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Abstract: Problem statement: In recent years, much has been written about nmiatist learning
theories and their applications to outcomes-baseathing and learning environments in South
Africa. Approach: Little, if any, has been said about the implicaiof these ideas and practices
for teacher professional development and teachecan. The introduction of the National
Curriculum Statement (NCS) Policy requires teacheracquire new skills, knowledge, attitudes
and values and to employ a wide variety of teachétrgtegies, in order to enable students to
construct their own knowledg®esults: The purpose of this desktop review is to rethieaicher
professional development within a constructivistniework.Conclusion: In this article, we argue
that teacher professional development can fit trext and, more specifically, in outcomes-based
settings, as well as proposed a move away from ahamstic world-view (modernist and
behaviorist approach) to a holistic world-view (stmictivist and situational or contextual approach)
of teacher professional development.
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INTRODUCTION teacher. The introduction of the National Curricalu
Statement (NCS) Policy embodies a significant numbe
In recent years, an array of research has beeof challenges. Among others, it requires the adtjis
conducted on the subject of teacher professionabf new skills, knowledge, attitudes and values; &nd
development. Teacher Professional development play®quires teachers to employ a wide variety of tearh
an important role in changing teachers’ teachingstrategies, in order to enable students to cortsthedr
methods and assisting teachers to move beyond @wn knowledge. The purpose of this desktop review i
comprehension of the surface features of a newadea to rethink teacher Professional development within
innovation, to a deeper understanding of a topicconstructivist framework. Hence, teacher profession
Professional development provides teachers witldevelopment should shift from a behavioristic todgar
opportunities to explore new roles, develop newconstructivist approach.
instructional techniques, refine their practice and In recent years, much has been written about
broaden themselves, both as educators and a®nstructivist learning theories and their applamatto
individuals (Komba and Nkumbi, 2008). For Zakaria outcomes-based teaching and learning environmants i
and Daud (2009), good teachers constitute th&outh Africa. Little, if any, has been said abol¢ t
foundation of good schools and improving teachersimplications of these ideas and practices for teach
skills and knowledge is one of the most importantprofessional development and teacher educatiothisn
investments of time and money that local, state andrticle we argue that teacher professional devetspm
national leaders can make in education. programs should be underpinned and guided by
In the traditional and the scientific paradigm of principles that are compatible with the emerging
teacher professional development, teachers aren oftgparadigm. Drawing from critical pedagogy and social
perceived as bureaucrats, implementing a carefullgonstructivism, this article is organized into four
specified curriculum and instructional procedures t sections. The first section investigates emergiagds
produce standard products, referred to as studéhts. and challenges in teacher professional development.
paradigm is compatible with the behavioristic vielv The second section explores characteristic featafes
learning, in which both curriculum and instructiare  the constructivist professional development. Thedth
broken down into small, sequential steps dictatethb  section reports on the models of professional
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development that is consistent with the emergingcoaching is based on the idea of the construction o
paradigm. The final section proposes a shift toward knowledge rather than the transfer of knowledgeulAd
constructivist professional development approach learning principles give major support to cognitive
coaching and predict its success. These approdohes
Emerging trends and challenges in teacher curriculum development and teacher professional
professional development: There is a considerable development had repeatedly proven to be ineffective
volume of research on the emerging trends in teachekriek and Grayson (2009) highlight the fact that
professional development. Since the mid-80s, edhtat traditional “one-shot” approaches to professional
systems have sought to respond to rapidly evolvinglevelopment are inadequate and inappropriate in the
societal needs. In this process, the teaching gs@i®, context of current educational reform efforts. In
as a key mediating agency between society and theddition, they are also out of step with curresesgch
young generation, has come under considerablgto teacher learning. These studies also indictiat
pressure; and teacher training, which is a key afea the professional development of teachers is
policy intervention, has been in a state of fluxride  “intellectually superficial, disconnected from deep
wide (Delannoy, 2000). Such re-thinking came inissues of curriculum and learning, fragmented amw n
response to new expectations from the macro lével, cumulative”. Although it is widely acknowledged tha
school and the profession. Delannoy (2000) notas th changes are needed, only limited information is
the trends varied in nature and intensity from oneayailable about the factors that contribute to atife
region to the next and they impacted on educatiofprofessional development in mathematics and scjence

systems that were vastly different in the firstcgla as are examples of programmes that result in éféect
Some poised to reinvent education, while othersewerpractices (Kriek and Grayson, 2009).

