Chapter 13 ®)
An Exploratory Approach to Teacher oo
Professional Development in a Secondary
School in Singapore
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Abstract This chapter introduces a school-based teacher professional development
(PD) approach adopted by a local secondary school in Singapore in its pursuit
of sustaining teaching and learning practices that could support school improve-
ment and achieve educational success in the twenty-first century. By comparing
the structure and operational guidelines of this approach with the characteristics
and guiding principles of effective PD programmes identified in the contemporary
literature, we argue that the approach has great potential to succeed, considering
its apparent affordances for a community that (1) involves whole-school participa-
tion, (2) facilitates individual and group learning, (3) cultivates a collegial culture of
sharing and learning, (4) promotes shared leadership and (5) connects with external
resources and communities. Despite its promising outlook, we suggest that empirical
studies on the intended conditions, enacted process and achieved outcomes of this
PD approach are needed for validation, refinement and sustainability purposes.

13.1 Introduction

The twenty-first century is an era of rapid social, economic and technological changes
(Friedman, 2006). Educational success in the twenty-first century emphasizes the
development of skills and competencies that go beyond routine cognitive tasks,
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such as the ability to critically seek and synthesize information, the ability to create
and innovate and the ability to self-direct one’s learning (Dede, 2010). Education
systems around the world are trying to improve their teaching and learning prac-
tices and make them relevant for the twenty-first century. Research has consistently
shown that the most important determinant of students’ learning experiences and
outcomes is the quality of teaching (e.g. Hattie, 2003). Professional development
(PD) for teachers is critical because teacher growth impacts the quality of teaching
and learning (Mourshed et al., 2010). This chapter starts with a brief discussion of
the contemporary research agenda in teacher PD in global contexts, highlighting
the three fundamental dimensions of teacher PD and identified characteristics of
effective teacher PD programmes. After that, the development of teacher PD in the
context of Singapore is presented, followed by the introduction of an exploratory
approach to teacher PD adopted by a local secondary school in Singapore. Finally,
we examine the structures and operational guidelines of this approach by comparing
them with the key features of quality PD programmes highlighted in the literature to
reveal its potential and challenges. Implications of this school-based PD approach
on educational research are then discussed.

13.2 Research Agenda in Teacher PD in Global Contexts

In this section, we first discuss the three fundamental dimensions of teacher PD,
namely context, enactment and outcome, as well as the contemporary research agenda
related to these three dimensions. We then look into the key features and operational
principles of effective teacher PD programmes advocated by educational researchers.

13.2.1 The Fundamental Dimensions of Teacher PD

Context of teacher PD: Adult learners are self-directed, ready to learn, experienced,
task-centred and intrinsically motivated (Knowles, 1983). Thus, adult learners can
be synergized by situating learning at the workplace. A plethora of research on
teacher PD has recognized the limitations of short-term PD conducted by external
institutions on teacher learning, and researchers have reiterated that effective and
sustained teacher learning has to be contextualized and situated within their respec-
tive school settings (Avalos, 2011; Campbell, 2011; Garet et al., 2001; Hargreaves
& Fullan, 2012). A situative approach to teacher learning strives to engage teachers,
either individually or collectively, in actively working on authentic and genuine prob-
lems within their professional practices in school contexts (Borko, 2004; Bound &
Middleton, 2003; Putnam & Borko, 2000). Situative theorists conceptualize learning
as changes in participation in socially organized activities and individuals’ use of
knowledge as an aspect of their participation in social practices (Greeno, 2003; Lave
& Wenger, 1991). This form of contextualized teacher learning is seen as a powerful
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way to enhance teacher autonomy and teacher agency (Campbell, 2012; Hargreaves
& Fullan, 2012; Schon, 1983, 1987). Teacher PD that augments teacher autonomy
and agency increases teachers’ capacity to make informed discretionary judgement
and solve complex issues at work collaboratively. For example, solving complex
problems at work is a professional practice that requires practical knowledge, rather
than intellectual and rational knowledge that may only be marginally relevant to
practice (Schon, 1987). However, teacher knowledge must also play an active and
dynamic role in the ever-changing challenges of the school and classroom (Manen,
1995). Thus, the iterative process involving practical knowledge and teacher knowl-
edge is the key to teacher learning. In this sense, teacher learning within and across
school networks is seen as a way of revitalizing personal and institutional growth.
While the alignment of personal and institutional goals of teacher PD is the key to
school improvement, the links between personal and institutional goals have to be
galvanized by shared goals as well as a collaborative culture. This argument seems
to suggest that PD efforts within an organizational level that is aligned and coordi-
nated, as well as taking into consideration the school’s vision and goals, might be
more fruitful. More empirical studies, however, are needed to ascertain the condi-
tions of the context (e.g. school structures, teachers’ readiness and leadership) of PD
for quality teacher learning.

