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Abstract

There is a plethora of literature that discusses Professional Standards, however, there is a
lack of empirical research about the impact of the enactment of Professional Standards.
The aim of this research is to add to this literature, as it investigates how teachers in
Scotland enact Professional Standards as policy. In this research, | adopted a multi-
perspective research approach (Kincheloe, 2011) and adapted and combined theoretical
frameworks, rather than accepting a pre-existing framework that did not fully fit with my
research. This involved critical analysis of policy and Positioning Theory, drawing on the
work of Adams (2011, 2016), Bamberg (2014) and Davies & Harré, (1990), interrogating
literature on Professional Standards and teacher professionalism through Evetts (2013) lens
of organisational and occupational professionalism and using Ball’s (1994, 1997, 2008)
Theory of Enactment. This was supported through data collection from semi-structured
interviews to gather the voices of Scottish teachers about their enactment of Professional

Standards.

Professional Standards promote a particular view of teachers, teaching and teacher
professionalism. Their multiple purposes are not widely acknowledged, and the policy
discourse offers various positions within the macro, meso, micro and nano levels of policy
enactment. Teacher professionalism, school leaders and context have an important role to
play in determining how, or whether teachers enact Professional Standards. | have offered
a new contribution to knowledge about the enactment of policy, which considers policy
discourse and the influence of Positioning Theory, and teacher professionalism to show
how this creates a multitude of outcomes in practice. Finally, | suggest further research that
would be insightful to support further knowledge development about the enactment of

policy and Professional Standards.
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Chapter 1 — Introduction to the Research

1.1  The Purpose of the Research

The purpose of this Educational Doctorate (EdD) research is to explore how teachers in
Scotland enact Professional Standards, which according to the General Teaching Council for
Scotland (GTC Scotland), the independent professional regulatory body for teachers,
“describes teacher professionalism in Scotland”. My research intends to better understand
how teachers navigate the macro, meso, micro and nano level discourse to enact
Professional Standards. Across education systems and within the literature, there is no lack
of discussion about what Professional Standards are, yet literature relating to their impact
on teachers or teaching and learning remains relatively small and there has not been
“sufficient empirical scrutiny” (Kennedy, 2015, p. 143). The Centre of Study for Policies and
Practices in Education (CEPPE) study (2013) observed that “the topic of teaching standards
and their impact is still quite new in the specialised literature” (p. 41) and there are a
limited number of studies that try to get into the ‘black box’ of teacher’s thinking as they
enact Professional Standards, aligning with Kennedy (2008) who states, “What is not set in
stone is the way in which standards are used” (p. 843). This research adds to this literature
as it investigates how teachers engage with discourse and enact Professional Standards in

their day-to-day practice.

1.2 My Research

My career has taken me through undergraduate study of Chemistry and Biology (1991)
followed by postgraduate study in Initial Teacher Education (ITE) (1992). During my
undergraduate study, | developed ways of thinking about the world and how knowledge is
created through observation. However, while | believe that observations are a source of
data, it is through our interpretation of these observations that we support theory building.
| recognise that ‘scientific facts’ are indeed the most advanced theory we have; through the
interpretation of the data, we have collected. For example, the burning of methane (CH,) in
oxygen (O,) results in the formation of carbon dioxide (CO,) and water (H>0). During the

reaction, the atoms within each of the molecules, reform giving products. The products of
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combustion are considered ‘facts’ as they are verifiable. However, if observational evidence

were to produce an alternative interpretation, then the ‘facts’ and theory are revisable.

As a teacher, | was more interested in supporting young people to build knowledge, which |
believe is complex and nuanced, through interpretation of their world and their
interactions, and | concur with the quote that is attributed to John Dewey which states,
“education is a social process; education is growth; education is not preparation for life but
is life itself”. Therefore, | subscribe to the view that social reality cannot be understood or
interpreted separately from language, structures, power relationships and discourses.
Aligning with this stance, my research was conducted with the view that interpretations of
situations through storytelling by teachers is a more powerful way to get to the essence of

their lived experiences and to understand how they enact Professional Standards.

My interest in Professional Standards has been developed through in-school experiences,
opportunities in research and my role as a Senior Education Officer for GTC Scotland. As a
teacher of many years, | used Professional Standards through my own practice as a self-
evaluation toolkit to support my own professional growth, and as a supporter of student
and probationer teachers, as a tool for assessment for registration with GTC Scotland.
Additionally, | used Professional Standards through leadership, academic qualifications and
a seconded fellowship role with a partner university. As an officer of GTC Scotland, | was
involved in the extensive review of Professional Standards which started in January 2017. |
have used my learning through this research to make contributions to and facilitate
changes in these refreshed and revised Professional Standards, where | contributed to
working groups, writing groups and was the primary investigator in the data collection at all
stages of the review. Therefore, my positionality as a researcher has unavoidably and

directly impacted the data that was created (Pezalla et al., 2012).

The accumulation of my experiences developed into this EdD research. | am specifically
interested in how teachers enact Professional Standards as an act of teacher
professionalism and how policy discourse and other influences, support or hinder
enactment. In addressing this aim, | would wish to be in a position to offer new knowledge

to policymakers about the enactment of policy and to GTC Scotland to better understand
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how teachers engage with and enact Professional Standards to facilitate the development

of resources to better support teachers.

Accepting Trowler’s (2003) theory of policy development as a two-part process of ‘policy
encoding’ and ‘policy decoding’, my research focuses mainly on policy decoding. It explores
teachers’ perceptions of the enactment of policy and how they interpret and decode the
messages and symbols encoded in the policy text, artefacts and discourse. The relationship
between these terms will be explained in the following chapters. | recognise that as a
researcher, my own positionality, motivations and experiences will shape the
methodological and analytical decisions made in this research (Dean, et al., 2018). As such,
throughout this research, | take cognisance of Braun, Maguire & Ball (2010) who note that
policy enactment at school level, should focus on connections and interdependencies by
considering the influence of policy as discourse. In addition, | recognise that the enactment
of policy is context specific and mediated through positional relationships. Heimans, Singh
& Glasswell (2017) argue that this type of research offers a critically orientated analysis of
policy enactment that improves policy practice. Therefore, this research aims to provide
insights into how teachers accept, reject or amend positions offered through discourse and
the lens of teacher professionalism to enact Professional Standards in practice. This aim is
broken down into three research questions, which are;

e In what ways could policy discourse support the enactment of Professional

Standards by teachers in Scotland?
e In what ways do teachers in Scotland perceive the enactment of Professional
Standards as an act of teacher professionalism?
e What are the different factors that influence how teachers in Scotland enact

Professionals Standards?

1.3 The Significance of this Research

Most of the research about Professional Standards is conceptual in nature, with few
empirical studies about the impact of Professional Standards (Hudson & Grove,

2009; Menter, Hulme, Elliot & Lewin, 2010; Tuiamuana, 2011; Clinton, et al., 2015, Adoniou
& Gallagher, 2016). The perception of Professional Standards as a ‘magic bullet’ (Darling-

Hammond, 1999, p. 176) to improve the quality of teachers and teaching is not research
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informed, as there have been very few empirical studies on whether the enactment of
Professional Standards can indeed bring about an improvement in teacher quality (Hudson
& Grove, 2009). There is no universal agreement on the purpose and use of Professional
Standards and views range from Professional Standards being policy-driven neo-liberal
accountability or managerial framework (for example, Groundwater-Smith & Mockler,
2009) at one end of the spectrum, to enhancing teacher quality and teacher
professionalism (for example, Santoro & Kennedy, 2016; Swabbey, Castleton & Penney,
2010) at the other. The majority of what is written positions Professional Standards as a
supportive policy for teachers and comes from government sources. These Professional
Standards have either been written or commissioned by governments and thus, there is a
vested interest in their successful enactment (Loughland & Ellis, 2016) as a means to

control the work of teachers as public servants.

This empirical research focused on teachers in Scotland and generated new knowledge to
add to the critical conversation on the enactment of Professional Standards. The focus of
this research is to peer inside the ‘black box’ of enactment to understand, if they are used,
then how, and the impact they have on teachers’ own learning (Ceulemans, 2017;
Ceulemans, Simons & Struyf, 2012). This was interpreted through my own experiential lens
as both enactor of the Professional Standards, as a teacher in Scotland, and as a policy

maker, in my role as a GTC Scotland Officer.

1.4  Theoretical Framework

As a policy researcher, | have examined how teachers engage with and enact policy in
practice, acknowledging that this occurs in complex social, cultural, historical and economic
spaces. Through this research, | have developed more awareness of the contested nature
of policy and understand that policy texts, imbued with the intentions of policymakers, are
interpreted to create artefacts and resources to support policy into practice. These
artefacts and resources are further interpreted through multiple layers of the education
system before being put into practice by teachers. Like Ball (2006) who draws on the work
of Foucault (1977), | understand policy to be created through discourse, where “discourses
are practices that systematically form objects of which they speak” (p. 48). Gee (2015)

offers a more detailed description of discourse, by stating:
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Discourses are distinctive ways of being, doing and saying, they are ways of using
words, doing deeds, valuing, thinking, believing and feeling, as well as ways of using
objects, tools and technologies that allow us to enact or recognise socially
meaningful identities...They are a dance where we dance with words, deeds and

things. (p. 245)

Therefore, | understand discourse to include written texts, thinking, speaking, dispositions,
experiences, histories and the attitudes of teachers at multiple levels of the system. These
levels include the macro (national level) and meso (local government level), which focus on
the bigger picture of policy narratives/policy intention and is where policy text is usually
initially created. Equally important is the micro (school level) and nano (teacher level)
discourse, which is the discursive discourse and ‘of the moment’ actions, which connect
policy to practice. Gee (2015) suggests the use of big-D Discourse and little-d discourse,
where Discourse is constructed of language, actions, interactions, objects, tools,
technologies, beliefs and values, “so people ‘get their acts together’ to get recognised as a
given kind of person as a specific time and place” (p. 166). However, | have chosen not to
use these “slippery” terms (Coe, Manion & Morrison, 2018) as | think a more nuanced
approach is needed, therefore | will identify the layer of discourse | am discussing using the
prefixes macro, meso, micro and nano as described above, this is more fully discussed in

2.3 Policy as Discourse.

Through this research, | understand policy as a series of interpretations and re-
interpretations, as text, artefacts and resources that are exchanged through discourse and
discursive acts, thus an act of ‘becoming’ (Adams, 2016), which is permeated with human
understandings and perceptions. This is further explored in the literature review in

Chapters two, three and four.

During this research, | did not find a single framework that supported my research and
therefore adopted a multi-perspective research approach (Kincheloe, 2011) which involved
pragmatic, strategic and self-reflexive choices (Nelson, Treicher & Gossberg, 1992), to
address the research questions about the enactment of Professional Standards. In this way,
| adapted and combined theoretical frameworks, rather than accepting a pre-existing

framework. This was ongoing throughout my research and was very much a ‘living’
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framework that was adapted to fit the ever-changing context. The combined framework
was important to retain an open stance, challenge my existing understanding and to
develop new knowledge about the enactment of Professional Standards. Through this, my
preconceptions of what Professional Standards are, and how teachers enact them has
changed throughout the research. This has happened through exploring theoretical
frameworks for policy analysis (Adams, 2016; Ball, 1994, 1997, 2008), Positioning Theory
(Adams, 2011; Bamberg, 2014; Davies & Harré, 1990; Harré, 2012; Harré et al., 2009; van
Langenhove & Harré, 1999), teacher professionalism (Evans, 2008; Evetts, 2013; Menter,
Hulme, Elliott & Lewin, 2010; Whitty, 2008) and Ball’s (1994, 1997, 2008) Theory of
Enactment. Chapters two, three and four, detail how these form the theoretical basis of my
research. Data was generated through the literature review and the semi-structured
interviews with teachers, this supported a theory into practice line of enquiry. Like other
researchers who use policy analysis as part of their research, | was interested in the ways
that groups are positioned within policy discourses and use this understanding to explain

how discursive constructions of ‘problems’ make enacting policy an act of professionalism.

Figure 1 is a representative summary of the theoretical frameworks used in this research to

explore how teachers in Scotland enact Professional Standards.

Discourses of

Policy Explaining; Professionalism

Positioning Theor
Theory of Framing; and - g heory (Evans, 2008; Evetts
Enactment Formin (Davies & Harré, 1990; ’ ’ !
i o 8. Bamberg, 2014; and 2013; Menter,
(Ball, (Adams, 2016)

Adams, 2011) Hulme, Elliott &

1994, 1997, 2008)

\ Lewin, 2010: Whitty,
. Explaining Power 2008)
Interpretation
J L J
Organisational
N ( h (Evetts, 2013)
Re Framing Storyline
conceptualisation 7\ /
e N Occupational
_ Forming Rights, duties and (Evetts. 2013)
Translation ) obligations
.
Ball’s Theory of There is a space between framing and Where a teacher accepts,
Enactment does not forming (Adams, 2016) in the agency <> amends or rejects positions
support an explanation passive continuum (Bamberg, 2012) on the continuum from
of why or how teachers where teachers accept, reject or amend organisational to
enact policy, nor does it positioning and determine whether and occupational
offer a nuanced view how policy is put into practice. professionalism may
that takes account of determine if and how they
the importance and enact Professional
impact of teacher Standards.

professionalism.

17



Figure 1 Summary of the Theoretical Frameworks Used to Inform this Research

1.4.1 Policy Sociology

There are many different conceptual models of policy, policy-making and policy analysis.
‘Policy sociology’ was described by Ozga (1987) as “rooted in the social science tradition,
historically informed and drawing on qualitative and illuminative techniques” (p. 144). It
describes the education policy analysis field, which is underpinned by the social science
practices of using qualitative and illustrative techniques to make sense of policy intention,
text, discourse and actions. Since the 1980’s there has been a move away from more
traditional approaches of policy analysis to more critical approaches, with Ball (1990)
noting that policy analysis has been dominated by commentary and critique, more than
empirical research. This more critical approach recognises that policy goes beyond policy
text and offers “a new set of tools to begin to try to explain things” (Ball, 1990, p. 18), with
an increased emphasis on policy meaning and effect, rather than intention (Ball, 1990;
Codd, 1988). Throughout my research, | have positioned Professional Standards as policy,
even though this is not explicitly stated in these documents and the effect of Professional
Standards as policy as they are enacted rather than the intention of those creating policy
texts. This then focuses on policy as experienced in practice rather than the narrative of

Professional Standards as policy as shared by GTC Scotland.

Professional Standards have a long history in Scotland, which are in the guardianship of
GTC Scotland, the professional regulatory body for teachers in Scotland, the body
established in 1965 in response to an increasing number of uncertificated teachers. This
response to the problematising of teacher quality led to the introduction of Professional
Standards which have been enshrined in legislation that governs the independence of GTC
Scotland, notably in The Public Service Reform (General Teaching Council for Scotland)
Order 2011 (2011 Order). The language used and the expectation of the Professional
Standards positions these texts as legislative frameworks which govern teacher education
and as a policy to be used in practice. In Scotland, Professional Standards are used as a
benchmark for entry into the teaching profession and are a mandatory aspect of
Professional Update (PU), the process by which teachers maintain their registration and

thus the ability to be employed in Scottish schools.
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1.4.2 Theory of Enactment (Ball, 1994, 1997, 2008)

At the outset of this research, | considered Ball’s Theory of Enactment (1994, 1997, 2008)
as a way to surface how teachers may understand and put Professional Standards into
practice. Here, enactment is a contested, interpreted and discursive process (Ball, 1994,
1997, 2008). It is justified as both a process and a product; ‘putting policy into practice’ is
redefined as an iterative process of meaning making, through interpretation, re-
conceptualisation and translation. In terms of Professional Standards, this means
interpreting messages within the policy text and discourse, through contextual factors and

then translating these into practice. As Ball, Maguire & Braun (2010) describe:

Policy enactment involves creative processes of interpretation and
recontextualization — that is, the translation through reading, writing and talking of
text into action and the abstractions of policy ideas into contextualised practices.

(p. 549)

Enactment captures the multi-faceted interactions of teachers and posits how policies are
‘interpreted’ and ‘translated’ in sophisticated and complex ways through reading, writing

and talking in context.

| realised that Ball’s Theory of Enactment (1994, 1997, 2008) did not elicit the ‘why’; why
some teachers enact policy, and some teachers do not. It offered no nuanced view;
therefore, | turned my attention to Adams’ (2016) Education Policy: Explaining, Framing
and Forming analytical tool, which uses Positioning Theory to better understand why and

how teachers enact policy.

1.4.3 Education Policy: Explaining, Framing and Forming (Adams, 2016) and
Positioning Theory

Adams’ (2016) Education Policy: Explaining, Framing and Forming analytical tool gives a
more nuanced view of policy analysis and further developed my understanding of policy
enactment. Adams (2016), referencing the work of Ball (2006) and Ball, Maguire & Braun

(2012), suggests that policy analysis needs to include the combination of macro and micro—
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Positioning Theory, to expose and inspect policy formation and reformation, as policy is
formed ‘in practice’. In my research, | have re-interpreted this framework to understand
policy explaining and policy framing, the interplay between macro and meso level discourse
and discursive acts at the micro and nano level. In Adams’ (2016) analytical framework,
Positioning Theory is used to consider the ways in which policies are produced by discourse
and the language of the ‘moment’ in the discursive act (p. 290), the next stage of my

learning, therefore, involved exploring Positioning Theory.