stillstruggling with the basics of access; someewe Professional development is not a static condept.
coming from a centralized tradition and others fram s 5 social construct and fluid in nature. Today
decentralized tradition. professional development also includes providing

. Experience around the world in developing, yecasions for teachers to reflect critically on itthe
industrialized and information-based countries sstg practices and to fashion new knowledge and beliefs

that professional development is the key determinin, - . tent d d | Darling-
factor towards improved student performance (Zakand aa?rlljmoﬁgnaennd,MEiasgﬁﬁz 1agr195) e?r:ntet:; egn;:glirrlg
Daud, 2009). In this article, professional develeptnis paradigm, constructivist professional development

considered to be a critical component in the :

. . . .~ ~adopts a bottom-up approach. Darling-Hammond and

implementation of the NCS Policy. Effective Lauahlin (1995 ¢ that. start ith orevi

professional development experiences are designed dC at:_g n (d )t_as_ser " tr?, Sir Intg V;" Prevee

assist teachers in developing a new understanding gducation and continuing 1t througnout a eacl_uxmser,
teacher development must focus on deepening tesacher

teaching and learning (Zakaria and Daud, 2009)bé& o X X )
effective, professional development must prc)Videunderstandlng of the processes of teaching anditegr
as well as of the students they teach. In addition,

teachers with a way to apply that which they haaerit ) . :
directly to their teaching (Zakaria and Daud, 200%)e effective professional development involves teasher
research found (Holland, 2005) that teachers werem both as learners and as teachers and allows them to
likely to change their instructional practices agmin  Struggle with the uncertainties that accompany ealeh
greater subject knowledge and improved teachinigski It furthermore displays a number of characteristics
when their professional development was directly
linked to their daily experiences, as well as adignvith It must engage teachers in concrete tasks of
standards and assessments. teaching, assessment, observation and reflection,

Current research (Kriek and Grayson, 2009) into  which will illuminate the processes of learning and
the effective professional development of teachers development
indicates that this is nothing new but, in rece@arng, + It must be grounded in inquiry, reflection and
the way in which it has been structured and detiger experimentation that are participant-driven
has been reconceptualised. Charner-Laird (2008snots It must be collaborative, involving a sharing of
that many scholars still assert the need for new knowledge among educators and a focus on
approaches to professional learning that are resp®n teachers' communities of practice, rather than on
to the needs of both schools and teachers. Such individual teachers
approaches may take various forms, such as for It must be connected to and derived from teachers'
example, cognitive coaching. The idea of cognitive  work with their students

319



J. Social i, 8 (3): 318-324, 2012

e It must be sustained, ongoing, intensive and In contrast, the holistic world-view operates in a
supported by modelling, coaching and thereverse direction. Professional development is a
collective solving of specific problems pertaining situational variable. With reference to its chagsistic
to practice; and features and the view of knowledge, constructivist

» It must be connected to other aspects of schogbrofessional development appears to be compatible
change (Darling-Hammond and McLaughlin, 1995) with the beliefs and assumptions of the emerging

world-view. Therefore, constructivist professional
In the light of the above, professional developtendevelopment can be typified as fitting through kbres
is a lifelong learning activity. Given the speed of of the emergent paradigm. The concept of profession
societal change and knowledge accumulationdevelopment is guided and influenced by the
policymakers and practitioners have come to realizgontingency viewpoint and it rejects the notionttha
that there is no way that even a good initial etlana particular viewpoint constitutes a “one-size-fits-a
program could equip a teacher with all the knowtedg approach. Given that reality is seen to be creatad
skills and values required for a teaching careeprocesses of social exchange and is historicaiatd,