Enactment of teacher PD: Enactment is a process in which teachers make sense
of what they have learned from PD and how it can be contextualized in the class-
rooms. In the enactment process, teachers make educational decisions that require
meeting certain criteria in the realm of the curriculum. But since not all criteria
are stated explicitly, teachers must deduce, reflect, and elaborate when coming to
a decision (Kansanen et al., 2000). Moreover, teachers are the original knowledge
workers because teaching is ‘non-routine, ill-structured and creative’ (Tripp, 1993,
p. 140), involving a number of different kinds of expert professional judgement
(Frenkel et al., 1995). Hence, by looking into the extent to which teacher PD is
able to regulate the enactment process that enables teachers to make educational
decisions in the classrooms, researchers are able to understand not only teachers’
thinking trajectories and evolving practices, but also the tensions and challenges
teachers face in the processes of ‘actualizing’ what they learn in their PD on a daily
basis. For example, in a longitudinal study documenting the enactment process of
PD, Bakkenes et al. (2010) found that teachers related the enactment process most
frequently to ‘experimenting’ and ‘considering own practice’; ‘getting ideas from
others’ and ‘experiencing friction” were the next most frequently reported categories,
followed by ‘struggling not to revert to old ways’ and ‘avoiding learning’ (p. 539).
These findings could be explained by Day and Gu’s (2007) work on variations in
the conditions for teachers’ professional learning and development, revealing that
teachers with varied professional background differed in their learning trajectories,
and thus there might be deviations in the enactment process.

One pertinent issue in the research on the enactment of teacher PD for sustained
teaching and learning is the importance of facilitators’ roles (Remillard & Geist,
2002). In most cases, facilitators in teacher PD are the key position holders in the
schools, such as principals, vice principals and heads of departments. In teacher PD,
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facilitators must be able to establish a professional learning community in which
inquiry is valued and structure productive learning experiences for that community.
They also must be able to use the school curriculum flexibly—reading the partici-
pants and the discourse, considering responses and possible consequences and taking
responsive actions in order to balance the sometimes incompatible goals of the PD
and the participants’ needs. Although these in-house facilitators might understand
the goals of the PD and have access to the nuances of school context, it is unknown
how teachers view facilitators’ double status of being agents who provide support
to their professional learning as well as reporting officers who appraise their job
performance in schools. A related issue to this is whether the quality of collaboration
(among teachers and between teachers and facilitators), that is to inquire, learn and
take action, both within and across the subjects/levels in the school, can be collegial
and autonomous (Hairon & Dimmock, 2012). These issues are significant to research
on teacher PD. As Guskey (2002) postulated, one of the reasons that teacher PD fail
is due to the lack of understanding of the enactment process of PD by which change
in teachers typically occurs. Hence, more investigation on this significant dimension
of teacher PD is required in order to ascertain not only the benefits of teacher PD, but
also uncover aspects which require appropriate inclusion, exclusion or refinements
(Hairon et al., 2015).