1.4.3.1 Positioning Theory

Positioning Theory highlights the distribution of power as teachers exercise their rights,
what a person is owed by others, and duties, what a person owes to others (Harré,
Moghaddam, Pilkerton-Carnie, Rothbart, & Sabat, 2009), and take on responsibilities and
obligations, a moral commitment, within discourse (Bullough & Draper, 2004). It employs
the social force of language (Zelle, 2009) to support teachers to position themselves and
others in the discourse. As teachers engage with the discourse of Professional Standards,
they co-construct a storyline where they accept, reject or amend the positions offered and
demonstrate this through their contributions to the conversations (Davies & Harré, 1990).
This storyline involves dialogic activities and ‘speech acts’, where the interaction and
language used gives information and performs an action. As the storyline develops,
tensions can be created with competing discourses and different perspectives. Therefore,
teachers are continually engaged in positioning themselves and others in the discourse as
storylines unfold (Ritchie & Rigano, 2001). It is a “discursive process whereby people are
located in conversations as observably and subjectively coherent participants in jointly
produced storylines” (Davies & Harré, 1999, p. 37). This creates what van Langenhove &

Harré (1999, p. 18) called the positioning triangle, as shown in Figure 2.
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<:> Storyline
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Figure 2 The Positioning Triangle (van Langenhove & Harré, 1999, p. 18)

Positioning within the macro and meso discourse helps teachers to develop a sense of
being part of the education community. This is reinforced through a common language,
which allows actors to identify each other as part of the community and is inextricably
linked to the issues of politics, power and control (Giroux, 2002). Within the micro and
nano level discourse, teachers engage with meso level interpretations of the policy text and
artefacts, which are created to ‘support’ the policy to be used in practice. Engaging their
own professionalism stance, based on their own experiences, histories and context,
teachers may then choose to accept, reject or amend positions within the discourse. Self-
positioning is a key element of discursive acts and always involves the positioning of others
(Adams & Harré, 2001). Bamberg (2014) offers three realms in which teachers can self-
position, these are (i) self-agentive versus passive, (ii) one’s sameness and one’s difference
vis-a-vis others, and (iii) continuity versus discontinuity over time (p. 134). In my research, |
explore the self-positioning involved in the realm of self-agentic versus passive, discussing
this in terms of professionalism using Evetts (2013) notion of occupational professionalism

as ‘self-agentive’ and organisational professionalism as ‘passive’.

1.4.3.2 A Policy Analysis Framework (Adams, 2016)

Adams’ (2016) heuristic framework builds on previous models of policy analysis, drawing
on Positioning Theory to describe the relationship between the use of language, the
positions taken up, resisted and amended, and associated storylines, to understand how
policy is formed and reformed through discursive acts. He contends that the social, cultural
and political dimensions of policy development must be considered, in that policy texts
themselves are not policy, but a representation of the discussions and interpretations of
policymakers and policy is then formed as part of the discursive act at the micro and nano
level of discourse. Adams (2016) rejects enactment and instead posits that policy is formed
through discursive acts at the nano level of discourse. | disagree with this stance and
suggest that policy texts are an aspect of policy, alongside discourse and discursive acts,
which are interpreted to support understanding that may lead to changes in practice.

However, Adams’ framework offers a mechanism to explore discursively produced
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positions to understand macro and meso policy discourse, and how this supports or denies

micro and nano discursive acts that can lead to policy in practice.

Adams’ (2016) analytical framework offers a “tri-partite theory for the examination and
understanding of policy” (p. 290), policy explaining, policy framing and policy forming, as
shown in Figure 3. Policy explaining is policy in the form of the written word, such as policy
text, blogs and tweets. It is well understood that policy texts have their own histories and
are the outcome of discussions, debates, interpretations and re-interpretations by
policymakers. These texts and other artefacts are then interpreted by teachers through
macro and meso level discourse and micro and nano level discursive acts. Policy framing
occurs when policy-as-discourse positions teachers using language, which can offer
different positions that can constrain or permit teachers’ responses. Finally, policy forming
results from discursive practice, the forming and reforming of policy at the local level. In
this, teachers interpret the language of policy as a process of meaning making and then
may translate this into practice. This calls on teachers to express their own professionalism

as they engage in discursive acts that bring policy text into being.

O

Policy framing
occurs through the
social force of
language.

Policy explaining is
policy texts in the
form of the written
word which are
interpreted by
teachers through
discourse at various
levels.

forming and
reforming of policy
at the local level.

Policy Framin

>
2

o

a

Figure 3 Summary of Adams (2016) Education Policy: Explaining, Framing and Forming

Although this framework is helpful, for me the space between framing and forming has not
been fully explained and | would suggest that the self-agentive and passive continuum
described by Bamberg (2012) is significant in how teachers engage with policy and use their
lens of teacher professionalism to decide whether to accept, reject or amend positioning
within the policy discourse. Therefore, | turned my attention to teacher professionalism to

understand how this influences teachers when putting policy into practice.
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1.4.4 Teacher Professionalism

The final theoretical lens used is teacher professionalism, to understand influences, and
why and how teachers enact policy in practice. My sense of teacher professionalism began
with the idea that it not only relates to a teacher’s own history, experience and values,
which underpin their professional practice, but that it is also strongly influenced by the

leadership and context in which the teacher finds themself.

There are competing theories of teacher professionalism in Scotland, which seem to be
understood by teachers as them having “‘autonomous’ professional practice within a
network of accountability” (Fournier, 1999, p. 280). Although Fournier uses the phrase
“‘autonomous’ professional practice”, | would argue that for teachers this should be
agency, as Apple (2006) suggests, education and thus teachers’ work, is the site of political
and cultural conflict and as such teachers are not autonomous. By this, | mean that
teachers have agency to express views and take stances, but they do not have the capacity
of self-determination or self-governance. Therefore, | am drawn to Fournier’s (1999)
description of professionalism as autonomy within an accountability framework. However,

this siting of agency within an accountability framework creates tension.

Evetts (2013) suggests that organisational professionalism positions teachers within the
macro and meso level of discourse to enact Professional Standards as a right, duty, or
obligation. This sits alongside the discourse of occupational professionalism (Evetts, 2013)
where teachers express their professionalism as part of their identity along a self-
agentive/passive continuum (Bamberg, 2012). This combination of organisational and
occupational professionalism, in my view, results in teachers having agency within an
accountability system and suggests that teacher professionalism is an active process within
the specific context, which can be supported or denied by contextual leadership. This aligns
more with what Priestley, Biesta & Robinson (2016) describe as an ecological approach to
agency, where agency is achieved by individuals through the interplay of personal

capacities and the resources, affordances and constraints of the environment.
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1.5 Thesis Structure

1.5.1 Framing my Argument

Within this thesis, | am following my EdD learning journey as | embark on this significant
learning experience. | have drawn on several different theoretical frameworks and lenses
to support my understanding as the research evolved. In following my own learning
journey, | have engaged with policy analysis, considered the literature about policy, and
explored Positioning Theory and discourse, drawing on the work of Adams (2011), Bamberg
(2014), Davies & Harré (1990), Harré (2012), Harré et al. (2009) and van Langenhove &
Harré (1999), to build my knowledge. In addition, | explored the conceptual literature
about policy, policy discourse and policy enactment to expose the interdependencies and

complex nature of putting policy into practice.

As my understanding of positioning theory and discourse developed, | began to understand
and see this used in many aspects of my work life, where | became more aware of how the
social force of language is used to offer positioning within discourses that can be accepted,
rejected or amended, and how self-positioning involves the positioning of self and others
(Adams & Harré, 2001) during discursive acts. However, | would suggest that the use of
teacher professionalism to try to understand the experiences of teachers as they navigate
the macro, meso, micro and nano policy discourse and accept, reject or amend positions as

they enact Professional Standards is the original lens used in my research.

1.5.2 Chapter 2 — Understanding Policy and Positioning Theory

In Chapter Two, the first chapter of the literature review, | bring the focus of my learning
into the policy sphere and begin by exploring the contested nature of policy (Jones, 2013).
There is broad agreement that policy is intended to cause a change, however, | recognize
that policy is more complex than government and other policymakers would suggest and

therefore understand it to be socially constructed through enactment by actors.
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My learning then moves on to exploring the impact of the global context on education
policy, the impact of policy borrowing and the influence of supranational organisations. In
this, the social construction of policy has led to heterogeneous interpretations and
enactments, discussed by Lingard and Ozga (2007) as “glocalisation”. The impact of
‘glocalisation’ is discussed and | briefly touch on Scottish policy making before | moved my
learning onto policy texts and discuss how policy texts have their own histories and are
interpretations of truth from the policymakers. Therefore, policy is a site of contestation,

negotiation and struggle as it is negotiated by different groups (Ozga, 2000).

Having considered policy text, | then discuss my learning of policy discourse. As policies are
products of discourse that involve many actors, at four different levels, that is the macro,
meso, micro and nano levels, outcomes cannot be pre-determined. Here, | discuss that
discourse is not merely described by the language used, but also as Ozga (2000) suggests,
determines what can be said by whom, through offering positions that can constrain and

limit the influence of some actors. Power is also played out through all levels of discourse.

The final section in this chapter draws on my learning of Positioning Theory to understand
how policy is navigated through discourse. In this, positioning, and the distribution of
power, are demonstrated by the positions offered through multi-level discourse to
teachers which they can accept, reject or amend. Linking to Bamberg’s (2010) theory of
identity construction and identity analysis, positioning within the macro and meso level
discourse can support teachers to make sense of the collective identity of the profession,
and through the micro and nano level discourse, teachers can construct their own

individual identity as a teacher in this context.

1.5.3 Chapter 3 - Professional Standards and Teacher Professionalism

Linking to Chapter Two, in the next chapter of the literature review, | share my learning of
how Professional Standards are being used as a tool for improvement by governments in
response to the globalisation of education. Within the literature, Professional Standards
are discussed within a binary framing, either as a regulatory framework or a developmental
tool, and | describe this binary framing in terms of how these position teachers within

discourse.
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Next, my learning journey followed the path of Professional Standards as policy and how
they are imbued with historical and current discourses. These discourses need to be
regularly critiqued to understand the history of the text and policymakers, thus surfacing
how language is used to position teachers in discourse. Following on from this, | explored
the Scottish context where Professional Standards have been in use for the last two

decades.

Finally in this chapter, | discuss my learning about teacher professionalism and how this
links to enacting Professional Standards, and the notion that professionalism “is creeping
up in unexpected domains” (Fournier, 1999, p. 280). However, to express professionalism,
one must be part of a profession, therefore, firstly | outline why | believe teaching is a
profession using Sachs’ (2016) notion of a mature profession to illustrate this. Secondly, |
suggest that professionalism is a collective term for how teachers ‘show up’ in their daily
practice as they accept, reject or amend positions within the discourse of professionalism.
Different notions of professionalism found in the literature are discussed, and how these
offer different positions within the discourse and are required to be navigated by teachers

through their professional practice.

1.5.4 Chapter 4 - Enactment of Policy

In Chapter Four, the final chapter of the literature review, | explore my learning of
enactment, which is contested, and the idea that it is non-linear and can be considered as
an interpretation of an interpretation of policy text and discourse at the macro, meso,
micro and nano levels. | then describe the implementation of policy and the requirements
for teachers to put this into practice. Next, drawing on Ball’s (1994, 1997, 2008) Theory of
Enactment, | discuss the interpretation and translation of policy, where interpretation can
be thought of as engagement with the language of policy (Ball, Maguire & Braun, 2012).
This involves the re-contextualisation of policy texts into institutional texts at the meso and
micro level, with translation being a more iterative process of creating meaning and

embedding these in practice, which is influenced by the positions taken by teachers.
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The second part of this chapter then discusses other influences that support or hinder the
enactment of policy such as leadership in context, where context is considered an “active
force” (Ball, Braun, Maguire & Hoskins, 2011a, p. 590) in how teachers perceive themselves
and respond to policy in their local environment. Additionally, the importance of school
leaders is considered, and | discuss the importance of school leaders in modelling the
enactment of policy. | finish this chapter by acknowledging that although enactment of
policy is assumed to be an act of teacher professionalism, to not enact policy may also be

regarded as a professional act.

1.5.5 Chapter 5 —Methodology

Chapter Five is concerned with the methodology used to address the research aims, which
is to provide insights into how teachers accept, reject or amend positions offered through
discourse and the lens of teacher professionalism to enact Professional Standards in
practice. As the researcher, | am the primary instrument of data collection and analysis,
and therefore need to acknowledge my own theoretical position and biases. This involved
exploring my own ontological and epistemological positioning and how my own
experiences have shaped my interpretivist stance, underpinned by a social constructionist

perspective. | also considered the inherent power dynamic within this research.

In the next section of the methodology chapter, | discuss the research design to define this
as interpretive research and share how the original case study approach had to be
changed, due to a lack of access to the identified associated school group (ASG), because of
the Covid-19 pandemic. | then move on to discuss the method used and purposive

sampling, before considering in detail the nature of semi-structured interviews.

In the final section of this chapter, | show how the data collected was analysed through the
phased approach offered by Braun & Clarke (2006, 2012, 2013). Each stage of this approach
is outlined, and | share how it was used to prepare the data, generate initial descriptive
codes, search for themes, review the themes, define and name the themes, and finally

produce the report.
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1.5.6 Chapter 6 — Analysis

Chapter Six considers the analysis of the data. | have chosen to use the word ‘analysis’ in
preference to findings following Braun & Clarke (2021) who stated that analysis “avoids
evoking discovery and finality” (p. 18) and instead offers an analytical narrative that
explains the meanings and significance of the data. | begin by discussing teachers’
perceptions of Professional Standards and the surrounding discourse, before discussing

how GTC Scotland is positioned as an external agency in the education system.

The next section of this chapter discusses the discourse of Professional Standards and
competing policy narratives. The discussion then turns to enactment of Professional
Standards and the aspects of professional practice that support or inhibit enactment. |
suggest that professional values espoused in the policy documents are universally accepted
by the teachers in this research, as the premise of teacher professionalism and support for
enactment is available to teachers. However, context and school leadership are major

contributors as to whether teachers enact Professional Standards.

1.5.7 Chapter 7 — Discussion

Chapter Seven is the first of the concluding chapters, where | discuss the analysis of the
data before, in Chapter Eight, offering new knowledge from this research. Chapter Nine
brings this thesis to a conclusion by addressing the research questions and offering future

areas for further research.

In Chapter Seven, | discuss that as two of the five Professional Standards are benchmark
texts, these can be considered as policy. However, in Scotland, there are mixed messages,
as the Professional Standards have a dual stance, they are regulatory and/or

developmental, this may contribute to how they are enacted in practice.

The next section of the discussion brings into focus policy discourse and shows that the
discourse of Professional Standards is supported or denied by competing discourses. It is
suggested that there appears to be a lack of a dominant discourse, which may be linked to

the perceived positioning of GTC Scotland in the educational policy landscape.
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In the final section of this chapter, | discuss professional values as outlined in the suite of
Professional Standards and how these are enacted in practice, which is considered by
teachers in this research as an act of teacher professionalism. The discussion then turns to
the approach and influence of school leadership in the enactment of Professional
Standards. Finally, | discuss that Professional Standards are offered initially as a benchmark,
then as a guide for teachers to describe their professional learning over time and as a tool
to self-evaluate prior to a Professional Review and Development (PRD) meeting as part of

Professional Update (PU).

1.5.8 Chapter 8 — New Knowledge

In Chapter Eight, | propose a new perspective on the enactment of policy. | begin this
chapter by exploring teacher professionalism, where enacting Professional Standards is
seen as a professional act, but not a driver of professionalism, which challenges how GTC
Scotland positions these policy texts as enablers of teacher professionalism. | follow this by
suggesting that teachers need to grapple with their own teacher professionalism stance
and position themselves in the discourse aligning with Fournier (1999), who suggests that
teacher professionalism exists within a framework of accountability and quality assurance.
In addition to considering the discourse of teacher professionalism, | also consider the
discourse of Professional Standards and how teachers position within this discourse. When
these two discourses are brought together, they demonstrate the complexity that is
involved in policy enactment as teachers can take multiple positions at the same time, thus

creating different outcomes from the same policy enactment.

1.5.9 Chapter 9 — Conclusions and Future Research

In Chapter Nine, | offer conclusions to this research, address the research aims and offer
some ideas for further study. | start this chapter by sharing my learning and my
understanding of Professional Standards as policy. Additionally, | discuss the lack of
discourse about Professional Standards, which leads teachers to comply with, rather than
contest Professional Standards, leading to superficial enactment as required by

Professional Update. In addition, | suggest that context and school leadership are
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fundamental factors in enabling teacher professionalism to support the enactment of

Professional Standards.