(Delannoy, 2000). This is especially the case whe®  social constructivists are interested in the ctilec

considers that teachers develop different needheas  generation of meaning among people. Therefore, the

careers advance-from survival to instructionallskdit  characteristic feature with a view to knowledge is
basic, mature and expert levels. This has resutteal  relational, tentative and largely perceptual.

shift away from a fragmented vision of discretee’pr Constructivist professional development has

and “in” -service training to one of teacher depef@nt  holistic and artistic features. According to Black

as a continuum along “the three Is,” namely teache[1999), the holistic world-view takes its distinati

“initial - education,” “induction” (structured suppgor features from the dimensions of any artistic event.

upon entry into the profession) and ‘in-service Central to the emergent paradigm is the distinctive

continuous  professional development” (Delannoyfeature of contextuality. Maykut and Morehouse

2000). In addition, this continuum is characterizBd  (1994) emphasise that qualitative research values

interaction between inductees and experienced m®&Nto context sensitivity, which understands a phenomenon

as well as by feedback on in-service to initial@tion i all its complexity and within a particular sitien
programs. and environment. Hence, the view of phenomena is
complex, holistic and a product of empirical

Characteristic features of constructivist professional processes. In essence, professional developmeat in

development: In the scientific paradigm, teacher constructivist setting is based upon a situational

professional development activities have adopted a&iewpoint. Therefore, constructivist professional
positivist approach. At a philosophical level, amon development may be typified as fluid, systemic,
others, teacher professional development is infledn integrative orders and largely heterarchical irurat

and guided by traditional or positivist principlesnd Constructivist professional development has the

behaviorist and Objectivist traditions. It is also metaphorical descriptive features of a holon. Tolem

underpinned by the idea of cascading that was widelprovides the basis for a new principle in the hilis
used and which is based on the idea of the traméfer world-view, namely that the whole is always greater
knowledge rather than the construction of knowledgethan the sum of its parts and, paradoxically, theles

Therefore, it flows from the theoretical framewodsa s contained in each part while no whole is congplat

mechanistic world-view (bureaucracy, Taylorism, itself (Black, 1999). Furthermore, wholeness is the

Fordism, behaviourism, objectivity, process-basedprimary reality according to the holistic world-wie

linear, compartmentalised and step-by-step-a clockVithin the holistic metaphor, the leader is not [gliyn

metaphor). In practice, the activities are largelythe manager who is responsible for increased
dominated and characterised by a top-down approackfficiency, productivity and profit, but rather amtist

Within an organisational perspective, it could be(Black, 1999). The leader as an artist is more eorexd

inferred  that traditional teacher professionalwith insight, symbolism, intuition and stories thasth

development is hierarchical, with all the power economic performance. For Bremmer (Black, 1999, th

centralised in the policymakers or bureaucratshas t leader is not simply a manager who is responsibte f

carriers of the knowledge that needs to be traresfeio  increased efficiency, products and profit, but eath key

teachers; and as the initiators, organisers andigeas artist. The role of the leader as an artist, adogrdo

of the learning that must take place, while teaglz@e  Bremmer (as cited by Black, 1999), is equivalenthiat

the recipients of knowledge to be absorbed. of the conceptual artist who utilises extensive
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communication systems in the creation of the wek, programmes conducted in school settings and linked
that extremely complex signs, symbols, images,dedt  “school-wide” efforts, with teachers participatiras
various forms of media are designed to include thénelpers to each other and, together with school
viewer-consumer in sharing or completing, or corisgm principals, as planners of in-service activitiedafs
complex codes of meaning or services. development came of age in the 1980s. It was tbesfo