Outcome of teacher PD: The outcome of teacher PD is frequently measured
by teacher changes (Borko, 2004; Guskey, 1986, 2002) and student achievements
(Hattie, 2003; Stronge, 2010), regardless of the fact that teacher change is a complex
phenomenon and the debate on whether teacher change is a reason for or outcome
of student achievements (see Guskey, 2002; Tan & Ponnusamy, 2014; Franke
et al., 1998). The effectiveness of teacher PD has been documented by numerous
researchers. From the findings of their review on teacher PD research, for example,
Vescio et al. (2008) stated that teacher PD through professional learning commu-
nities (PLC) does have positive impact on teacher changes and student achieve-
ments, although the impact is primarily perceptive in nature. Also, in the context
of community of practice (COP), teacher learning was found to occur through
sharing, challenging and creating ideas about the thinking represented in students’
work. Teachers became better at elaborating the details of students’ reasoning and
understanding students’ problem-solving strategies and began to develop instruc-
tional trajectories for helping students advance their thinking (Franke & Kazemi,
2001; Kezemi & Franke, 2004). On the other hand, despite the efforts in devel-
oping teachers’ capacity and expertise, for instance, in improving assessment, Scott
et al. (2011) reported that confusion remained among teachers about terminology,
principles and pragmatics, which undermined teachers’ confidence about making
sound judgements about students’ work. Although teacher professional learning and
development usually address teacher learning at the individual level, in the light
of PD for school improvement, Newmann et al. (2000) argue that if professional
development is to boost schoolwide student achievement, it should be expanded
beyond the improvement of individual teachers to improvement of five aspects of
school capacity: teachers’ knowledge, skills and dispositions; professional commu-
nity; programme coherence; technical resources and principal leadership. Several
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scholars have discussed the purposes and effects of PD on teacher learning from the
perspective of achieving the five aspects of school capacity (e.g. Grundy & Robison,
2004; Kennedy, 2005; Lieberman, 1996; Sachs, 2007).

A relevant issue related to the effectiveness of teacher PD on teacher changes is
the constraints on teachers’ work when introducing innovation that expects teacher
changes and that they apply the innovation directly to practice. Shulman and Carey
(1984) suggest that teachers combine information received from teacher educators
and researchers with what they already know, restructure it and make it fit into their
perception of reality. They make different decisions after filtering new information
through this reality rather than considering the information in isolation from their
reality. Duffy and Roehler (1986) identified four kinds of constraints: curricular,
instructional, milieu-related and organizational. They indicate that teachers have
difficulties recasting traditional skills as strategies since they have routinized the
procedures so much that they lack the flexibility to identify the mental operations
associated with strategies and to be adaptive. In addition, teachers’ training did not
prepare them for making curricular content explicit. The pressure to follow the codi-
fied curriculum, class sizes and grouping patterns are also part of the environmental
constraints. Disruptions to the tight routines in school lead teachers to operate in a
survival mode. Innovations which disrupt these routines are resisted. Consequently,
there are at least four sets of ‘filters’ that constrain teacher decision-making: (1)
teachers’ restructure of new information in terms of their conceptual understanding
of curricular content, (2) teachers’ conception of instruction, (3) teachers’ percep-
tion of the demands of the working environment and (4) teachers’ desire to achieve a
smooth-flowing school day. Hence, effectiveness is a complex idea that needs to be
understood both in relation to teachers’ perceptions and how these vary over time in
different institutional and personal contexts and in comparison with other teachers
in similar contexts in terms of value-added pupil attainment (Day & Gu, 2007).
Thus, each teacher makes decisions not on the basis of what the teacher educator or
researcher said but on the basis of the restructured understanding of the innovations.

13.2.2 Characteristics and Operational Principles
of Effective Teacher PD

The three fundamental dimensions of teacher PD have provided researchers the
directions in their search for the characteristics and operational principles of effective
PD programmes.

