


Authentic learning:


learning related to real-life situations and examples





Module 1: Orientation to programme





Module 5: Special educational needs





Module 4: Educational technology





Module 3: Orientation to learning resources for activity-based learning (1 credit: 40 hours)








Module 2: Learning and teaching methods





Module 6: Updating specialist competences








� Federal Republic of Nigeria, National Commission for Colleges of Education Abuja. 2012. Curriculum Implementation Framework for Nigeria Certificate in Education. Abuja: NCCE.





� Rowntree, D. The Role of Workshops in Staff Development, in C. Latchem and F. Lockwood (eds.) Staff Development in Open and Flexible Learning, Routledge. 1998. 