In contrast, in the emerging paradigm, it isof countless conferences, workshops, articles, ®ook
characterised by mutual causation with multi-causabnd research reports. State legislators and
factors and explained by deductive, inductive andadministrators of local school districts saw staff
integrative reasoning. In this school of thought,development as a key aspect of school improvement
leadership is situational. Wheatly (Black, 1999kio efforts. Many school districts initiated extensis&ff
that leadership is always dependent upon the cgntexdevelopment projects to improve student learning.
but the context is established by relationshipsResearch on these projects and craft knowledge,
Professional development in the emergent paradigmgenerated by staff developers, substantially ade@nc
recognises the ecological connections that exighén the understanding of effective staff development
post-modern world. As a process or relationship, ifpractices, beyond the overview studies of the early
demands a new understanding of power. This power i$980s referred to above.
underpinned by the principle of subsidiarity. Handy The five models of professional development, as
(Black, 1999) defines subsidiarity as the rever§e odeveloped by Sparks and Loucks-Horsley (1989),
empowerment, as the principle whereby the higheconstitute a framework that ensures variety in
order body does not take into account itself as therofessional development, while it also links model
responsibilities which properly belong to a lower purposes(s) with particular professional and peakon
order body. learning goals.

In the scientific paradigm, professional o )
development has its focus on the achievement ofhdividually guided development: The teacher
organisational goals; and insists on an orientatiorlesigns his or her learning activities. An assuomptf
towards the transformation of consciousness anihlsoc this model is that individuals are motivated byrigei
change. In contrast, professional development i thable to select their own learning goals and means f
emergent paradigm focuses on both social and glob&ccomplishing those goals. A belief that underttds
transformation (Black, 1999). The emergent paradigninodel is that self-directed development empowers
sees professional development's ultimate aim/geaha  téachers to address their own problems and, by so
refinement and the achievement of a human communitgloing, creates a sense of professionalism.
Therefore, the view of change/orientation of thiife is

indeterminate, unpredictable and morphogenetic. Observation and assessment: Instructional practices are

improved if a colleague or other person observes a
) ) teacher’s classroom practice and provides feedback.
Models of professional development that is  Haying someone else in the classroom to view
consistent with the emerging paradigm: There are jnsiruction and provide feedback or reflectionaiso a
multiples  of models of teacher professional howerful way of impacting upon classroom behaviour.
development. However, this study will draw heavily The person observing acts as another set of “eyés a

from Sparks and Loucks-Horsley (1989) works. R&$ear ears” for the teacher. Observers also learn as \tiesy
(Sparks and Loucks-Horsley, 1989) indicates tmathé  their colleagues in action.

early 1970s, a growing concern about the effectiserof
in-service education resulted in a spate of studies Involvement in a development or improvement
determine the attitudes of educators about thesprocess: Systemic school improvement processes
programmes. The findings indicated almost unanimousgypically involve assessing current practices and
dissatisfaction with current efforts, but showedtang determining a problem of which the solution would
consensus that in-service education was criticathiool  improve student outcomes. The solution might inelud
programmes and practices were to be improved. Burindeveloping curricula, designing programmes or
the late 1970s and early 1980s, several majorestiid  changing classroom practices. New skills or
reviews contributed to the understanding of theknowledge may be required and can be attained
characteristics of effective staff developmentpfiog not  through reading, discussion, observation, trairang
on attitudes, but on actual practices. experimentation. Consequently, involvement in the

The resulting list of effective practices, which i improvement process can result in many new skills,
well known by now, included, among others, attitudes and ways of behaviour.
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Training: A training design includes an expert knowledge, teaching approaches and professional
presenter who selects the objectives, learninyities  attitudes. The HPD Model was designed to facilitate
and outcomes. Usually the outcomes involvesuch development. Using the design framework of
awareness, knowledge or skills development, buGerber et al. (2011) Stiles for the professional
changes in attitude, the transfer of training skdihd development of mathematics and science education, a
“executive control” need to be addressed as wdle T model with several important features was developed
improvement in teachers' thinking should be aaaiti (Kriek and Grayson, 2009). There is a dire need to
outcome of any training programme. The most effecti equip South African teachers with a significant
training programmes include the exploration of lyeo number of skills, such as classroom management and
demonstrations of practice, supervised trials ofvne leadership, policy implementation, curriculum issue
skills with feedback on performance and coachingnter-relationships with the organisation and oyali
within the workplace. assurance among others, in order to cope with the
daily challenges faced in outcomes-based classrooms
Inquiry: Teachers formulate questions about their ownFrom an organisational perspective, every schoal is
practices and pursue answers to those questiangryn unique entity and teachers needs differ from one
involves the identification of a problem, data eotlon  school to the next. For example, the training ne&fds
(from the literature and classroom data), datayaisl farm school teachers and semi-urban/urban teachers
and changes in practice, followed by the collectidn differ significantly. Teachers should be developed
additional data. The inquiry can be done individuat  accordance with their contexts. Thus, for effective
in small groups. This model is built on the betiedt the  professional development to take place in South
mark of a professional teacher is the ability theta African schools, the specific needs of teachersilsho
“reflective action.” determine and guide such training. This research
argues that successful professional development is
Towards a holistic/constructivist  professonal ~ designed in accordance with teacher-identified seed