Characteristics of effective teacher learning: Through reviewing the work on
teacher PD in the context of PLC, Bolam et al. (2005) summarized eight characteris-
tics of effective teacher PD programmes/frameworks: (1) shared values and vision;
(2) collective responsibility; (3) reflective professional inquiry; (4) collaboration; (5)
individual and group learning; (6) mutual trust, respect and support among school
staff; (7) whole-school, inclusive participation; and (8) out-of-school networks and



240 J. L.-Y. Wang et al.

partnerships (Bolam et al., 2005). These characteristics were also promoted by several
scholars (e.g. Hord, 1997; Louis et al., 1996; McLaughlin & Talbert, 2001; Newmann
etal., 1996). These characteristics highlight the significance of the establishment and
maintenance of communication norms and trust that enable critical dialogues and
collaborative interactions in the learning community (Borko, 2004; Grossman et al.,
2001; Little, 2002). To promote these supportive yet challenging conversations and
interactions, a collegial culture must be engendered (Borko, 2004; Frykholm, 1998;
Seago, 2004). Teacher PD programmes with these characteristics provide teachers
with (a) a deeper understanding of the subject-specific matter and how students
think of and learn the subject matter; (b) ample opportunities to engage in explo-
ration, reflection, and discussion; (c) activities that involve attending and responding
to student thinking; and (d) contexts for collegial sharing, collaboration, and follow-
up support during an extended period of time (Borko, 2004; Desimone, 2009; Garet
et al., 2001; Sachs, 2007).

Operational principles supporting effective teacher learning: In their review,
Bolam et al. (2005) identified four operational guidelines (processes) that support the
eight characteristics of effective PLC including (1) encouraging shared leadership, (2)
optimizing resources and structures, (3) facilitating individual and collective learning
and (4) making explicit promotion of teacher learning communities. Hairon et al.
(2015) considered these operational guidelines as context-embedded and observed
that ‘context’ in the generic term can be divided into two sub-contexts—within and
outside the school contexts. The sub-context of within the school includes factors such
as school culture, structures (e.g. timetabling, organizational structure), leadership
and resources. The sub-context of outside the school includes district/system factors
such as district/system culture, leadership, resources and policies, and societal factors
such as societal culture and national policies (Hairon et al., 2015). ‘Leadership’ within
the school context, as argued extensively, does not exist only at the levels of principal,
vice principal and heads of departments in the school. In teacher PD, concepts such
as ‘shared leadership’ or ‘distributed leadership’ are representations of a different
but more ‘healthy’ kind of leadership, inherently existing among teachers while they
share, learn and collaborate in the learning communities or schools (Hairon et al.,
2015; Hipp & Huffman, 2009, 2010; Huffman & Jacobson, 2003; Thomson et al.,
2004).

13.3 Teacher Capacity and PD for the Twenty-First
Century in Singapore

The Ministry of Education, Singapore (MOE), is committed to developing students’
twenty-first-century competencies and building up teachers’ professional capacity
to deliver these competencies (MOE, 2010). The twenty-first-century competencies
and desired student outcomes outlined by the MOE are shown in Fig. 13.1.
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Fig. 13.1 Twenty-first-century competencies and desired student outcomes (MOE, 2010)

The MOE recognizes the importance of teachers’ professional development on
quality teaching and learning and has accordingly introduced the teacher growth
model (TGM) (MOE, 2012). The model encourages Singapore teachers to be student-
centric professionals who take ownership of their growth in understanding and deliv-
ering the twenty-first-century competencies. The model articulates the five desired
learning outcomes of the twenty-first-century Singapore teachers as follows:

The ethical educator,

The competent professional,
The collaborative learner,

The transformational leader, and
The community builder.