Next, | consider how teacher professionalism affects how teachers position themselves
through the multi-level discourse. For example, Professional Standards are not perceived
by teachers in this research as an active aspect of teacher professionalism, but they are
used as part of the PU process. In the next section, | discuss how teacher professionalism

and school leadership are powerful determinants of policy enactment.

A brief discussion of my own learning through this research is then offered to support the
assertions of this research and to show my learning journey. Finally in this chapter, through
discussing the limitations of this study, | offer some ideas for future research to support the
enactment of Professional Standards, in the areas of policy, policy discourse, leadership

and professional learning.
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Chapter 2 — Understanding Policy and Positioning Theory

In this first chapter of the literature review, | consider the influence of global education
policy and supranational organisations in creating homogenous education policy, which is
measured through narrow metrics to compare and rank education systems. In this, policy
migration homogenises education policy but ‘glocalisation’ (Lingard &0Ozga, 2007) gives
heterogeneous outcomes from homogeneous policies. | then go on to debate the Scottish
education policy landscape and how insiders are used to make policy development

shortcuts, exposing the inherent small c conservativism in Scotland.

This is followed by my learning of policy, as text and discourse, and how positioning theory
can be used to understand how teachers accept, reject or amend positions within
discourse. | argue that policy is socially constructed through the enactment process, and |
share how positioning theory through the social force of language, storylines and rights,

duties and obligations offer positions for policy enactment.

Next, | draw out contemporary views of policy and what it is conceived to be, as a
contested area. | argue that policymakers create policy with the intention of supporting a
‘change’ at the macro level discourse, which is described in policy texts and other written,
spoken and visual artefacts. These are operationalised through meso and micro level
discourse and describe how policy is formed and reformed, at the micro and nano level
through discursive acts, thus policy is an interpretation of interpretation (Rizvi & Kemmis,

1987).

Finally, this is followed by a discussion about how Positioning Theory can be used to
understand multi-level discourse. In macro level discourse, Positioning Theory is used to
explore how actors are influenced and what can be said and done, therefore controlling
teachers and their work. At the micro and nano levels of discourse, the discursive acts that
teachers engage in on a daily basis help teachers to self-position and position others in the

discourse and determine how they enact policy.

2.1 Education Policy
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2.1.1 Globalisation of Education Policy

Monteiro (2015) argues that there are two main approaches to education: a human capital
approach (where education is about economic capital) and a human rights approach
(where education is about social cohesion). | strongly support the human rights

approach, as | believe that education is for the betterment of humanity, aligning

with Dewey (1934) who states that the purpose of education is “to give the young the
things they need in order to develop in an orderly, sequential way into members of
society”. Rizvi & Lingard (2010) suggest that “society constructs its educational system to
promote and reproduce its ideal of how human beings should live and relate to each other
in meeting societal needs” (p. 74). However, this “personal and human” (MacMurray, 2012,
p. 622) perspective of education is challenged by a globalisation agenda, which is
increasingly seeing the homogenisation of education policy and influencing how education
systems create policies. Stronach (2009) suggests that the human capital approach which
promotes ‘cultural performance’ is resulting in a ‘global homogenizing effect’ (p. 10). This
homogeneity is concerned with economic ends but is actioned differently across different
countries, leading to the homogeneity of policy intent but the heterogeneity of policy

enactment.

Governments try to advance their global economic position, by viewing education through
the lens of building economic capital and the marketisation of education, which
“emphasises performance and product over personal enrichment” (Moore & Clarke, 2016,
p. 666). This privileging of economic capital building is captured by Ball (2013) who suggests
that “globalisation ...produces a set of imperatives for policy at the national level and a
particular way of thinking about education and its contemporary problems and purposes”
(p. 29). This is added to by Rizvi & Lingard (2010) who suggest that “educational purposes
have been redefined in terms of a narrower set of concerns about human capital
development” (p. 3) with an increase in the role of education to “meet the needs of the

global economy and to ensure the competitiveness of the national economy”(ibid. p. 3)
Such neoliberal narratives focus on principles usually associated with business models such

as efficiency, performance and standards, and are discussed by many (Adoniou &

Gallagher, 2017; Bourke & Lodestone, 2015; Clarke & Moore, 2013; Ryan & Bourke, 2013;
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Santoro & Kennedy, 2016; Wyatt-Smith et al., 2017) who agree that this political dimension
moves education into a more regulated and accountability-driven space. Sahlberg (2011)
suggests that “a widely accepted — and generally unquestioned — belief among
policymakers and education reformers is that setting clear and sufficient high performance
standards for schools, teachers and students will necessarily improve the quality of desired
outcomes” (p. 117). This means that “the values and ethos of business provide an ethical
base for operationalising education and for defining how success might be judged” (Adams,

2016, p. 291).

Neoliberalism has crept into all areas of government. Although there is no agreed definition
of the term, it has become widely used to “describe the trajectory of British economic
policy since the end of the 1970s” (Tomlinson, 2021, p. 94). It is a mixture of theories and
policies that brings market driven ideology into areas, such as education, where
marketisation was previously weak or non-existent. This theory pushes the ideology that
human well-being is best supported and developed by freeing individual entrepreneurial
rights, within an institutional framework characterised by a marketisation agenda that
promotes, private property rights, free markets and free trade. The prominence of a
neoliberal policy agenda, where the work of teachers has become defined in terms of
producing young people, who can contribute to, and advance the global economic status of
their home country, is widespread. As early as 1995, Tony Blair in his leadership speech in
Brighton, stated that “Education is the best economic policy there is“, thus locating
education firmly within the human capital space, where citizens are defined primarily as
consumers or commodities, and where economic growth underpins education policy. Later

in the same speech, Blair (1995) declared:

The arms race may be over; the knowledge race has begun, and we will never
compete on the basis of a low wage, sweat shop economy...Education does not
stop when you walk out of the school gates for the last time. Education must be for

life. This is hard economics.

This privileging of a neoliberal agenda in education has been observed in England as the

government has created policy to “guarantee the proper functioning markets” (Harvey,

2005, p. 2). In the English education system, this can be seen through The Learning and
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Skills Act (2000) and furthered in The Importance of Teaching: The Schools White Paper
(2010) which supported a neoliberal agenda. This is less obvious within the Scottish
education system, where “there is a long tradition in the distinctiveness of education”
(Bryce et al., 2013) and where the Scottish National Party (SNP) has offered a form of civic
nationalism, described by Ignatieff (1993) as supporting a nation of equals who are united
by a shared set of practices and values. This creates a narrative of “collective learning in
which a ‘learning government’ is enabled to lead a ‘learning nation’ towards greater
autonomy and self-reliance, and ultimately independence, within a Northern European
frame of reference (Arnott and Ozga, 2016)” (Ozga, 2021, p. 11). However, in Scotland,
there was some suggestion of policy creep towards the human capital approach. For
example, the first iteration of the National Improvement Framework (2016) states that

a central purpose for Scottish education is to “create a more successful country with
opportunities for all of Scotland to flourish, through increasing sustainable economic
growth” (p. 2). This demonstrates the connection of education policy in Scotland with
global marketisation, in the pursuit of economic wealth. However, in the most recent
National Improvement Framework (2021), there appears to be a move toward a human
rights approach, as it states the vision of Scottish education is “to deliver both excellence...
[and] equity so that every child and young person should thrive and have the best
opportunity to succeed, regardless of their social circumstances or additional needs” (p. 8).
This reflects the commitment of the Scottish Government to the United Convention on the
Rights of the Child (UNCRC), and it is now enshrined in law, that it is “unlawful for public

bodies to act in a way which is incompatible with the UNCRC requirements” (2021, p. 6)

At this point, it would be remiss not to mention the possible impact of Brexit on Scottish
education. The withdrawal of the United Kingdom from the European Union on 31 January
2020, has impacted the education system in Scotland and across the United Kingdom. This
perhaps has not had an immediate effect on education policy, but as the mutual
recognition of teaching qualifications across European countries and access to the Internal
Market Information (IMI) system ceased, this could leave countries in the United Kingdom
without sufficient teaching staff. However, this impact is beyond the scope of my research

but is a notable aspect of future education policy research.
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2.1.2 The Role of Supranational Organisations

This evolution of education policy under the influence of marketisation has created a
‘blurring’ between international and domestic policy, and | argue that we are changing the
purpose of education from a human rights approach to one with an economic perspective.
Across education systems, marketisation and homogeneity of policy intent have been
influenced by supranational organisations such as The Organisation of Economic Co-
operation and Development (OECD) and the World Bank, who ascribed to a particular
neoliberal agenda, leading to more regulation and accountability of education. This has
been recognised by Harvey (2005) who states that “advocates of neoliberal thinking now
occupy positions of considerable influence in education” (p. 3). In some cases, education
policy reform has been a reaction to the attainment league tables produced by the OECD,
which compares the performance of students through studies such as the Programme for
International Student Assessment (PISA) and the Teaching and Learning International Study
(TALIS). According to the OECD website, PISA “defines and assesses Global Competence”,
global competences are defined as “a multi-dimensional construct that requires a
combination of knowledge, skills, attitudes and values successfully applied to global issues
or intercultural situations”. This data is then linked to pedagogy and teacher education, as
a means of political control over the work of teachers (Allard, 2014). In this way, PISA data

is used as a policy tool to influence global education policy reform.

2.1.2 The Role of Supranational Organisations

The work of the OECD raises a few issues, firstly, the legitimacy and usefulness of league
tables of nation states’ education systems. The range of data collected to create these
league tables provides a narrow view of what an informed student should know and be
able to do by a certain age. | would suggest that this leads to a mindset of valuing the
things we can measure, instead of measuring the things we value. | align with Dewey’s
(1934) and MacMurray’s (2012) view of education that is based on relationships, which
supports the holistic development of children and young people to help them take their
place in society. Secondly, as a supranational organisation, the OECD has a “widespread
influence on the social and economic policies of its multiple states in multiple and indirect

ways” (Ball, 2013, p. 28) and it disseminates policy based on a ‘what works’ agenda. The
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‘what works’ agenda has been contested and portrayed as ignoring contextualisation whilst

being subject to cherry-picking of practice and policy.

The role of the OECD in influencing Scottish education policy is evident through the reviews
commissioned by the Scottish Government. Firstly, in 2015, the OECD was invited to
undertake a review “in order to inform the ongoing development of education policy,
practice and leadership in Scotland, by providing an independent review of the direction of
the Curriculum for Excellence (CfE) and emerging impacts seen in quality and equity in
Scottish schooling” (Improving Schools in Scotland: An OECD Perspective, 2015, p. 3). This
review offered extensive recommendations for change, which resulted in the development
and publication of the NIF (2016). Following this, in 2017 there was a governance review of
Scottish education; the ensuing government consultation led to the addition of a ‘meso’
level of government, the Regional Improvement Collaboratives. Finally, an OECD review
was commissioned by the Scottish Government in 2021, to assess the implementation of
the CfE, to understand how curricula are designed and implemented in schools, and to
identify what can be improved for CfE to continue delivering quality learning for all
students. This briefly outlines the effects of the OECD on Scottish education policy and
leads to “questions about what this means for the role of political leadership in

constructing and promoting a governing narrative for education” (Ozga, 2021, p. 14).

2.1.3 Glocalisation of Policy

The globalisation of education policy highlights the complex relationship between power
and knowledge, which has seen emergent shared policy agendas (Lingard & Ozga, 2007)
across education systems. While governments maintain the authority to develop their own
policies, how this authority is perceived is being impacted by global economics, political
relations and global communication (Rizvi & Lingard, 2010). Glocalisation a term coined by
Lingard & Ozga (2007), describes the way in which global education policy is mediated by
local and national political aspects, and it can be argued that glocalisation accounts for the
ways in which these homogeneous policies give rise to heterogeneous interpretations in
different education systems. Tensions in the education system are created when ‘policy
borrowing’, a term coined by Cox (1993), is undertaken without due consideration

of the cultural, historical and policy context, and the conditions for implementation
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(Alexander, 2012; Darling-Hammond, 1997). Ball (2013) discusses this as policy ‘transfer or
import’, where socio-economic interdependency is created through a globalisation agenda.
This movement of policy was called “policy band-wagoning” by Inkenberry (1990).
Schnieder & Ingram (1988) discuss this policy learning as “systematically pinching ideas”
and argue that policy design is less a matter of invention than of selection (p. 63). Sahlin-
Anderson (1996) terms it simply as “travelling ideas”. This convergence of education
policy, called a ‘policy epidemic’ by Levin (1998), has given rise to “global policy speak”
(Ball, 2013, p. 29) or a “generic global policy ensemble” (Ball, 2013, p. 46) or as Sahlberg
(2012) calls it, the ‘Global Education Reform Movement’ (GERM).

As policies migrate across the world, they become entangled in historically embedded
assumptions, ideologies and cultural traditions. Global policy agendas are transformed into
policy intentions that fit with the value of the local education system. Therefore, while
similarities in education reforms exist through policy migration, policy is conceived through
the historical, socio-economic, cultural, linguistic, institutional and geopolitical lens of the

nation (Cochran-Smith, 2005a, 2005b), resulting in locally mediated outcomes.

2.1.4 Policy in the Scottish Education Landscape

The policy making landscape in Scotland is premised on deeply held beliefs that the
Scottish education system is socially just and democratic. Bryce & Humes (2003) state that
in Scotland “education is a strong element in national consciousness and belief in
education’s worth and purpose is strongly linked to a sense of national identity” (p. 109).
John MacMurray in the 1957 Moray House lecture argued that “the primary purpose of
education is that of how-to live-in community.” The positioning of education “for the public
good, supported by public institutions” (Lingard & Ozga, 2007) may contribute to the
‘shaping myth’ (MacPherson & Raab, 1988) of Scotland as an egalitarian and meritocratic
society; | suggest this is not the experience of many in the education system, as

the ‘Scottish style’ of policy making (Hulme & Kennedy, 2016), engages prominent ‘insider’
actors. Those in the ‘policy community’ (Humes, 1988), are usually known to each other
personally and professionally (Humes, 1997) and thus policy development is a shortcut as
“potential problems are often defused behind closed doors, in phone calls, through

informal consultations with the ‘key players’ (Murphy, 2014, p. 88). Although on the
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surface, education policy is delegated to national working groups and developed by
consensus through consultation with stakeholders, this creates a “simulacrum of order”
(Beck, 2016), which conceals more politically fuelled power struggles within the education
community. In such a tight-knit policy community, it can be difficult for ‘outsiders’ to gain

influence as their voice carries far less political sway (Murphy, 2014).

Humes (2020) is particularly critical of politicians and officials within the policy community,
who he believes wish to simplify the complexity of education policy to easily implemented
and measurable national models. In this, government policymakers make claims about the
process being consultative, with consensus building being at the heart of policy making and
suggest confidently that democratic values are adhered to. Humes (2020) counters this
official narrative by suggesting this is ‘professional conformity’ that upholds the ‘approved’
official position. This is supported by Beck (2016) who observes that the policy community
in Scotland is resistant to change, exposing an inherent small c conservatism in the Scottish

education system.

2.2 Policy as Text

Part of the discourse of policy usually involves the development of a policy text, in my view
policy discourse includes written texts, thinking, speaking, dispositions, experiences,
histories and the attitudes of the actors at multiple levels of the system as discussed in 1.4
Theoretical Framework. Therefore, | argue that policy as text is a constituent part of policy
discourse, but it is not ‘the policy’. Policy text could be considered as ‘the policy’ by those
who subscribe to the contested notion that policy is a ‘thing’. Here, | agree with Ball (2006)
who categorically states that “policies are not ‘things’ but they “have their own
momentum” (p. 44). Policy as texts are the product of the histories and interpretations of
the creator of the policy text and thus, have their own history. This may explain why some
policy texts have more impact than others, in that the history of the policy text may conflict
with the histories of the readers and the context into which it is being enacted (Ball, Bowe

& Gewirtz, 1995).

Adams (2016) suggests that policy texts are conceived as “attempts to convey,

unambiguously, meaning and intent” (p. 300) and are usually offered in the form of a
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statement or a series of statements from government, or other national bodies. Codd
(1988) argues that “nothing can be said about an author’s intentions apart from various
features of the text itself and the context in which it is interpreted” (p. 239). Therefore, all
policy texts contain inherent interpretations and can be considered as mediated truths of
the authors; that is, they are “neither a true representation of reality nor an accurate
reflection of intent” (Adams, 2011, p. 59). Additionally, ‘truth’ can be distorted by powerful
interest groups, including policymakers, who in exercising their power, reflect their own
political or vested interests. Consequently, even with the greatest clarity of policy text, as
Ball et al. (2012b) state, “policies rarely tell you exactly what to do, they rarely dictate or
determine practice, but some more than others narrow the range of creative responses”
(p. 3). This means that the intention of the policy maker may not be obvious and is indeed
open to interpretation. Given this, | argue that policy at the macro level is created through
a series of negotiations by those with influence and particular interests, resulting in ‘policy
text’, which is interpreted and re-conceptualised as teachers engage in ‘sense making’
(Spillane, 2004) through ‘interpretations of interpretations’ (Rizvi & Kemmis, 1987).
Therefore, policy text can be considered as “textual interventions into practice” (Ball, 2006,
p. 46) as teachers interpret policy text through the nano level discourse, therefore “policy
does not, in action, have one form” (Adams, 2011, p. 65) and results in what Ball (1994)
suggests are multiple readings of policy. These multiple readings give rise to heterogeneous

interpretations of policy texts being used in practice.