development approach: The quality of education in ata specific s_chopl level and not with a “one-dire
South Africa has been an issue of much debate. Thall” approach in mind.
article argues that quality of education is tiechedistic From a policy perspective, education policy, aimed
teacher professional development. Holistic @t educational change, only becomes reality onbast
development of teachers focuses on four levelseham been implemented at the micro (classroom) levelttsm
the environment, the “self’, content knowledge and(2001) notes that teachers are indeed the key role-
pedagogical content knowledge. Delannoy (2000players in this implementation phase and they are,
asserts that the future teacher must be expossititte  unfortunately more often than not, the silent veice
theoretical, practical and ethical dimensions aftiér  this process, ignored and discounted at this stfge
practice. Furthermore, the content of the traimimgst ~ e€ducational change (Smith, 2001). How they expegen
be based on an analysis of the job descriptionisnd and understand the policy change, or how the human
delivery mode. The teacher is engaged in a collecti side of policy change is contextualised, remains a
project that requires social and negotiating skills mystery to be explored and explained (Smith, 2001).
Professional development efforts are no longertdichi Notwithstanding the growing amount of literature on
to teachers, or embracing entire districts, but areducational change and policy change, relativetie li
increasingly targeted at schools in their entiréhys has been done with regard to the experiences of
making it possible to combine the generic with eairt  teachers and policy change in the context of deietp
specific  skills (Delannoy, 2000). Improvement countries, such as South Africa.
strategies, instead of piecemeal offerings, areedrby Central to this article is the assumption that
clear, coherent plans, bridging broader strategialyy professional development is a fluid concept and itha
with locally perceived needs. Residential trainimgs ~ should be contextualised. During the past two desad
been giving way to on-the-job problem-solving. ieul  several approaches moved from a rationalist point o
of “experts” transmitting skills to passive audieacthe view to a social constructivist perspective by
teachers themselves are studying classroom pracesgetegrating social interaction. Although the ougnof a
and the trainers of yore are also providing adyisor new paradigm for professional development polioy ar
planning and facilitating services (Delannoy, 2000) emerging, the hard work of developing concrete
In the South African context, Kriek and Grayson exemplars of the policies and practices that mtieh
(2009) proposed that teachers require simultaneoudown support for bottom-up reform” has only jusgie
development along three dimensions, namely conter{Darling-Hammond and McLaughlin, 1995). Furthermore
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the changed curriculum and pedagogy of professionaxplained by deductive, inductive and integrative
development will require new policies that fosteswn reasoning. The main findings of the study are that:
structures and institutional arrangements for teech

learning. At the same time, there is need to uallera « The characteristic features of the traditional
strategic assessment of existing policies to déterro professional development are compatible with the
what degree they are compatible with the vision of  scientific paradigm

learning as constructed by teachers and studentelbas «  constructivist/holistic professional development is

with a vision of professional development as adifg, influenced and guided by contingency theories
inquiry-based and collegial activity. « Teachers' beliefs are deemed important in
Darling-Hammond and McLaughlin (1995) claim professional development

education of teachers and that they require new mgjor influence on the way in which teachers

promote meaningful or long-term change in teachers  gyccessful teacher professional development fits
practices by themselves, if they are embedded in a ihe context: and