The MOE’s endeavours to build up teacher capacity for the twenty-first-century
competencies came along with the shift of teacher PD focus. In Singapore, the
notion of “Thinking Schools Learning Nation’ (TSLN) marked the shift from a more
‘teacher-proof curriculum’ (Gopinathan & Deng, 2006) approach to one that ‘value(s)
competencies which are built up through experience, practice, sharing and continual
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learning’ (Teo, 2001, p. 10). Since then, the emphasis on teacher professional learning
and development has defined teaching to be ‘a learning profession, like any other
knowledge-based profession of the future’ (Goh, 1997, p. 23). This rhetoric has led
to the establishment of educational policies and organizational structures in the last
decade both at the national and school levels that place great emphasis on promoting
teacher professional learning and development.

At the national level, the emphasis on promoting teacher learning and develop-
ment has manifested in the official status and sustained support given to PLC in the
education system. PLC represents the education policy-makers’ intent to develop
teaching professionals with self-initiative efforts to take on more active roles in
collaborative professional learning to support school-based curricular development
(Hairon & Dimmock, 2012). The historical development of PLC in Singapore can
actually be traced back to 1998, when the teachers network (TN) was established
as a unit within the training and development division (TDD) of the MOE (Tang,
2000; Tripp, 2004). The unit aimed to (1) formulate policies that support teacher
professionals to move towards excellent practices through a network of professional
sharing and learning and (2) serve as a catalyst for teacher-initiated PD through
sharing, collaboration and reflection leading to self-mastery, excellent practices and
fulfilment. It advocated a bottom-up approach to change as evidenced in its slogan
‘For Teachers, By Teachers’ (MOE, 2005). In 2000, The TN introduced a PD model
named ‘Learning Circles’, in which teachers take the lead in engaging in collabora-
tive learning using an action research framework to improve teaching and learning
(Hairon et al., 2015). In 2010, the TN and the TDD were merged and renamed as
the Academy of Singapore Teachers (AST). The AST retains the goal of teachers
taking the lead in professional learning within the teaching fraternity and delivering
high performance in teaching practice and student learning outcomes. To achieve
that goal, the AST introduced the MOE-AST PLC model. The model borrowed
Fullan’s “Triangle of Success (Fullan, 2003), which refers to ‘School Leadership’,
‘Systemness’ and ‘Deep Pedagogy’. To actualize the triangle of success, the idea
of professional learning teams (PLTs) where groups of teachers engage in collec-
tive sharing and learning was developed to achieve ‘Deep Pedagogy’. In addition,
the idea of coalition teams (CTs) where a group of school leaders (e.g. principal,
vice principals) that represent ‘School Leadership’, was also adopted to provide
conducive school structures and culture, and by doing so, achieve the ‘Systemness’.
In this model, PLC is conceptualized as a whole-school initiative, in which groups
of teachers collectively share and learn within PLTs. Teachers can have the option
of choosing a range of collaborative learning tools, such as learning circles, action
research and lesson study (Hairon et al., 2015).

Other than the policies and structures established at the national level, local
schools are encouraged to adopt customized professional learning and develop-
ment approaches with detailed implementation plans at the school level. In order
to ‘create a culture of professional excellence which nurtures the individual and
motivates all as a team to achieve superior performance’ (Teo, 2001, p. 6), schools
are expected to become learning organizations where teachers and school leaders
‘constantly look out for new ideas and practices, and continuously refresh their own
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knowledge’ (Goh, 1997, p. 23). One influential consideration in the development
of school-based teacher PD programmes, however, is that while educational policy-
makers have ambitiously associated student learning outcomes with the twenty-first-
century competencies in recent years, they expect the maintenance of high academic
performance in view of ensuring the competitiveness and economic survivability
of the small island nation in the global market. Therefore, Singapore schools are
compelled to provide corresponding curricula that cater for a more diverse set of
student outcomes, in both academic and non-academic domains (Dimmock & Goh,
2011).