Furthering this notion of policy not being a ‘thing’, my understanding of policy aligns with
Adams (2014) who states that “whilst actions do play a part in determining policy, they are
not what constitutes policy in its entirety” (p. 24). Adams goes on to suggest that “actions
stem from policy as well as being creative of the policy itself: that is, actions demonstrate a
particular policy stance whilst at the same time determining, in part, what the policy will
be” (p. 24). Sin (2014) offers a model of ‘policy object’ and suggests that this is the
interdependence of text and how it is brought into existence through teachers’
interpretations and enactments in social contexts. This aligns with the concept of ‘policy
cycle’ (Bowe et al., 1992), where policy can be considered to be a series of interrelated
actions occurring in contexts of influence, text and practice, implying that ‘policy as text’ is

interpreted, re-conceptualised and translated in practice, meaning it is enacted.

39



2.3 Policy as Discourse

As stated above in 2.2 Policy as Text, | contend that policies, rather than being ‘things’, are
discourses and as such outcomes cannot be pre-determined. As stated in 1.4 Theoretical
Framework, | understand that policy is created through discourse, involving actors at the
macro, meso, micro and nano levels. This understanding is premised on the literature as
follows. Fairclough (1992) claims discourse is ‘language in use’ as a social practice and an
interplay between social structures, practices and events. Phillips & Hardy (2002) suggest
that discourse is “an interrelated set of texts and the practices of their production,
dissemination, and reception, that brings an object into being” (p. 3), with Elbaz (1990)
proposing that discourses are “social texts ...particularly signifying practices of a given
group [that] are both constituted by and constitutive of the discourse field in which
members of the group live and function” (p. 15). Hall (1980) discusses discourse as a series
of distinctive moments that are encoded and decoded through social practice. Therefore,
discourse can describe how language creates meanings and social conventions in specific
contexts (Hammersley, 2013). Within this, talk and texts are regarded as social practices
(Potter & Wetherell, 1994), as policy texts are set in social contexts (Gee, 1996) and reality

is a social construction.

The formation of policy through a socially constructed process, creates policy by the words
chosen and rejected in written text, talking and thinking about the policy (Ball, 2006). Ball
(2006) goes on to state that, “we do not speak a discourse, it speaks us.... we do not ‘know’
what we say, we ‘are’ what we say and do” (p. 48). In other words, the “language used to
determine policy actually constructs the very policy it seeks to describe” (Adams, 2014, p.
33). Discourse establishes what can be said or thought, and by whom (Ozga, 2000), in this
way, policy discourse can limit the influence teachers have in shaping policy (Bell &

Stevenson, 2006). Ball (1994) adds to this line of thinking when he states:
Discourses are about what can be said, and thought, but also about who can speak,

when, where and with what authority...words are ordered and combined in

particular ways and other combinations are displaced or excluded. (p. 14)
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Education policy discourse happens at four levels: macro, meso, micro and nano. Macro
level policy discourse is influenced by global discourses and national policy priorities. These
discourses tend to have a regulatory function that “control rather than guide or facilitate”
(Priestley, Biesta & Robinson, 2015, p. 153). The language used in the macro level of
discourse can deny alternative positions and discourses (Ball, 2006; Trowler, 2003). At this
level, policy becomes a distinct way of talking, thinking and being. The meso level (national
and local government) is characterised by processes of input regulation, such as additional
guidance to support ‘meaning making’ by teachers and output regulation, such as
Inspection as part of an audit culture. Policy re-conceptualisations within the meso level led
to different local government interpretations. This re-conceptualisation and
reinterpretation of policy discourse may weaken or codify the policy discourse into
packages to be implemented by teachers. Once these local government interpretations are
received by school leaders at the micro level, these are further interpreted and contribute
to how policy discourse is understood in the culture of the context. The final nano level of
policy discourse, or discursive acts, is where Adams (2016) contends ‘policy forming’ takes
place and is where teachers transform policy discourse into practice. In his previous work in
2011, Adams did not define discourse at different levels, but has since drawn on Gee’s
(2015) definition of big-D and little-d discourse, as shown in his 2016 article, Education
Policy: Explaining, Framing and Forming, where he posits that Positioning Theory is “a way
to understand the interplay between macro Discourse (Gee, 2012) and the micro level of

the discursive act”(p. 290).

Policy as discourse is socially constructed and as such, can be influenced to reflect the
views of those with power in the discourse. Blasé & Anderson (1995) suggest that power is
now so intertwined with social structures and relations, that “it does not appear to be
‘used’ at all” (p. 13). The concept of ‘power’ is complex and fuzzy (van Dijk, 2008) and can
be thought of in terms of access (the right or opportunity to use or benefit from
something) and control (as in the ability to influence or direct people's behaviour or the
course of events). | argue that in this context, power is not the power of a person or
persons, but a social position taken by actors which gives them access to and control over
discourse. Consequently, those with power can have a greater effect on the discourse

and can subsequently control, not only what people think, but also what they can think

about, including knowledge, attitudes and identities (van Dijk, 2008). This argument is
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added to by Adams (2011) who suggests that “policy, then, should not be seen as an
accurate portrayal of some pre-existing status but is, rather, a social construction given
legitimacy through the permission it gives to speak” (p. 60). In this, some voices will be
considered “meaningful or authoritative” (Ball, 2006, p. 49) while others will be minimised
or ignored. This is described by Bacchi (2000) as the “differential power of some actors” (p.
52). Ball (2006) comments that “policy discourse may have the effect of redistributing
‘voice’” (p. 49), a sentiment shared by Ball (2006) who states, “what can be said, and
thought, but also about who can speak, when, where and with what authority” (p. 48) is

integral to the discourse.

Mumby & Stohl (1991) drawing on the work of Clegg (1989, p. 183), argue that power is
evident through positions that are a social production of ‘meaning making’, through
discursive activities, and suggests that power dynamics are necessary for a successful

|”

society, as they help support a sense of “collective will” (p. 315) and support actors to
develop a sense of self within the cultural norms. Torrance & Forde (2017) bring the
Scottish context into focus when they contend that policy development in Scotland
involves key stakeholders who contribute to policy discourse, thus producing a consensus

view that will have overtones of the dominant voices.

2.4 Definition of Policy

A fundamental aspect of this research is how policy is conceptualised in the literature.
From this, there are many interpretations of what is meant by ‘policy’ (Jones, 2013) and so
the definition is contested. It is used in many different settings and contexts but does not
have a single definition, instead, it is used ubiquitously across levels of society, for example,
“we have a policy of openness in government...company policy is to buy from local
suppliers ...honesty is the best policy” (Colebatch, 2009, p. 2). In education systems, policy
is assumed by many teachers to be government text that is intended to cause

a ‘change,’ traditionally understood as a ‘social change mechanism’ (Riveros & Viczko,
2015). Dye (1992) suggests that “policy is whatever governments choose to do or not to
do” (p. 4). There is also an underlying assumption that policy is good, that ‘fixes things’

(Bacchi, 2009).
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How policy has been defined has changed over time, in the 1980s policy was understood as
“concrete, objective entities that reflect the decisions of rational authority” (Ozga, 2021, p.
296). These policies caused change through the problematisation of issues leading to an
agreed way forward outlined in the policy text. However, Bacchi (2009) argues that
“policies give shape to ‘problems’, they do not address them” (p. x, original emphasis).
Therefore, rather than reacting to ‘problems’, governments are active in the creation (or
production) of policy ‘problems’, with ‘problematisation’ not explicitly transparent in the
policy. This usually involves the development of “policy technologies” (Torrance & Forde,
2017, p. 111), that is “tools, artefacts and practices” (lbid.) or a “strategy for governance

that is designed to instantiate these practices” (Reeves & Drew, 2012, p. 711).

This view of policy as a problem-solving mechanism, named “policy science” by Fay (1975),
implies that policy is given to actors who faithfully implement government texts. It exposes
an underlying assumption that policy invokes a particular set of actions, which can be
evidenced and measured. In this version of policy making, an identified issue is addressed
with evaluation metrics built into the process, thus defining output through a process of
implementation. This assumes policy is normative, “expressing both ends and means
designed to steer the actions and behaviour of people” (Rizvi & Lingard, 2010, p. 4) in areas
where authority can be exercised and outcomes can be achieved. Figure 4 illustrates this
policy process where objective problems lead to policy development, with corresponding

outcome metrics that when implemented can be evaluated.

identified to . .
. Evaluation using
Issue to be Creation of measure success . ] e
. Implementation identified
addressed policy text of

metrics

\' implementation \

Figure 4 lllustration of a Policy Process

Helco (1972) offers a different view of policy, where it “is usually considered to apply to
something “bigger” than particular decisions, but “smaller” than general social

movements” and reflects a “purposiveness of some kind” (p. 84). In his paper “Policy
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Analysis” he outlines the views of other authors such as Rose (1969), who considers policy
as a sequence of activities that have consequences, and Etzioni (1968) who favours the
notion that policy is a more generalised decision-making process. Next, Braybrooke &
Lindblom (1963) posit that policy encompasses both conscious and interrelated decisions
within political processes. Finally, Rosenau (1968) understands policy as the decisions made
that are limited and static in their current context. Regardless of the different definitions,
there is broad alignment across the literature that policy “is a course of action intended to
accomplish some end” (Helco, 1972, p. 84). Rizvi & Lingard (2010) suggest that the absence
of policy through “non-decision making is as much as expression of policy” (p. 4) and

“silences, either deliberate or unplanned” (ibid. p.4) also convey important messages.

In the 1990s and 2000s, changing politics and changing global conditions altered the
contexts within which problems were defined and addressed (Carney, 2012), leading to
more theorising of policy. This moved education into more neoliberal agendas, pushing
education closer to politics and brought forward a marketizing of education through policy

text and discourse.

At this time, the previous problematisation model of policy development was questioned
as the increasing complexity of problems was being considered, which proved thorny. At
the same time, the nature of evidence to support policy development was disputed
(Demszky & Nassehi, 2014). Demszky & Nassehi (2014) identified a process of policy
translation by ‘translators’ (p. 114) and viewed these translators or ‘experts’ (Shiroma,
2014) as holding power in the policy to practice domain, these translators, interpreted,
enacted and re-assembled policies in context (Clarke, Bainton, Lendvai, & Stubbs, 2015).
Therefore, | would argue that policy is more complex and is socially constructed through

enactment by teachers as suggested by Adams (2016):
...the policy-process is one of interpretations of interpretations. In this way, then,
policy can be seen as a becoming: a process of realisation and formation imbued

with human endeavour and desire. (p. 294)

Policy can also be considered as a method of “sustaining asymmetrical relations of power—

that is, to the process of maintaining domination” (Thomson, 1984, p. 4) through a “set of
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concepts, beliefs, assumptions and values that allow events and situations to be
interpreted in ways that are appropriate to their respective concerns” (Carr & Kemmis,
1983, p. 114). Rizvi & Lingard (2010) drawing on the work of Easton (1953), note that policy
is normative, in that it “presupposes certain values, and direct[s] people towards action,
but in a way that is authoritative” (p. 11), this maintains the hegemony as the policy
appears to be ‘common sense’ (Rizvi & Lingard, 2010). In maintaining this power or
authority, policy makers negotiate the “adhockery of the macro with the adhockery of the
micro without losing sight of the systematic bases and effects of ad hoc social actions”

(Ball, 1993, p. 10).

Although policy theory has been redefined over time, in general, policy might be defined as
an overview or statement of intent, which leaves space for collective and individual
interpretation. Therefore, policy can be considered as steering “...understanding and action
without ever being sure of the practices it might produce” (Rizvi & Lingard, 2010, p. 5).
Policy texts can differ in the spaces they offer for interpretation. ‘Readerly’ texts offer little
space for interpretation, whereas ‘writerly’ texts are more open to interpretation (Barthes,
1990). However, policy texts whether readerly or writerly, don’t tell actors what to do but
may limit the actions of actors by the positions they offer through the language used and
storylines deployed. It is arguable then, that policy needs to be considered at different
levels of the education system, the macro, meso, micro and nano levels, to understand the

broader social effects of the policy.

In Scotland, GTC Scotland plays a role in the policy landscape, in this case through the suite
of Professional Standards. As discussed in Appendix 1 and 3.2.1 Professional Standards in
Scotland, Professional Standards were developed in 1991 after a Ministerial review of ITE,
which saw the creation of the Guidelines for Teacher Training Courses (guidelines), which
was revised in 1998 to include values and commitment. By 2000, in addition to quality
assurance by GTC Scotland, these guidelines were subjected to Quality Assurance Agency
benchmarking to bring these courses in line with all other University courses, however, this
benchmarking of ITE was devised for use in Scotland. This suggests that such guidance was
reorientated as ‘policy’, as the CPD framework became benchmark statements, thus

positioned as needing to be enacted by teachers.

45



When interpreted by actors, the language of policy is translated in many ways, giving rise to
different responses, or positions within the discourse. This notion is contested by Adams
(2016) who, drawing on the work of Winslade (2006), argues that policy is formed through
‘discursive positioning’, where actors form policy at the nano level through conversational
acts in-situ, therefore policy is not a ‘thing’ but an enactment of forming and re-forming

through a discursive practice (Adams, 2011).

Ball, Maguire & Braun (2012) suggest that policy is interpreted and translated in the
process of enactment, moving doing policy work forward from the notion of policy
implementation. This process of policy enactment depends on teachers who “both
discursively and interactively seek to change or reproduce institutions by mobilising values”
(Smith, 2009, p. 13). This is important for Professional Standards as policy, as discussed
through this research. As policy, Professional Standards are the policy response to the
problematisation of teacher quality. Complexity and perhaps confusion, are created, as the
suite of Professional Standards is comprised of policy texts that serve different functions
but | would argue that they are more than frameworks for professional development see
3.2.1 Professional Standards in Scotland. For example, the Standard for Registration is the
competence threshold, however, it also supports teacher development in different
contexts as they are embedded in different social and cultural worlds, and as such are
required to be contextualised and interpreted by teachers in situ. Therefore, at the level of
policy enactment (Ball, et al., 2012), teachers do more than engage with policy, they make

sense of, respond to and enact Professional Standards.

2.4.1 Operationalisation of Policy

In education systems, policy is assumed by many teachers to be government texts,
although other bodies also contribute to the policy agenda, including national bodies and
local government. These normally involve the creation of activities that operationalise the
policy text at the meso level of policy process and suggest teachers ‘action a change’ or
cause changes or adjustments to practice (Jones, 2013). Trowler (2003) argues that this
restrictive view of policy, as a text to be actioned, occurs when policy is regarded as a
‘thing’ or ‘object’ that can address a problem through its implementation, as more fully

described in 2.2 Policy as Text. This reductionist view limits policy to being a text that is “a
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statement of intentions or of practice” (Trowler, 2003, p. 95) or as Ozga (2000) calls it, a

“policy pronouncement”.

Some policies go beyond this description of intention and include a “strategy for
governance that is designed to instantiate these practices.” (Reeves & Drew, 2012, p. 711).
This positions policy as a ‘representation of intent’ and something that can be identified
with, thus known in some way and actioned. This stance does not acknowledge that policy
is socially constructed, and that actions may not align with the policy intention, as
individuals interpret and enact the policy. Humes (2020) notes that this leads to a technical
approach to social policy, which is using policy to address issues that policymakers believe
can be achieved through the faithful implementation of policy texts, which are measured
and evaluated through identified metrics. This technical approach to policy positions actors
as implementers of policy and problem solvers on an issue-by-issue basis, as discussed in

4.1.1 Implementation of Policy.

Ball (2021) suggests that policies are not always logical or easy to enact into practice, rather
“they mix, meld, grate and contradict and realise and perpetuate what Ozga calls
‘adhockery, serendipity, muddle and negotiation’ (1990, p. 360)” (p. 389). In this, teachers
struggle to make sense of the sometimes contradictory and constant policy initiatives that
are forced onto schools and engage in what Barry, Osborne & Rose (1993) called “a certain

kind of experience, a reconfiguring experience in itself” (p. 6).

2.5  Policy and Positioning Theory

Positioning Theory can be used to illustrate the distribution of power in discourse.
Positioning Theory has evolved over time and is premised on the work of Harré et al.
(2009), Moghaddan & Harré (2010) and Harré (2012). It highlights positions within
discourse that can be accepted, rejected or amended, by spotlighting the role of

language and the distribution of power. This is illustrated in Figure 5.
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Figure 5 Development of Positioning Theory

Positioning illuminates the distribution of power as teachers exercise their rights, perform
duties and take on responsibilities and obligations within discourse (Bullough & Draper,
2004), and are the “features of the local moral landscape” (Harré et al., 2009, p. 11). It is
through implicit or explicit acts, and the social force of language (Zelle, 2009) or power,
that teachers position themselves and others within the policy discourse. | argue that
positioning theory is important in this research to understand how teachers position

themselves and others within the policy discourse of Professional Standards.