policy structure that is at odds with the visionsui_dent _+  That the top-down approach to teacher professional
and teacher learning that reforms seek to bringeali development is not compatible with the emerging
(Darling-Hammond and McLaughlin, 1995). In other paradigm

words, new wine and old wine needs new bottles, or
else incentives and support structures for teacher The
development will be counter-productive or non-
existent. Many of the modernist assumptions on kwhic
traditional professional development is based,amgér

hold water in our present-day world and this ha

emerging paradigm has noteworthy
implications for social researchers, teachers,cjpais
and policymakers. There is a need to open a dielogu
on the concept of constructivist/holistic professib

) . L ) Sdevelopment, in its broadest sense, for the purpdse
re;ulted n phllosophe_rs que_stmr_nng_modern_ Issuesacquiring theoretical (philosophical) and practical
using a different paradigm. This situation requidest understanding, influenced and guided by research. F

professional developmen;, In a constructivist Bgitbe the purposes of effective training and implementing
approached from a holistic or situational approach

. S S outcomes-based curriculum policy, this article
perspective. Thus, a new set of principles is aippos h f h fessional
Professional teacher development belongs to thgroptl)ses that |.a Utlél’e teacher F;_ro |e|55|opa
L . . . evelopment policy and, more specifically, in
scientific and the emerging world-views. In a malgr b policy P y

education management and leadership, policy

framework, the nature of knowledge is unlVersal’implementation, curriculum issues, inter-relatiapsh

objective and fixed (independent of the person witI'\N-th th isati d lit imied
knowledge) and is grounded in the theoretical tiauliof thle Sojtr? ff?i?:r? é%l?z:tior?i?/ét}éris?]?lﬂg?' al

behaviourism. At a philosophical level, traditional

professional development is, among others, inflednc , | fuenced and guided by contingency theories

and guided by positivist, objectivistic/modernisied/or Underpinned by Kriek and G 2009PD
behaviouristic principles. In this tradition, autity is Mr(l)de;rlplnne y ek an rayson ( P

hierarchically transmitted. Furthermore, the pathal
and hierarchical social pattern is maintained bstesys
of command and control at all levels of the higngrc
Most of the studies conducted in the emergent
paradigm on professional development have a
significant number characteristic features. Among
others, these studies largely depart from a bakis o
qualitative and interpretivist frameworks. In adutit
these studies emphasise situational variables, ewhil
rejecting the notion of a particular viewpoint (e.g
traditional or behavioural or systems viewpoint) as
one-size-fits-all professional development approach
They are furthermore characterised by holistic and
artistic features, discrete units, hierarchical eosd The emergent paradigm appears to have a
mutual causation with multi-causal factors andsignificant number of implications for professional
323

Contextualised and adopting a bottom-up approach
e Consider teachers’ beliefs and experiences as the
starting point of professional development
Integrated with district goals and guided by a
coherent long-term plan
Driven by disaggregated data on student outcomes
and designed in accordance with teacher-identified
needs
Primarily school-based
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development and, more specifically, with regard toGerber, B.L., E.A. Marek and E.P. Martin, 2011.
skills, such as classroom management and leadership Designing research-based professional
policy implementation, curriculum issues, inter- developmyent for elementary school science and
relationships with the organisation and quality mathematics.Educ. Res. Int., 2011: 8-8DOI:
assurance in outcomes-based classrooms, among.other 10.1155/2011/908014

It, inter alia, also calls for a dramatic shift in Holland, H., 2005. Teaching teachers: Professional
professional development focus, away from the  development to improve student achievement. Am.
transmission model of teaching towards one that is Educ. Res. Assoc., 3: 1-4.

much more complex, situational/contextual andkomba, W.L. and E. Nkumbi, 2008. Teacher
interactive. In the emergent paradigm, professional professional development in tanzania: Perceptions
development is organimistic, morphogenesic, systemi  and Practices. J. Int. Cooperat. Educ., 11: 67-83

and holistic in nature. Kriek, J. and D. Grayson, 2009. A holistic profesal
development model for South African physical
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