13.4 The Exploratory PD Approach in SSS

13.4.1 The School-Based PD Framework and Guiding
Principles

In line with TGM, Southern Star Secondary School (SSS, pseudonym) in Singapore
has created a teaching and learning framework that identifies eight guiding princi-
ples of exemplary teaching and learning for academic and the twenty-first-century
competencies. These principals include transfer of learning, thinking flexibly, quality
assessment for/of learning, personalized learning, independent learners, safe and
productive learning environment, effective communicators and effective collabora-
tors. The framework and the guiding principles frame the ways teachers teach and
the ways students learn in the school. The ultimate goal is to develop four student
traits, including knowledgeable learner, independent and motivated learner, creative
and critical thinker and effective communicator and collaborator. These traits are
aligned with the twenty-first-century competencies.

13.4.2 The Structure, Cycles and Phases

Following the framework and the guiding principles, SSS initiated a series of PD
cycles to situate and contextualize teacher learning in the school. Each PD cycle
has a specific topic and follows a five-phase protocol that guides the teaching and
learning practices throughout the whole cycle. The five phases are as follows:

e Phase 1: Review literature, share findings and explore directions of practices

e Phase 2: Explore and experiment through classroom practices and share small
successes (e.g. lesson plans, methods and materials)

e Phase 3: Review practices and confirm directions for implementation

e Phase 4: Deepen and validate practices

e Phase 5: Sustain practices.
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According to the design, whole-school participation is required throughout the
five phases of each PD cycle, with Phase 4 having additional external experts or
consultants who are specialized in the topic of the cycle brought in for validation and
evaluation purposes. Throughout the whole cycle, regular departmental discussions
(focusing on making sense of theories, translating theories into classroom prac-
tices and doing reflections of new understandings and challenges) and whole-school
professional learning sessions (focusing on cross-department sharings to keep all
teaching staff posted of progress and to communicate strategic directions or actions
to all departments) are incorporated into the school calendar.

According to the teaching and learning framework, each PD cycle is opera-
tionalized through the curriculum, assessment and pedagogy (CAP) committee. The
CAP committee is a community of instructional leaders that consists of eight—ten
members, including representatives of each subject department who are usually the
most capable and experienced teachers in each department. The committee is chaired
by the assistant director of instructional programme of the school and is tasked
to cascade the vision of the planned PD cycle through instructional leaders who
engage and motivate teachers in each subject area to translate the vision into prac-
tice. Teachers reciprocate by translating and enacting what they have learnt from
the activities/sessions embedded in the five phases of the PD cycle into classroom
teaching. Since 2010, SSS has actively engaged in three cycles of teacher PD. Each of
the first two cycles spanned two years and had planned and strategized the processes
for teaching and learning with the foci on quality assessment (2010-2011) and crit-
ical thinking (2012-2013). SSS is now in the midst of the third cycle with the focus
on differentiated instruction and will complete the cycle by the end of 2016.

13.5 Potentials and Challenges

The key advantage of a school-based customized approach to teacher professional
learning and development is that it considers authentic PD needs for the purpose of
school improvement. Therefore, we anticipate that there is possibly a higher chance
for school-based teacher PD approaches to embrace the key features of high-quality
PD programmes highlighted by researchers working in different content areas (e.g.
Borko, 2004; Desimone, 2009; Garet et al., 2001; Sachs, 2007). As far as SSS is
concerned, the approach the school has taken reveals great potential to promote and
sustain professional learning and development in the school.

First, the approach involves whole-school participation at different phases of
exploring, designing, implementing and evaluating teaching and learning practices
related to the specific topics of different PD cycles. In SSS, instead of engaging in
fragmented PD activities, the school adopts topic-based PD cycles that are integrated
across curriculum, instruction and assessment, involving the teachers, instruction
leaders and key personnel of the school in the cycles. In addition, because of the
whole-school participation throughout the different phases of the PD cycles, the
approach seems likely to facilitate individual and group learning by creating ample
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opportunities for the teachers to engage in exploration, reflection and discussion and
have critical dialogues and collaborative interactions. Also, the approach might help
cultivate a collegial culture of sharing and learning in the school because of the delib-
erate design of having regular whole-school professional learning sessions that seek
individual and departmental feedback and promote cross-department conversations.