According to Davies & Harré (1990), as actors interact in the discourse, they co-construct
storylines and adopt positions as demonstrated through their contributions to the
discursive process. The storyline evolves through conversations in social episodes and is
jointly determined through actors ‘speech acts’, which show “the position (self-positioning)
and the positions of the other speakers (other-positioning), with a chance of changing the
ongoing storyline” (Hirvonen, 2016, p. 2). Speech acts have both an illocutionary and
perlocutionary effect. According to Austin (1962), an illocutionary act can be captured by
emphasizing that by saying something, we do something. A perlocutionary effect describes
the effect a speech act has on the receiver, this could be a thought, emotion or action.
Storylines within the Professional Standards discourse are viewed from the teacher’s own
perspective, based on their knowledge of cultural structures and roles, which ultimately
shapes any folding narrative (Ritchie & Rigano, 2001). Therefore, it can be argued that
teachers are continually engaged in positioning themselves and others as storylines unfold

(Ritchie & Rigano, 2001). As positioning happens during discursive episodes, a symbolic
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exchange through words (Harré, 2004) occurs, which allows teachers to generate and exert
their moral stance and obligations during these conversational interactions (Gergen, 1999).
Positioning thus reflects the teacher’s position in the moral order within the discourse and
allows them to claim rights, duties and obligations, and contributes to the discourse
through words, signs and gestures. It must also be acknowledged that positions held by
individuals in a storyline may be conflicting and may also contradict other storylines
(Adams, 2011). Positions may also change during a discursive episode in response to

interactions within the discourse.

2.5.1 Positioning within Discourse

Positioning theory can be applied to social groupings and organizations, such as schools
and education systems (Hirvonen, 2016), therefore acts other than direct conversations,
such as policy, can also position teachers within a discourse. Moral positioning occurs
“when a person is obliged to perform according to the social expectation of a certain role”
(Hirvonen, 2016, p. 2). Institutional moral orders include “the rights and duties among
members of an organization or institution” (Ibid.). | argue that teachers comply with moral
positioning and institutional moral orders through the enactment of policy, such as

Professional Standards.

The positions offered within the discourse can help teachers to consider themselves part of
the education system. Macro discourses cannot be learned, but instead are “mastered
through acquisitions” (Gee, 2015, p. 189). This is a process of “enculturation” into social
practices through scaffolded and supported interactions based on shared values, doing
deeds, and using particular words and artefacts that are understood by others within the
discourse (Bamberg, 2014). Gee (2015) would name this Big-D discourse. This aligns with
the idea that macro discourse reflects concepts about a community or an education system
and is reinforced by speech acts used in the storylines of teachers. It is through these
storylines that a sense of community and belonging can be created. The reverse also has
truth, in that by defining the community, teachers speak the policy discourse. Being part of
the macro discourse is described by Gee (2015) as “a particular sort of dance” (p. 172).
Teachers engage in the macro discourse by being able to recognise the ‘dance’, which

identifies who is an ‘insider’ and can ‘talk the talk’ and ‘walk the walk’.
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The construction of a sense of self occurs through the micro and nano discourse. This
construction of self is negotiated through the discursive discourse and creates our unique
lens with which we view the world, ‘the world as-I-see-it’, which is bound by our individual
style and human agency (Callinicos, 1988). Positioning as a social practice is part of every
discursive act and involves the positioning of self and others (Adams & Harré, 2001) during
conversations and moment-by-moment interactions at a local, and/or personal level
(Adams, 2011). van Langenhove & Harré (1999) comment that “self-positioning occurs in
every conversation where one wants to express his/her professional identity” (p. 24).
Through the micro and nano discourse, teachers talk from the position with which they
wish to be associated (Bamberg et al., 2011) and the language teachers use is taken to be
transparent and reflective of the teacher’s reality (Bamberg, 2014). However, it should be
noted that how a teacher positions themself publicly, maybe in dissonance with how they

position themself privately.

In any self-positioning, there are tensions to be negotiated within the “three realms of
identity” as discussed by Bamberg (2012). These three realms are: self-agentive and

passive, sameness and difference, and constancy and change, as shown in Figure 6.

; Self-Agentive¢>Passive

oSelf-agentive and passivity (world to person direction of fit) - this is linked to the capacity
to be able to speak, do or influence within a conversation. Agency is described as a

person-world direction of fit and passivity as a world-person direction of fit.

., Sameness<>Difference

eSameness and difference - supports identity construction of teachers by establishing

connections and alliances in terms of belonging or uniqueness. It is found in the

moment-to-moment negotiations of who we are with respect to others.

. Constancy<>Change

eConstancy and change - accounts for changes in positioning over time reacting to the

most current narrative and based on the teacher’s history and experience.

Figure 6 Three Realms of Identity (Bamberg, 2012)

50



Positioning within these three realms is achieved through a teacher’s actions in response to
discourse. Given that situational positioning is a social practice, the balance between self-
agentive and passivity, sameness and difference, and constancy and change, can shift from

one interaction to the next.

2.6 Summary of Understanding Policy and Positioning Theory

In this first section of the literature review, my learning about the globalisation of
education policy leads me to understand that education policy is politically driven and is
influenced by global factors. This globalisation of education policy creates homogenised
education policy that is influenced by supranational organisations. These supranational
organisations, such as the OECD and the World Bank, are aligned to a broadly conceived
neoliberal agenda, which has led to more regulation and accountability, measured through
narrow metrics of performativity. Policy migration may create tensions within the values-
based Scottish education system, however, ‘glocalisation’ effects give heterogeneous
outcomes within such homogeneous policies, thereby to some extent, countering the
cherry-picking of international policies. It should be acknowledged that there is a ‘myth’
around the democratic nature of policy making in the Scottish education community,
where what is espoused, may underestimate the ‘backroom dealings’ of those in powerful
positions and where insiders are used to make policy development shortcuts, exposing the

inherent small c conservativism in Scotland.

My learning through policy as discourse has led me to argue that all policies are products of
discourse, therefore outcomes cannot be pre-determined. However, the language used to
construct policy and associated positions offered through policy text and policy discourse

at all levels may compete with other discourses leading to the research question:

e In what ways could policy discourse support the enactment of Professional

Standards by teachers in Scotland?
Through discourse at the macro, meso, micro and nano level, | have argued that the

definition of policy is contested, but that consensus exists in that policy ‘intends change’.

When policy is operationalised at the meso level, it can position teachers towards being
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implementers of policy if a technical approach is used. However, | argue that this does not
consider that policy is not a ‘thing’ to be implemented but is formed and re-formed

through discursive acts. It is then an interpretation of an interpretation.

| also argue that discourse involves positions of power, storyline, rights, duties and
obligations, where power is realised through the social force of language, thereby
privileging some voices over others. Storylines are where the interactions of actors, past,
present and future, influence the position actors take, within the constructs of rights,
duties and obligations, whereby actors accept policy as an act of professional belonging.
Positioning within discourse influences, what can be said and done, therefore ‘controlling’
teachers’ responses. However, this positioning can be accepted, rejected or amended by

teachers.

Finally, Positioning Theory is posited as a means of community development and through
the local discourse helps teachers construct their professional identity. Self-positioning is a
social practice and occurs in every discursive act. Therefore, the micro and nano discourse
can also offer positions that can be accepted, resisted or amended, teachers’ self-position
as they enact policy. However, it should be noted that public and private positioning may

be in dissonance.

Having discussed policy and Positioning Theory, | now turn to add the context of this

research and focus on Professional Standards as policy in Scotland.
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Chapter 3 — Professional Standards and Teacher
Professionalism

This chapter, the second of the literature review, starts with my learning about the
development of Professional Standards, which are being increasingly used by governments
globally as an improvement mechanism. The literature mostly offers a binary positioning of
Professional Standards, considering them as either regulatory or developmental.
Regulatory framing creates an expectation that Professional Standards will be enacted, as
an accountability mechanism. In the developmental framing, Professional Standards are

presented as a tool for self-evaluation to support professional growth.

The chapter then moves on to consider Professional Standards as policy, here | discuss how
policymakers bring their own histories and those with power in the discourse have greater
influence over the policy text developed. | then briefly outline the development of

Professional Standards in Scotland.

Finally, | discuss my learning about teacher professionalism and how this links to the
enactment of Professional Standards. The notion of ‘professionalism’ “is creeping up in
unexpected domains” (Fournier, 1999, p. 280), however, to express professionalism, one is
usually associated with a profession. Firstly, | argue that teaching is a profession as its
members align with the expectations of a profession, as outlined by Ingersoll & Merrill
(2011). However, | argue that the teaching profession in Scotland is a mature profession
(Sachs, 2016) as it is constantly evolving, as public trust needs to be continuously
negotiated (Fournier, 1999, p. 286). Secondly, | posit that professionalism is a collective
term for how teachers ‘show up’ in their daily practice as they accept, reject or amend
positions within the competing discourses of professionalism. The literature offers different
notions of professionalism such as managerial, traditional, democratic and collaborative
(Whitty, 2008) or the effective, reflective, enquiring or transformative teacher (Menter,
Hulme, Elliot & Lewin, 2010) or organisational and occupational professionalism (Evetts,
2013). These different positions are required to be navigated by teachers through their

professional practice.
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3.1 Globalisation of Professional Standards

As an aspect of globalisation, increasingly governments are using Professional Standards as
a mechanism to respond to the globalisation of education and as a tool to improve teacher
quality. The Centre of Study for Policies and Practices in Education (CEPPE) study (2013)
stated that Professional Standards have been in development across the global educational
community over the previous two decades, as education has become one of the most
important policy areas for governments. Within this, it is suggested that Professional
Standards “present the official version of the discourse, as authorised by those charged
with overseeing teacher governance” (Kennedy, 2015, p. 144). There is a perception in the
literature from those who wish to champion Professional Standards, that they improve
teacher quality through enhancing teacher learning, which is then linked to improved
outcomes for children and young people. This perception of a direct link has been accepted
by policymakers (Kennedy, 2015; Sahlberg, 2011). However, this claim is not well
supported, and Kennedy (2015) contends that “there is a paucity of evidence to support
any direct links between the existence of professional standards and improved pupil

outcomes” (p. 147).

A binary positioning of Professional Standards is also discussed in the literature, where
Professional Standards are positioned as regulatory or developmental (Sachs, 2005;
Mahony & Hextall, 2000; Leonard, 2012), or as Whitty (1996) suggests, as a way of
increasing regulation or to illustrate desired knowledge, skills and behaviours of teachers.
As ever, this binary positioning does not illustrate the complexity involved in policy
development or enactment. Policy is never neutral, how it is presented and the positions

offered through the discourse are important enablers or inhibitors of policy enactment.

3.1.1 Regulatory Use of Professional Standards

A regulatory model of Professional Standards is promoted by governments as a way to
reduce variability and improve teacher quality (What difference do standards make to
educating teachers? OECD, 2018). Christie, writing in 2003, called this a “global obsession”
(p. 952) and goes on to suggest this is less about educational aims and more about

accountability and competition in the global marketplace (lbid.). Aligning with authors such
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as Fenwick (2010), Timperley (2011), and Ryan & Bourke (2018), these can be seen as tools
for regulation and accountability and are used as a competence framework that reduces
teacher autonomy, legitimatise a particular form of professionalism and positions the
enactment of Professional Standards as a right, duty, and obligation of teachers in some
education systems. For example, in Australia, policymakers promote Professional Standards
as a tool or a ‘policy technology’ (Torrance & Forde, 2017) and suggest that their
enactment raises teacher quality by defining the attributes and practice of effective
teaching (AITSL, 2011). This suggests a “‘standardising’ quality of practice...rather than a
commitment to continuous professional development” (Kennedy, 2015, p. 145). Hudson et
al. (2016) note that “it is purported that with the standards, a clear vision of what quality
teaching looks like is now consistently defined across the country [Australia]” (p. 137). This
regulatory control focuses on improvement, consistency, teacher quality and
accountability. It could appear a “force for good’, as it provides a definition of accomplished
or high-quality teaching, as well as the competences of teachers’ metacognitive knowledge,
attitudes and dispositions. This positioning of Professional Standards in a regulatory or
quality assurance role highlights that in some education systems, the role of a teacher is
constructed as an implementer of policy and ties closely with systems of accountability,
performativity, and audit culture. In this way, Professional Standards become, as Sachs
(2003) suggests, a facet of accountability and quality assurance, and a means of promoting
quality improvement; as they “provide some written and agreed quality threshold that can

be uniformly applied to all teachers” (Kennedy, 2015, p. 145).

Progressively, Professional Standards are also being used to measure systems, institutes,
and individuals (Mahony & Hextall, 2000). This trend toward a more measurement-based
system is advanced by Mockler (2013) who states, “we have seen a shift in the past decade
from a discourse focused on teaching quality to one focused on teacher quality” (p. 37).
This policy shift has been initiated by “labour market competitiveness” (Teachers Matter -
Attracting, Developing and Retaining Effective Teachers, OECD, 2005) and a drive to
improve teacher quality and teacher retention. Kennedy (2008) suggests this “has its roots
in the corporate world of business, where efficiency, targets and accountability are deemed
central to effective organisations” (p. 841). This positioning aligns with a managerial stance
where teaching and teacher’s practice becomes defined by performance measures: it is a

reductionist approach and a means to control teachers’ work (Ball, 2003; Biesta, 2007,
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2009; Hargreaves, 2000; Sachs, 2003). The intention here is to make individual teachers
more accountable through a “surveillance” approach (Allard, 2014, p. 43), with Professional
Standards being used as a benchmark to control and measure the work of teachers. This
change to evaluating and measuring teachers rather than teaching promotes the stance
that teachers need to be regulated and monitored, with Professional Standards providing
the regulatory tool to accomplish this. Taylor (2016) moves the argument further as he
states, “the focus has moved from the quality of the subject of interest (teachers) to the

quality of the tool used to audit them (professional standards)” (p. 43).

In agreement with Wyatt-Smith et al. (2017), | believe this reductive model narrows the
knowledge, skills and dispositions which are desirable for teachers to possess, through
codifying professional practice which is then demonstratable through teachers’ behaviours.
As Torrance & Forde (2017) state, “Professional Standards represent a policy instrument
utilised both to redefine what is meant by teacher expertise and to change the profession
from outwith” (p. 121). As such, Professional Standards can be seen to be constricting and
narrowing the work of teachers to a list of competencies, which can suppress reflective
practice and innovation, and promote conformity and compliance (Kennedy, 2005). As
Ryan & Bourke (2013) suggest, this positions teachers as non-experts and passive enactors
of policy. Holroyd, writing in 1999, cautions us that “It is foolish to dismiss ‘competence’ in
any attempt to describe the good teacher. It is equally foolish to claim that the good

teacher can be completely defined in terms of competences alone” (p. 934).

This conceptualisation of Professional Standards as a regulatory policy tool, perceives
teachers as “implementers of content” (Delandshere & Petrosky, 2004, p. 7) as “recipe-
following operative” (Gerwitz et al., 2009), as “competent multi-skilled labourers” (Jones,
2009) or as technicians (Tomlinson, 2005), where they are being “undermined and
atomized by the requirement or pressure to implement uniform standards” (Delandshere &
Petrosky, 2004, p. 12). This positions teachers as ‘practitioners’ with duties and obligations
to faithfully implement policy. While attractive to governments, through a ‘one size fits all’
model of Professional Standards (Sachs, 2003), as Beighton (2016) states, “it effectively
transforms the practices of everyday life into a series of calculations” (p. 35). As there is
little empirical evidence to link the use of Professional Standards to improvements in

teacher quality (Santoro & Kennedy, 2016), it may therefore be suggested that Professional
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Standards are not evidence-based policy. However, as Adams & McLennan (2020) point
out, “in the minds of many policymakers...an increase in teacher knowledge and skills alone

‘improves’ education” (p. 2).

This reductive effect can be demonstrated by Professional Standards being seen as an
“over-lengthy list of duties” (Forde et al., 2016, p. 22), or as Louden (2000) states,
“characterised by long lists of duties, opaque language, generic skills, decontextualised
performances, an expanded range of duties and weak assessments” (p. 188). This list of
duties cannot fully describe all that it is to be a teacher and minimises the cultural, social,
socio-economic, emotional, moral and intellectual dimensions of being a teacher
(Tuinamuana, 2011; Beyer, 2002) and |, therefore, argue that this reductive model does not
take account of the diverse contexts’ teachers find themselves in, and reduces teachers

work to what a teacher ‘knows’ and ‘does’ but does not consider what a teacher ‘is’.

This standardisation of people and practice (Adoniou & Gallagher, 2017) supports a
performative approach and encourages context free judgements about teachers’
effectiveness on a continuum from ‘good teacher to bad teacher’, thereby, reducing
teachers to technical implementers of pedagogy and classroom managers, or teachers
“teaching by numbers” (Clarke & Moore, 2013, p. 490). The real issue according to Leonard
(2012) is that such an approach leads “to a restricted understanding of professional
practice” (p. 59) and may lead to “tokenistic use of standards” (Forde et al., 2016) where
some teachers are doing just enough to “get by” (Bloomfield, 2006, p. 10). In another view,
Professional Standards can be seen as “yet another stick to beat teachers with” (Hamilton,

2018, p. 874).

Professional Standards that have a regulatory use could in one view be seen as a supportive
policy that improves the quality of teachers. Christie (2003) posits that “it is possible to
argue that the creation of the framework of standards is a necessary and even a desirable
part of a process of enhancement of the professionalism of teachers” (p. 962). However, if
Professional Standards are premised on a competence-based approach and are positioned
“to measure the (sometimes immeasurable) quality of learning and teaching in schools”
(Kennedy, 2008, p. 841) then perhaps they are not nuanced enough to support the

aspiration of measuring the expertise of teachers.
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3.1.2 Developmental Approach to Professional Standards

Unlike the regulatory positioning of Professional Standards, as a developmental framework,
Professional Standards can be used as supportive texts to help teachers to interrogate and
improve their own professional practice. Developmental Professional Standards have been
produced in various education systems. For example, in England in the early 2000s,
Professional Standards aimed to improve the quality of teachers through the quality of
professional learning opportunities (Mahony & Hextall, 2000). The Australian Institute for
Teaching and Leadership (2011a) also explored Professional Standards as a developmental
tool to “provide an ongoing basis for teacher reflection and development and...a guide to
professional learning”. In Teaching Scotland’s Future (2011), Donaldson called for a “re-
professionalisation” (p. 97) of the teaching profession, where the Professional Standards
support career-long professional learning. This has led to a focus on teacher agency where
“teachers themselves take responsibility for their own professional development” (p. 84,
Ibid.) and are active agents of educational change, rather than “passive or reluctant

receivers of externally-imposed prescription” (p. 18, Ibid.).

Donaldson recognised teaching as an intellectual profession and suggested that “Scotland
should move quickly to a Masters-level profession” (p. 99, Ibid.) with teachers engaging
with research and evidence, to ensure the “aspiration of teaching being a research-
informed profession” (p. 93, Ibid.). In response to the recommendations of Teaching
Scotland’s Future (2011), GTC Scotland developed a new suite of Professional Standards,
which were presented to the teaching profession for mandatory use as of August 2013.
These were described by Torrance & Forde (2017) as having “avoided being highly

technicist” (p. 116) by having a dominant developmental theme.

McMahon (2019) discussed that Professional Standards can have a powerful effect, if they
are multi-purposed and support multi-interpretations, which teachers can use to control
their own work and professional learning journey. Therefore, a developmental approach to
Professional Standards offers a framework or quality improvement tool that can act in the
following ways:

e Asan aspirational model for teachers (see Tuinamuana, 2011);
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e Asaguide to professional learning (see Forde et al., 2016; Ingvarson, 1998; Mayer
et al., 2005);

e Asasupport for teacher identity development (see Swabey et al., 2010);

e To support professional growth (see Adoniou & Gallagher, 2017; Call, 2018); and

e To enhance the public status of teachers (Yinger & Daniel, 2010).

Professional Standards, as with all policies, do not tell teachers what to do (Ball, 1994), but
when offered as a developmental framework or tool, they can support professional
dialogue to help teachers to shape their own practice. Savage & Lewis (2018) argue that
the nature of Professional Standards is only ‘made real’ when interpreted and translated in
context. Adams (2016) would go further and suggests that it is through the “moment-by-
moment conversational acts” (p. 291) that policy is formed. Developmental Professional
Standards can provide a framework for self-evaluation for individual teachers (Reeves et
al., 1998), or form part of a system-wide strategy for professional learning (Kleinhenz &
Ingvarson, 2007). Allard (2014) states that “learning to teach—like teaching itself—is
always in the process of becoming: a time of formation and transformation” (p. 44) and
part of this act of becoming, is self-evaluation or reflection of ongoing professional
learning. When interpreted as a developmental framework, Professional Standards afford
teachers the space to include self-reflection and professional judgement as part of their
enactment. Talbot (2016) offers that “if the production and judgement of evidence is,
however, a dialogic learning experience then the potential for transforming teaching work
may be enhanced” (p. 26), thus promoting the importance of discursive acts to translate
policy into practice. Although many authors discuss the capacity that Professional
Standards have as a developmental tool (Forde et al., 2016; Leonard, 2012; Loughland &
Ellis, 2016; Sachs, 2005), Torrance & Forde (2017) take this further by commenting that
“standards can have an aspirational dimension offering alternative and a more
comprehensive understanding of what it means to be a teacher” (p. 121), a theme
developed in the recently published Professional Standards in Scotland 2021 (see Appendix
1: The Role of GTC Scotland in the Scottish Education System).

For teachers, the enactment of Professional Standards involves creating time and space

(Darling-Hammond, 1998). However, in the busyness of schools, teachers have little

additional time to engage with Professional Standards and in turn, struggle to know,
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understand and use them (Tuinamuana, 2011; Mayer et al., 2003). Without time and
commitment for the profession to engage with and “bring them to life in their professional
practice” (Murphy, Seashore Louis & Symile, 2018, p. 23), the aspiration of Professional
Standards as a tool to support teachers’ development will not be realised (Tuinamuana,

2011; Ingvarson, 2010).

3.2 Designing Professional Standards as Policy

Professional Standards, as with any policy, are of their time and are imbued with historical
and current discourses, and position statements that are required to be regularly critiqued.
It is important to recognise that policy making or refreshing is underpinned by political
interests that have to be negotiated, which leads to compromises and trade-offs “that most

stakeholders can live with” (Rizvi & Lingard, 2010, p71).

In Scotland, this happens as part of a 5-year review cycle by GTC Scotland, the professional
regulatory body of teachers in Scotland (Appendix 1: The Role of GTC Scotland in the
Scottish Education System). This planned cycle of review is important as Sachs (2003) states
“standards cannot and should not be frozen in time; they must be flexible to the changing

conditions of teaching and learning as they occur inside and outside of schools” (p. 176).

When designing or reviewing Professional Standards, cognisance must be taken of the
background, experiences and political views of those involved in creating the policy and the
influences of those with power within the discourse. In some education systems, for
example, in Portugal, Professional Standards have been developed and imposed by the
government (see Flores, 2017), whereas, in other countries such as Scotland, the design of
Professional Standards is the product of consensus building of represented stakeholders
(see 3.2.1 Professional Standards in Scotland). The developers of Professional Standards
need to represent the wider education system, to ensure that they reflect the intended
purposes, as Santoro & Kennedy (2016) state “different standards are written in different
ways by different groups of professionals and are intended for slightly different purposes”
(p. 219). The design team should include teachers, for as Sachs (2003) notes, if they are
imposed rather than developed with, or by teachers then “their adoption and use in a

developmental way can be curtailed” (p. 179).
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It should also be acknowledged that all involved in the development of Professional
Standards come with their own histories and experiences and will interpret discussions
through their own positionality in moment-to-moment discursive acts. Those with more
authority through advantages afforded by position, role, knowledge or resources, can exert
greater influence over the discourse by the positions they take and how they position
others. Therefore, the outcome is the product of an agreed interpretation of Professional
Standards through the lens of those involved in the final iteration. This final iteration may
not offer precise statements of teachers and teaching, but instead offer statements,
interpretations and activities (Forde et al., 2016) of how Professional Standards can be
enacted. Thus, the design of Professional Standards needs to “balance ‘comprehensiveness’
with a ‘looseness’” (Forde et al., 2016, p. 23) and use language that fits the intended

purposes of Professional Standards.

3.2.1 Professional Standards in Scotland

The conception of Professional Standards in Scotland, began in 1991 when a Ministerial
review of ITE, involved a review of the guidelines for initial teacher training, now known as
initial teacher education (ITE). The resultant set of competences created, entitled
Guidelines for Teacher Training Courses (Guidelines) was issued by the Scottish
Government for the Education Department (SOED) in 1993. These Guidelines outlined the
knowledge, skills and attitudes teachers should have by the end of ITE, as they entered
their probation period and were used as a planning tool for ITE providers. The Guidelines
were framed to “allow and encourage full development over succeeding years to proficient
and expert levels of professionalism” (Holroyd, 1999, p. 928), thus promoting a model of
lifelong learning, but they were to be achieved by the end of ITE, therefore perhaps not a
model of lifelong learning. This competence framework suggests an organisational
professionalism model (Evetts, 2013) as these competences are framed as a “matter of
duties and obligations” (Holroyd, 1999, p. 928). These, therefore, can be considered a
regulatory policy, see 3.1. Regulatory Use of Professional Standards, which have to be

evidenced before teacher status is achieved.
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By 2000, the Guidelines were subjected to university quality assurance processes, in line
with other university subjects, which led to Quality Assurance Agency benchmark
statements being developed and published. This involved a change of name to the
Standard for Initial Teacher Education (SITE), which | would argue was the turning point
from a set of guidelines to policy, as they were now called ‘benchmark statements’, which
provided a threshold for competence, i.e. an accountability framework that requires
evidence of enactment of the policy, see 2.4 Definition of Policy, underlining the shift from

a ‘CPD framework’ to a regulatory policy.

The publication of A Teaching Profession for the 21st Century (Scottish Executive, 2001),
termed locally as the McCrone Agreement, brought forward major changes to the teaching
profession, including an emphasis on an entitlement and an obligation to engage in
professional learning (Purdon, 2001) introducing a tension in the purpose of professional
learning, now positioned as an entitlement but also as an obligation. Central to this were
Professional Standards, which were defined at different levels and provided a progressive,
coherent and continuing process of professional learning for all teachers (Holroyd, 1999).
As a result, by 2002 there were four Professional Standards. First, a revised Standard for
Initial Teacher Education (SITE) and the Standard for Full Registration (SFR), both of which
were used as a benchmark for entry to the profession, the Standard for Chartered Teacher
and the pre-existing Standard for Headship (SFH). This brought GTC Scotland to the fore for

teachers, in their role as the guardians of the Professional Standards.

At the same time as the McCrone Agreement (2001) was being developed, GTC Scotland
also reviewed the probation period in Scotland. Working in partnership with the Scottish
Executive, this new SFR was to be achieved by teachers by the end of the two-year
probation period. The SFR (2002) was the benchmark for competence, it “sets out clearly
what is expected of new teachers during their induction process and it provides a
professional standard against which decisions will be taken on full registration” (Maciver,
2003, p. 1019). Therefore, the SFR can be considered as a regulatory policy as it has to be
enacted and evidenced, see 3.1. Regulatory Use of Professional Standards, prior to full
teacher status being achieved, thus showing an underpinning organisational

professionalism stance (Evetts, 2013).
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The SCT was conceived to support teachers who chose to stay in the classroom to be
recognised as ‘experts’ and the Chartered Teacher Programme was designed to
demonstrate the SCT. At the time of the launch of the SCT, there was a debate across the
Scottish education system about the role and purpose of Charter Teacher status, and
whether the Chartered Teacher programme should be an academic qualification or more
centred on professional practice (Kennedy, 2008). The Chartered Teacher programme was
short lived, with the Cabinet Minister for Education accepting the recommendation from
the Advancing Professionalism in Teaching report (2011) to discontinue the programme,
perhaps premised on the criticism offered by Teaching Scotland’s Future (2011), where

Donaldson states:

Overall, there is not enough evidence that the chartered teacher programme has as
yet achieved what it set out to do. The programme does not always attract and
reward our highest-performing class teachers and the nature of the programme
does not ensure that participants are better teachers as a result of gaining the

award. (p. 77)

This discontinuation is suggested by Kennedy, Barlow & McGregor (2012) as more of an

issue of finance, rather than any matter concerning teacher professionalism.

The Scottish Qualification for Headship (SQH) launched in 1998, was underpinned by the
SFH. The SQH was to be a mandatory qualification for all headteachers in Scotland by 2005,
however, this has been subject to significant delay and has only become a prerequisite for
employment in the role of headteacher as of 1 August 2020 (Head Teachers Education and
Training Standards (Scotland) Regulations, 2019) by the completion of Into Headship or
equivalent qualification from outwith Scotland. The changing discourse of leadership in the
Scottish education system, from a hierarchal, authoritarian approach to a more democratic
participatory approach was evident in the development of this programme (Kennedy, 2008). The
key aspects of the SQH were professional values, school management functions and

professional abilities, showing a departure from key aspects of SITE, SFR and SCT.
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Although positioned by policymakers as a route to developing transformational leaders,
Bryce and Humes (1999) were less enthusiastic and doubted whether the programme could

bring about such deep change to the education system, when they stated:

Indeed, a general criticism of the prevailing thinking at all levels of teacher training
... is that it is likely to produce dull, safe, conventional staff rather than staff who

are imaginative, original and willing to challenge orthodoxies. (p. 1010)

As a framework for professional learning, the SFH could be considered a developmental
framework. However, like the rest of the 2002 Professional Standards, there is an
expectation that it was evidenced, thus making it a regulatory framework tied to a

qualification pathway.

In 2011, the publication of the seminal text for Scottish education, Teaching Scotland’s
Future called for the re-professionalisation of the teaching profession. Recommendation 35
called for a review of the suite of Professional Standards. Around the same time, the new
legislative order (2011 Order) granted GTC Scotland its independence from the Scottish
Government, and with this came powers such as article 6b within the General Functions

section of the Order (2011) which states:
The GTCS’s general functions are —
(b) to establish (and to review and change as necessary)—
(i) the standards of education and training appropriate to school teachers;

(ii) the standards of conduct and professional competence expected of a

registered teacher.

Thus, realising Maciver’s (2008) prediction, that ”at the heart of any future legislation, it
can be anticipated that Professional Standards will appear” (p. 893). With this independent
status, GTC Scotland “immediately began reviewing the standards, the first occasion all had
been looked at simultaneously” (Hamilton, 2018, p. 874). Thus greater coherence was
developed across the shared professional values and personal commitment section of the
Professional Standards, which is common to all five 2012 policies. This iteration of
Professional Standards also has at its core, the same statements about professional values,

leadership and learning for sustainability. Finn & Hamilton (2013) proposed that the suite

64



of Professional Standards was widely accepted as they offered a coherent statement of
what constitutes being a successful teacher, they also suggest that acceptance was also
partly due to the manner of consensus building and consultation, which reinforced ‘good

practice’ in policy development.

This 2012 iteration comprised of five Professional Standards held in three documents. The
Standards for Registration, comprising of the Standard for Provisional Registration (SPR),
the next iteration of SITE, and the Standard for Full Registration (SFR), are the benchmarks
of teacher competency and practice, which are required to be demonstrated to gain and
maintain registration as a teacher in Scotland. Alongside these, sits the Standard for
Career-Long Professional Learning (CLPL), based on the SCT, and the Standards for
Leadership and Management (comprising of the Standard for Middle Leadership and
Headship).

This brief history of the development of Professionals Standards in Scotland demonstrates
that “their varied genesis leads us to question to which extent that the framework has
been developed strategically as a single entity” (Kennedy, 2008, p. 873). There has also
been some debate about the collective term for teacher Professional Standards in Scotland

with Kennedy & Beck (2018) drawing on Kennedy’s previous work (2016) arguing that:

The GTCS maintains a ‘suite’ of professional standards for all registered teachers.
However, the standards within the suite perform a range of both mandatory and

developmental functions, rendering it, arguably, a suite in name only. (p. 852)

Between the suite of Professional Standards coming into effect in August 2013, and the
start of the review process for the next iteration in Jan 2017, there were some important
educational and political changes in Scottish education relating to Professional Standards.
For example, the introduction of a registration update scheme for all GTC Scotland
registrants, named Professional Update (PU). PU is not the focus of this research, which
aims to understand the enactment of Professional Standards, and as such additional
information regarding PU can be found in Appendix 1: The Role of GTC Scotland in the

Scottish Education System.
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3.3 Teacher Professionalism

Professional Standards are brought to life by teachers; therefore, it is important to discuss

teachers’ professional practice and how this is underpinned by teacher professionalism.

Increased government control in the UK across all sectors in the 1980s and 1990s, has
resulted in multi-faceted and contested definitions of professionalism, premised on a shift
of power where according to Hoyle & Wallace (2005), “autonomy has evidently given way
to accountability” (p. 100). However, it can be questioned as to whether teachers were
ever autonomous and perhaps a shift from licensed to regulatory autonomy (Dale, 1979)
better describes teacher autonomy through the ages. There is broad agreement in the
literature that professionalism is “multi-faceted” (Kennedy, Barlow & McGregor, 2012), and
contested. Fox (1992) suggests that “professionalism means different things to different
people” (p. 2). | agree with this assertion and suggest that professionalism is used in
different ways across the Scottish education system and contend that teachers use

different forms of professionalism when enacting policy.