Moreover, the PD approach seems to promote shared leadership among teachers
by taking a bottom-up approach to improve teaching and learning practices in the
specific context of the school. From the very beginning of each PD cycle (Phase 1),
teachers are encouraged to explore different possibilities of translating the vision (the
topic/focus of the specific PD cycle) into practice, rather than being given a set of
prescribed guidelines that might be marginally relevant to their work and the context
for them to duplicate in their classrooms. This design provides the teachers the space
and opportunities to work on critical reflections of their existing knowledge and daily
practices. Following the self-directed exploration, teachers are free to take initiatives
and ‘experiment’ with their ideas in their classes. They are also given the platform
(i.e. professional learning sessions) to share their ‘little successes’, concerns and
struggles, respond to colleagues’ inquiries and offer their suggestions (Phase 2). The
autonomy and agency given to the teachers are of great value in terms of promoting
shared or distributed leadership in the school.

Furthermore, the approach provides the teachers with opportunities to connect
with external resources and communities. At Phase 4 of each PD cycle, the school
reaches out to experts or consultants through external networks and partnerships to
help validate and evaluate the teaching and learning practices related to the topic of
each PD cycle. Connecting with external resources and communities is valuable to
school-based PD because a school has sometimes become too small a unit for PLC
and schools need to become networked learning communities in order to connect to
others and expand the fields of knowledge available (Jackson & Temperley, 2007).

Although the PD approach has shown potential to help SSS improve and sustain
their teaching and learning practices, it also reveals challenges. Firstly, the compo-
sition of the CAP committee includes the former/current key position holders in the
school (i.e. assistant director, heads of departments). This composition might not
benefit the formation of collective responsibility as much as having teachers who
are not in the management levels join the committee. One consideration could be
to include experienced or long-serving teachers who are not in the management
levels join the CAP committee. The inclusion of these teachers could be based on
their knowledge and ability to model exemplary practices in line with the focus
for each PD cycle. In addition, the implementation duration for each PD cycle is
two years, which may be too short to complete an informative learning journey
for teachers, considering the nature of the PD approach (continuing cycles), the
required commitment to the activities in different phases and teachers’ workload in
the school. Insufficient time given to teachers to ‘expand’ their knowledge during PD
programmes could make teachers feel overwhelmed and result in teachers’ low self-
efficacy in practising the requested tasks (Ertmer et al., 2014; McCormick & Ayes,
2009). More time may be needed for teachers to make sense of each topic selected
for the PD cycle, translate and enact it in classrooms and enable sustained practices
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in the school. Particularly, for teachers teaching students who are in the final year
of their secondary school education, pressure from exam preparations might deepen
their concerns about getting too involved in the PD activities. Lastly, it is not clear
how some other characteristics of effective PD programmes, including shared values,
mutual trust, respect and support among school staff, are embedded or promoted in
the PD approach. These characteristics, as argued, are also influential in the impact
of PD programmes on teaching and learning.

13.6 Conclusion

The school-based PD approach taken by the SSS reveals potential to achieve its
aim, although challenges also exist. The potential and challenges reported here are
preliminary hunches after examining the proposed PD framework and its guiding
principles. As part of on-going work, the dimensions of effective PD programmes
and how they unfold in the school-based PD approach taken by the SSS need to be
unpacked with evidences and nuances. With the school’s ambition to build up an
entrenched culture for teacher PD through the approach, it would be useful to delve
deeply into the PD cycles and the embedded phases of the approach to understand:
(1) the intended conditions that facilitate (and hinder) teachers’ professional growth
and teachers’ perceptions of these conditions; (2) the enacted process that informs the
sustenance of practice and learning and (3) the achieved outcomes such as shifts in
student achievements, quality of learning experiences and teachers’ readiness. Empir-
ical studies on these three dimensions based on the approach in SSS would provide
valuable findings for refinement and sustainability of teacher capacity building.
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