There are many versions of professionalism in literature. | align with the notion of
professionalism being socially constructed. Ozga (1995) describes professionalism as a form
of ‘occupational control’, which “explore[s] the value of the service offered by the
members of that occupation to those in power” (p. 35). Hoyle (1975) suggests that
professionalism includes, “those strategies and rhetoric employed by members of an
occupation in seeking to improve status, salary and conditions” (p. 315). However,

Troman (1996), suggests the definition is more expansive, arguing professionalism is “a
socially constructed, contextually variable and contested concept ... defined by
management and expressed in its expectations of workers and the stipulation of tasks they
will perform” (p. 76). Day (1999) takes this notion further and suggests that professionalism
is a “consensus of the ‘norms’, which may apply to being and behaving as a professional
within personal, organisational and broader political conditions” (p. 13). Helby (1999)
discussing the English context states “there is nothing simple or static about the concept of
teacher professionalism in England: it is constantly changing and constantly being
redefined in different ways and at different times to serve different interests” (p. 93).

Therefore, like in other education systems, in Scotland, the concept of teacher
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professionalism is contested and multi-faceted. However, to demonstrate professionalism,

one must be part of a profession, which is discussed next.

3.3.1 Teaching as a Profession in Scotland

There is a general assumption that teaching is a profession. However, “there are endless
debates about the core attributes of a profession” (Rickards, Hattie & Reid, 2021, p. 79).
Christie (2003) suggests that a profession has “possession of specialist knowledge, ability to
apply a high level of skills or technical expertise, a commitment to an ethic of service and
the capacity to exercise both individual and collective self-regulation” (p. 953). Evetts
(2013) suggests that a profession is engaged in a distinct and generic category of
occupational work. Ingersoll & Merrill (2011) suggest that the following components are
indicators of a profession:

e credentials and licensing;

e the presence of induction and mentoring programmes for individual members;

e professional development support and specialisation;

e authority over decision making;

e compensation levels recognising expertise in the profession; and

e aset of principles and moral codes that oversee behaviours and prestige and

occupational social standing.

Similarly, Rickard, Hattie and Reid (2021) understand a profession to have the following
characteristics: ethical standards and pledges; Professional Standards and accreditation;
possession of specialised knowledge and skills derived from research, education at an

advanced level; and public recognition of these attributes.

Sachs (2016) uses the term “a mature profession” (p. 422) and suggests that this removes
debate and contention about whether teaching is a profession, as it “has the confidence to
represent itself to others in ways that are trusted, valued and respected” (p. 422). She goes
on to state, “a mature profession is complex and is continually evolving” (p. 422) and
comments that this notion is premised on teachers who have the skills to engage with
research, who can engender trust with stakeholders and are risk takers. | contend that the

characteristics of the teaching profession in Scotland position it as a mature profession
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based on Sachs (2016) assertions. This aligns with GTC Scotland’s statutory functions
outlined in the 2011 Order, which are:

e to maintain a register of teachers in Scotland;

e setting the Professional Standards expected of all teachers;

e accrediting programmes leading to the award of GTC Scotland’s Professional
Standards including mandatory entry requirements and enhancement of
registration through professional recognition;

e advising the Scottish Government on matters relating to Scotland’s teachers and
teacher professionalism; and

e providing public protection and assuring the high quality of the teaching profession
by providing a Code of Professionalism and Conduct and the fitness to teach of

registrants through robust and fair regulation processes.

As part of public accountability, the teaching profession in Scotland needs to “translate the
objectives and values of others into [their] own terms” (Miller & Rose, 1990, p. 10). This
means that the teaching profession needs to engage with and make transparent their work,
legitimising it in terms of norms and values with parents, stakeholders and the public. The
enactment of Professional Standards offers a public reassurance of teacher quality, as
Maciver (2008) states, “A Standards framework has its weaknesses; but it also has its
benefits, one of which is to make the profession more secure in its own professional values

but at the same time more accountable to the public” (p. 891).

3.3.2 Teacher Professionalism as Discourse

If we accept teaching as a mature profession in Scotland, then the Professional Standards
used to set and maintain expectations of teachers can be considered as one of the key
policies that enable teacher professionalism. However, as with so many terms in education,
‘professionalism’ is contested, | argue therefore that professionalism is not a ‘thing’ but is a

discourse.
Evans (2008) suggests that “professional culture makes up a large proportion of what, in

many cases, is considered to be professionalism” (p. 24). This assertion is premised on the

five ‘core principles’ of teacher professionalism offered by Sachs (1999) (see Sachs 1999,
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pp. 83-85), and the importance given to ideology and a shared perspective of the
characteristics of professionalism (Freidson, 1994; Johnson, 1972). Evans suggests that
these characteristics can be identified easily as a feature of culture, as well as aspects of
teacher professionalism. However, Evans (2008) goes on to argue that professionalism goes
beyond professional culture, as it “seems generally to be seen as the identification and
expression of what is required and expected of members of a profession” (p. 25).
Professionalism is thus more than “a configuration of beliefs and practice, relationships,
language and symbols distinctive to a particular social unit” (Hoyle & Wallace, 2005, p.
103), and suggests that the “conception of professionalism like professional culture, as a
collective noun: a plural, [is] shared by many” (Evans, 2008, p. 25), meaning
professionalism is a collective term. Evans (2008) borrows the term ‘professionality’ from
Hoyle (1975) and uses this to describe the individual’s ethically motivated ways of acting,
according to externally imposed features. Thus, professionalism and professionality are
intertwined aspects of teachers’ lives, as Evans (2008) suggests, “professionalism thus has
as much chance of influencing professionality as professionality has of influencing
professionalism” (p. 27). This interplay suggests what Klineburg (1980) called the African
world view, “l am because we are, and, because we are, therefore | am” (p. 25), in this way,
teachers express their professionality within the collective professionalism, and as a way of

being identified as being part of a profession.

There are many positions offered in the literature on professionalism. In Scotland, teachers
can accept, reject or amend positions offered in discourse. Most concepts of
professionalism offer different positions rather than a single position. Whitty (2008)
extends the discourse of professionalism offered by Sachs (2001), into a continuum

between democratic and managerial professionalism, as shown in Figure 7.

Democratic
Professionalism

S PIERGEE e | Teacher Professionalism {EIalMOCERORCHEICH!
compliance and efficacy, politcal

accountability

Managerial
Professionalism

engagement and based in
social justice
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Figure 7 Continuum of Professionalism (Whitty, 2008)

Managerial professionalism is a governmental mechanism, which outlines what teachers
should be and do, with little space for agentic judgement. Kennedy, Barlow & McGregor
(2012) argue that in this view, professionalism is used as a means of “control over teacher
behaviour” (p. 3), as there is an expectation of compliance. In this model, professionalism is
measured with business influenced criteria, such as targets, and is led by “externally

imposed concepts and accountability” (Kennedy, Barlow & McGregor, 2012).

Democratic professionalism has at its heart, the idea of teachers as agents of change who
create alliances beyond professional boundaries towards the “enactment of principles of
equality and social justice” (Kennedy, Barlow & McGregor, 2012). This is an internal

autonomy model, which requires teachers to take a critical proactive stance, premised on

ensuring social justice is at the heart of professional practice.

Whitty (2008) extended this to include traditional and collaborative professionalism.
Traditional professionalism describes teachers as “trusted members of society who exercise
autonomy by virtue of their knowledge and expertise” (Kennedy, 2015, p. 148) and
is defined by a list of characteristics and a code of conduct, which are:

e arigorous process of training and qualification to enter the profession;

e an ethical element to the service based on self-regulation;

e specialised knowledge expertise;

e ashared professional language and standards of practice; and

e professional judgement, collaborative working and a commitment to professional

learning.

Whereas collaborative professionalism focuses on “inter-professional collaboration”
(Kennedy, 2015, p. 148) and has an increased emphasis on inter-agency working.
Hargreaves and O’Connor expanded this notion of collaborative professionalism in their
2018 book, “Collaborative Professionalism: When Teaching Together Means Learning for

All”. Here they discuss the ten tenets of collaborative professionalism, which they state are:
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e Collective autonomy — where teachers have more control of their own work and
work interdependently with each other, which is informed by evidence and open to
feedback, inspiration and assistance;

e Collective efficacy - where teachers improve when they work collaboratively;

e Collaborative enquiry —teachers systematically enquiry into their own practice and
the practice of others, to improve outcomes for children and young people;

e Collective responsibility - engagement with ‘our’ students and not ‘my’ students;

e Collective initiative - teachers determine their own professional learning and are
not held back by other agendas;

e Mutual dialogue — difficult conversations are not shied away from, as the feedback
is honest and appropriate and leads to improvement;

e Joint work - working and thinking together, creating synergy;

e Common meaning and purpose - the common purpose is articulated and advanced
by addressing and engaging with the goals of education;

e Collaborating with students - as active participants in the improvement process;
and

e Big picture thinking for all = everyone ‘gets’ the big picture of education.

In a literature review commissioned by the Scottish Government, Menter, Hulme, Elliot &
Lewin (2010) offer four paradigms of professionalism for teachers in Scotland, as shown in

Figure 8.

Reflective Teacher, who
is committed to personal
and professional
development

Effective Teacher, who is
compliant to external
accountability

Enquiring Teacher, who Transformative Teacher,
engages in research and who is committed to
enquiry social justice

Figure 8 Four Paradigms of Professionalism
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In this model, the ‘effective teacher’ is perhaps the most politically motivated and can be
considered as restricting teacher professionalism. It is associated with a view of education
that aligns with the accountability and performativity agenda (Mahony & Hextall, 2000).
The next paradigm offered is that of the ‘reflective teacher’. This is premised on the
adoption of professional values that positions teachers as informed decision makers
adopting cyclical approaches to the interrogation and improvement of professional
practice. The third paradigm, the ‘enquiring professional’, sees teachers as actively
undertaking enquiry in their own learning environments, to develop their own practice and
share learning with colleagues. This paradigm of teacher professionalism was promoted in
Teaching Scotland’s Future (2011). The final model offered is the ‘transformative teacher’.
This extends reflective and enquiring teacher models by introducing an ‘activist’ aspect,
thereby promoting the view that teachers should be, and prepare their children and young
people to be agents of social change. Within Scotland, many new ITE programmes are

premised on the transformative teacher model of professionalism.

All four models are of significance to the Scottish education system. The effective teacher
model can be considered important in the drive for an empowered system where “teachers
and practitioners are enabled to engage fully with the complexities of education and to be
key actors in shaping educational change, contributing to the enhanced reputation of their
professions” (Education Scotland, 2021). While both the reflective and enquiring models
are supportive of teacher agency, defined by Priestly, Biesta & Robinson (2015) as “an
emergent phenomenon — as something that is achieved by individuals, through the
interplay of personal capacities and resources, affordances and constraints of the
environment by means of which individuals act.” (p. 19, original italics). The prominence of
learning for sustainability and social justice in the Professional Standards would suggest

that a transformative teacher model also has importance for teachers in Scotland.

Evetts (2013) proposes another discourse, based on the notion of organisational and
occupational professionalism. She suggests that organisational professionalism with its
commitment to high standards, ethics, targets, accountability, and managerialism, may be
criticised as perpetuating the self-interest of those in positions, to exert power and
influence and can lead to protectionism. This organisational professionalism (Evetts, 2013)

is a discourse of managerial control, used in organisations to “inculcate ‘appropriate work
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identities, conducts and practices” (Fournier, 1999, p. 280) and positions teachers as
employees, not professionals, and aligns with Whitty’s (2008) notion of managerial and
traditional models of professionalism. In contrast, occupational professionalism (Evetts,
2013) offers teachers control over their own area of expertise, knowledge and
problematisation of their work, and promotes collaboration, professional judgement, and
self-regulation (Freidson, 1994). This aligns more with Menter et al.’s (2010) notions of

enquiring, reflective and transformative teachers.

| argue that in Scotland the discourses that exist are the product of the merging of the
occupational and organisational discourses, which results in what Fournier (1999) describes
as ““‘autonomous’ professional practice within a network of accountability and governs
conduct at a distance” (p. 280). This implies that while teachers are agentic within their
day-to-day professional practice, they work within an accountability framework that
controls their behaviours “at a distance” (Miller & Rose, 1990). This straddling of discourses
of professionalism acknowledges that teachers are professionals and are empowered to be
agentic, but also recognises that they are public servants subject to external accountability.

This dualism of professionalism is shown in Figure 9.

Organisational
and occupational . : .
assurance and ] _ innovative and agentic
\ accountability professionalism professional

(Evetts, 2013)

Framework of quality Empowered,

Figure 9 Discourses of Professionalism

Acknowledging that teachers navigate these discourses of professionalism daily, may
explain why policy enactment does not lead to uniformity in teachers’ practice. This is
notable with Professional Standards in Scotland, where for example, the SFR is both

benchmark and aspirational, and as such positions teachers within both organisational and
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occupational professionalism. This leads to many interpretations of Professional Standards,

as individuals’ position within the discourse of professionalism as they enact policy.

3.4  Summary of Professional Standards and Teacher Professionalism

In this chapter, my learning about Professional Standards leads me to argue that their
purpose and design determine their use. Governments are increasingly using Professional
Standards as an improvement mechanism to respond to the globalisation of education
policy. In the literature, there is a binary positioning of Professional Standards as either
regulatory or developmental. If used as a regulatory framework, they are linked to
performativity, competence and technicist approaches to developing teachers and
teaching. If positioned developmentally, they offer a framework for self-evaluation and
professional growth. This binary positioning is unhelpful and is particularly pertinent in
Scotland for Professional Standards, as they appear to be both regulatory and

developmental.

| have highlighted that policy is of its time and needs to be understood within the prevalent
discourse and requires to be critically appraised regularly. Professional Standards as policy
texts are imbued with the histories and experiences of those involved in creating or
reviewing the policies. Those with ‘power’ through discourse have a greater influence on
resulting policy texts. Professional Standards as with other policy texts do not always offer
precise statements, but rather offer space for interpretation premised on the language
deployed. If positioned as regulatory texts, then through macro discourse, teachers are
positioned and restricted when enacting Professional Standards through specific rights,
duties or obligations. Conversely, when positioned as developmental policies, through
discursive acts in the micro and nano discourse, teachers accept, reject or amend positions

that enable Professional Standards to be enacted as a self-evaluation framework.

In Scottish education, | suggest that the teaching profession is a “mature profession”
(Sachs, 2016), which is continually developing and as such, the notion of professionalism is
also evolving. Although teacher professionalism is contested, | argue for a multi-faceted

conceptualisation of teacher professionalism, where teachers take positions within an
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organisational and occupational model of professionalism (Evetts, 2013), which leads to the

research question:

e Inwhat ways do teachers in Scotland perceive the enactment of Professional

Standards as an expression of their teacher professionalism?

In the next chapter, the influence of teacher professionalism on the enactment of

Professional Standards will be discussed.
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Chapter 4 — Enactment of Policy

In this last chapter of the literature review, | explore my learning of policy enactment and
argue that enactment is a non-linear process of interpretation of interpretations through
the policy discourse. | contend that enactment is different from implementation, drawing
on the work of Ball (1994, 1997, 2008), discuss enactment in terms of interpretation and
translation, where interpretation is considered as engagement with the language of policy
and involves the re-contextualisation of policy texts in the meso and micro level of policy
discourse. | then consider translation as an iterative process of meaning making and discuss

enactment at the micro and nano levels of policy discourse.

The discussion then moves on to argue that context, school leadership and teacher
professionalism are crucial to the enactment process, where context is described as an
‘active force’ in ‘meaning making’ and school leaders play an important role in how
teachers’ position in the micro and nano level discourse. The final argument of this chapter
acknowledges that some teachers as an act of teacher professionalism will choose not to

enact policy.

4.1  Enactment as a Multi-Layered Process

Enactment is considered a process that is contested, interpreted and discursive (Ball 1994,
1997, 2008). It may be interpreted as a process and a product, where the notion of ‘putting
policy into practice’, or in a more traditional policy science speak ‘implementation’, is
redefined as an iterative process of making meaning of policy, through interpretation and

translation.

| argue that the process of enactment is a multi-layered process, which is not
straightforward and can be considered an interpretation of interpretations of policy text
and discourse at the macro, meso and micro levels, which is then translated and actioned
by teachers at the nano level. Braun, Maguire & Ball (2010) refer to enactment as “a
process of social, cultural and emotional construction and interpretation” (p. 486), which
involves “translation through reading, writing and talking of text into action and the

abstractions of policy ideas into contextualised practices” (p. 549). Adams (2011) in his
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work on how professional practice creates policy, goes further and uses positioning theory
to argue that policy enactment is a “cycle of formation and re-formation” (p. 66), where

policy does not exist until it has been formed in context by teachers.

According to Ball et al. (2010, 2012, 2015), enactment captures the multi-faceted
interactions of teachers and refers to how policies are ‘interpreted’ and ‘translated’ in
sophisticated and complex ways in context (Colebatch, 2006). Enactment of policy at the
micro level (school level) is a collective and collaborative process that supports meaning
making at the nano level (teacher level) through ‘interpretation’ and ‘translation’. To this, |
would add that there is a process that happens in the intersection between ‘interpretation’
and ‘translation’, that is mediated through a teacher’s professionalism lens. Enactment is
an iterative process that can be “done by or done to teachers” (Ball, Maguire & Braun,
2012, p. 3) where according to Positioning Theory, teachers can accept, reject or amend
positions within the discourse and operationalise policy as an act of teacher

professionalism.

4.1.1 Implementation of Policy

Implementation of policy is unidirectional and requires teachers to put policy into practice.
Much theorising around implementation occurred in the 1970s and 1980s, which led to
two models of implementation, ‘top-down’ and ‘bottom-up’. Sabatier & Mazmanian (1979)
identified a ‘top-down’ model which included legal, political and manageable/workable
dimensions, and how these are interconnected and active at different times in an
implementation process. However, this approach tends to neglect teachers, other than the
policy decision makers, thus in this view, setting teachers as barriers to or enablers of
implementation. Hanf, Hjern & Porter (1978) offer a ‘bottom-up’ approach, which starts by
identifying teachers and understanding their ambitions, approaches, actions and
behaviours, and their networks and uses these to ascertain who should be involved in
planning and supporting policy delivery. Most implementations probably sit somewhere on
the continuum between top-down and bottom-up and are dependent on the aims of the

policy implementation.
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Policy implementation can be effective by various factors such as the clarity of the policy in
terms of operationalisation goals, the complexity of the implementation strategy and the
commitment to the implementation process, through sufficient funding. | argue that these
are not always addressed by policy makers who may consider policy implementation as
unproblematic, who use policy discourse to position teachers into accepting positioning
within the macro discourse. In general, policy implementation ignores the big picture of
policy process (Ball et al., 2012) and the local contexts in which the policy is implemented,
thus the “organic nature” of policy development (Bell & Stevenson, 2006) and the
engagement of teachers in the process through a series of negotiations and alliance

building, is not acknowledged or addressed by policymakers.

In the enactment of Professional Standards, | contend that although the policy was created
through what might be considered a 'bottom-up’ approach, there were suggestions of

‘Scottish policy making’ at play (see 2.1.4 Policy in the Scottish Educational Landscape).

4.1.2 Interpretation of Policy

According to Ball’'s Theory of Enactment (1994, 1997, 2008), enactment is the process of
interpretation of the language of policy, followed by translation into the language of
practice, which is a complex active process (von Glasersfeld, 1998). Aligning with Ball (1994,
1997, 2008), | understand that enactment involves the re-contextualisation of policy
discourse into institutional discourse at the meso and micro level, which is then interpreted
through discursive acts at the nano level of discourse. Ball, Maguire and Braun (2012)
suggest that teachers “engage in policy and bring their creativity to bear on its enactment,
they are also captured by it. They change it and it changes them” (p. 38), meaning teachers
interpret the multi-level policy discourse before enacting their version of the policy into
practice. An alternative perspective is offered by Adams (2016), who suggests that it is in
the everyday conversations that policy is formed and states “...the very discursive practice
undertaken in an attempt to ‘understand’ policy mandate are the very acts which confer
upon policy its tangible form” (p. 66). This stance posits that policy is not enacted “through
the weight they carry as a result of political pronouncement but through actions at the
level of individual discursive events” (p. 66, Ibid.). In this understanding, policy is created

through interpretation of discourses, and is a process of ‘forming’, meaning policy is
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continually being interpreted, translated and re-conceptualised (or formed), before being
transformed into practice (Riveros & Viczko, 2015) through a ‘messy process’ of “policy
activity” (Colebatch, 2002). My view differs from Adams (2016) as in my understanding,
discourse includes written texts, thinking, speaking, dispositions, experiences, histories and
the attitudes of the actors at multiple levels of the system, and so policy has ‘form’ that is
interpreted at the nano level through discursive acts, rather than as Adams (2016) posits,

policy is formed’ through these discursive acts.

As argued in 1.4 Theoretical Frameworks, both Ball’s Theory of Enactment (1994, 1997,
2008) and Adams’s (2016) Education Policy: Explaining, Framing and Forming, provide
frameworks to understand how policy is enacted, but | argue that both do not consider the
professional actions of teachers as they navigate the complex policy landscape. The re-
contextualisation of policies is accompanied by adaptations in structures, roles and
resources that enable policy to be enacted. This is predicated on the positions offered
through the macro and meso discourse, alongside teachers’ own knowledge, beliefs and
values (Spillane, Reiser & Reimer, 2000). It is also situated in the micro and nano discourse
where context and teacher professionalism play a key role in whether teachers connect to
the symbols and messages of policy, in a process of situated ‘meaning-making’ (Weick,
1995). Therefore, | contend that enactment of policy is complex and predicated on multiple
factors, including policy discourse, context, school leadership and teacher professionalism,

and may lead to different and alternative interpretations of the intentions of policymakers.

4.1.3 Translation of Policy

Ball, Maguire & Braun (2012) discuss that translation is “closer to the language of practice”
(p. 45) and is a sort of “third space between policy and practice” (p. 45). They argue that it
is an iterative process of ‘meaning-making’, a view | agree with. It is “a process of
continuous displacement, transformation and negotiation” (Herbert-Cheshire, 2003, p.
461) and is “a process of re-representation, re-ordering, and re-grounding through various
discursive and material practices...a process of displacement and dislocation...” (Lendvai &
Stubbs, 2006, p. 4). During translation, policies are given symbolic value and are recoded in
context to provide artefacts, processes and practices, discussed by Ball, Maguire, Braun &

Hoskins (2011b) as “words into action, abstractions into processes” (p. 621).
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In their study of enactment, Maguire, Braun & Ball (2015) discuss several translation
stances, most of which are linked to teachers accepting the macro and meso policy
discourse, which positions policy enactment as a right, duty and obligation. This research
goes beyond the findings of Maguire, Braun and Ball (2015) and suggests within the
translation stage, there is also space for critical engagement, informed enactment and
teachers expressing their own agency, by bringing their own teacher professionalism to
bear on the enactment of policy. This means that teachers have space to critically engage

with Professional Standards and use these in ways that support their own teacher journey.

4.2  The Influence of Context and School Leadership on Enactment

Leadership in Scotland’s schools has received much attention, for example, through policies
such as Ambitious, Excellent Schools: Leadership (Scottish Executive, 2005) and it was a
major theme throughout Teaching Scotland’s Future (2011). According to the Scottish
government “highly effective leadership is key to ensuring the highest possible standards
and expectations are shared across a school to achieve excellence and equity for all”
(Scottish Government 2016, p. 13). The most recent language of policy has framed
leadership in terms of an empowerment agenda, to be achieved through the collaboration
of teachers and headteachers, as demonstrated through the publication of “An Empowered
System” by Education Scotland. This emphasis positions accountability for the education

system with teachers, rather than the responsibility for system failure being levelled at

policymakers (Forde & Torrance, 2021).

MacBeath & Dempster (2009) consider “leadership as embedded actions taken both
individually and collectively within cultures that encourages and promotes shared agency”
(p. 37). In this, leadership is thought of as ‘activities’, creating human agency within a
framework of moral purpose and provides the foundation for the development of social,
intellectual and other forms of human capital. When leaders make decisions about the
means, structures and policies designed to serve their community, human capital is usually
at the centre (Sergiovanni, 2003). This contributes to the culture of the learning
environment and demonstrates the knowledge, beliefs, and norms of this context. What is

focused on, valued and promoted, determines the culture created. Thus, context is an

80



“active force” (Ball, Braun, Maguire & Hoskins, 2011a, p. 590) in how teachers respond to

policy through the lens of teacher professionalism.

Policymakers offer policy text that positions teachers in the macro and meso discourse that
can be accepted, rejected or amended, and thus influence policy enactment. The micro and
nano level discourse is influenced by the “collective consciousness” (Ball, Braun, Maguire &
Hoskins, 2011a, p. 590) of teachers in that context. Politics, both capital P and small p,
contribute to this, where policy can be privileged through external and internal
accountability, or internal values. The re-contextualisation of the macro discourse leads to
policy texts and artefacts within the meso and micro discourse that can enable or hinder
teachers, where professional acts are dependent on the resources, affordances and
limitations of the context (Priestley, Biesta & Robinson, 2015). Affordances and limitations

may include:

e Contextual factors, for example, the locale and history of the school, the Scottish
Index of Multiple Deprivation of the cohorts of learners;

e Material factors, for example, budgets, estate and infrastructure;

e External factors, which may include the support from the local authority, legal
responsibilities and the inspection regime in Scotland; and

e Professional factors, including the values that are lived in the learning community

through the relationships and management of staff and learners.

Another aspect that can support or deny the enactment of policy is school leadership. |
propose that school leaders are crucial actors in policy enactment. How leaders model
enactment of policy affects how teachers position within the discourse, and | suggest that
within the enactment of Professional Standards in Scotland, policymakers have overlooked
the importance of school leaders. School leaders lead in a specific political milieu, where
they must be cognisant of politics, both P and p, and their position and role in the hierarchy
of the education system. They find themselves in a continually provocative space, where
they strive to find ways to balance, control, and manage inputs and outcomes (Ball, 1987;
lannacone, 1991; Lindle, 1994; Malen, 1995; Townsend, 1990). In their leadership role, they

must negotiate national and local policy, and also the local political arena. As although

81



school leaders have a level of autonomy at school level, they are employed by local

government who are directly accountable to the local electorate.

Early in their research, Braun, Ball, Maguire & Hoskins (2011) proposed that “policies

are situated and enacted specifically and differently in each school environment” (p. 586).
The privileging of particular policy texts by school leaders may be due to distinct
“organisational perspectives” (Malen & Knapp, 1997). There is a myriad of diverse and
sometimes contradictory policy texts circling in the policy landscape at any one time, and

as Ball et al. (2011a) note:

the rich ‘under-life’ and micropolitics of individual schools means that policies will
be differently interpreted (or ‘read’), and differently worked into and against

current practices, sometimes simultaneously. (p. 586)

School leaders interpret how policies ‘fit" and what policy means to ‘us’ as a school
community. They also need to consider the implications for teachers and their workload
when interpreting new policy texts. In most cases, highly effective school leaders share the
desirable aspects of policy text, the ‘what’s in it for me’, as they need to harness the
willingness and expertise of staff in the enactment process, as they are the critical resource
for enactment (Spillane, 2002). In doing so, school leaders demonstrate how policy can
““fit’ or can be fitted within the existing ethos and culture” (Ball, Maguire & Braun, 2012, p.
10). In these contexts, new policy texts are aligned with the “community of practice”
(Wenger, 1999), and “internally, the emphasis is on continuity with existing practice, while
still demonstrating to the ‘outside’ compliance with external policy demands” (Braun,
Maguire & Ball, 2010, p. 558). Thus, school communities come to understand new policies
through the lens of their pre-existing knowledge and practice, their interpretations and
discourse, and come to a consensus about what this policy means to ‘us’ and how it will be
enacted through local actions (Coburn, 2005). The resultant enactment of policy means
that school communities action their own localised solution of policy that aligns with their
own values, ethos and culture, within the available resources (Ball, Maguire & Braun,

2012). | argue this is also influenced by teacher professionalism before policy is enacted.
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In some contexts, school leaders identify members of the school leadership team to
support policy enactment, described as “peopling policy” (Ball, Maguire, Braun & Hoskins,
2011c, p. 619), making the enactment of policy in these contexts an internally politically
motivated process, which may be linked to building career capital. Through this, school
leaders, exert power and influence in the micro and nano discourse by controlling what can
be said and by whom through discursive acts in that context (Ozga, 2000). In this way,
leaders become “policy enforcers” (Ball, Maguire, Braun & Hoskins, 2011b, p. 613) or policy
engineers (Fay, 1975). This can lead to a situation where “teachers do not ‘do policy’- policy

12

‘does them’” (Ball, Maguire, Braun & Hoskins, 2011b, p. 616), thus privileging a model of
teacher professionalism, such as the ‘effective teacher’ model offered by Menter, Hulme,

Elliot & Lewin (2010) (see 3.3.2 Teacher Professionalism as Discourse).

However, it is not enough to just communicate the policy. Accordingly, | argue that with
Professional Standards, school leaders need to create time and opportunities for teachers
to interpret these in safe spaces, where they can ask critical questions and make their own
meaning. It is therefore important that in-school support is more than instructional
(Spillane, 2002), it needs to ‘disrupt thinking’ and challenge ‘the way things are done’, to
offer new insights or perspectives that lead to transformational practice through exploring,

engaging and enacting Professional Standards.

4.2.1 Other Roles that Support Policy Enactment

It is not only school leaders who have a role in supporting policy enactment. Policy
enactment can also be ‘peopled’ by other influencers in any context such as narrators,
entrepreneurs, outsiders, transactors, enthusiasts, translators, critics and receivers (see
Ball, Maguire, Braun, & Hoskins, 2011d). If teachers take on assigned roles (McKenzie &
Carey, 2000), then they position themselves within the institutional and wider discourse,
and thus their response to, and how they enact policy can differ. If teachers adopt one of
these roles, then as they contribute to the micro discourse, they privilege particular
interpretations. This results in some actions being accepted as the way to ‘do’ policy. This
can negate alternative policy discourse and thus offer positions within the micro discourse
for teachers to be accepted, rejected or amended, or as Ball, Maguire, Braun & Hoskins

(2011b) state, “different policies, or more precisely kinds of policy, position and produce
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teachers as different kinds of policy subjects” (p. 612). This adds to Ball, Maguire, Braun &
Hoskins’s (2011c) critique of the policy interpretation literature, where it is assumed that
teachers are equal partners in the process of interpretation. However, | would argue this is
not usually the case, but policymakers may wish it to appear so (see 2.1.4 Policy in the
Scottish Educational Landscape). Subsequently, through the positions accepted, rejected

and amended in the discourse by teachers, teacher professionalism is exercised.

4.3 When Policy is Not Enacted

Although not fully discussed in the literature, policy is not always enacted. | argue that
rejecting the discourse at all levels, means that some teachers may not enact policy.
However, this is also a professional act, and as such, no action could be considered a form
of enactment. In their study, Maguire, Braun & Ball (2015) found that “some teachers are
not deeply invested in the policy process at all, they do not take an active partin
interpreting and translating policy” (p. 494). | would disagree with this stance and suggest
that some teachers may interpret policy and then exercise their professionalism and not
enact policy. Maguire, Braun & Ball (2015) suggest that if teachers cannot connect with
policy messages, due to them being too remote, distant or unrelated to their practice, then
they will not be enacted, but instead discarded. | would reframe this ‘discarding of policy’
as an act of professionalism in rejecting the policy. This rejection of policy can then be
construed by national or local governments as implementation failure, rather than teachers
expressing their teacher professionalism and choosing not to enact the policy. Indeed,
Professional Standards state that teachers should engage critically with literature, research

and policy, and as such may reject policy as an act of teacher professionalism.

Non-enactment of policy has been discussed by Ball, Maguire & Braun (2012) as an
‘implementation gap’, which is a product of the contested nature of policy. However, my
perspective alighs more with Spillane’s (2004) view, where enacting policy is more
complicated than government and other policy making bodies seem to understand. It is
influenced by many factors such as political and financial imperatives (Priestley, Minty &
Eager, 2014), but also by policy discourse, context, school leadership and teacher

professionalism.
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4.4 Summary of Enactment of Policy

In my learning through this final chapter of the literature review, | explored the contested
nature of policy enactment, which is influenced by how teachers position themselves
within the multi-level discourse. Governments favour the notion of policy implementation,
which requires policy to be put into practice by teachers. | argue that this does not take
into consideration several factors that affect policy enactment, such as discourse, context,

school leadership and teacher professionalism, as | understand that policy is never neutral.

| argue that rather than implementation, teachers enact policy. This involves a
recontextualising of policy text at the meso and micro level, which influences how teachers
position in the micro and nano level discourse. The recontextualising through translation is
an iterative process, where context is an ‘active force’ in meaning making, which offers
affordances and limitations. This ‘meaning making’ can be considered an act of teacher

professionalism.

The importance of leadership in the enactment process is also argued. School leaders are
crucial in supporting the enactment of policy and how leaders’ model enactment affects
how teachers’ position within the discourse. In supporting the process of enactment,
leaders may choose to ‘people policy’ by identifying members of staff who can take up
specific roles, but | also acknowledge that other members of staff may also take on

leadership roles (Ball, Maguire, Braun, & Hoskins, 2011d) that influence policy enactment.
Finally in this chapter, it is proposed that to not enact policy is an act of professionalism
rather than policy being discarded (Maguire, Braun & Ball, 2015) or an implementation gap

(Ball, Maguire & Braun, 2012).

This final section of the literature review considered how policy and in particular

Professional Standards are enacted and leads to the research question:

e What are the different factors that influence how teachers in Scotland enact

Professionals Standards?

85



This brings the review of the literature about policy, Positioning Theory, Professional

Standards, teacher professionalism and Theory of Enactment (Ball, 1994, 1997, 2008) to a
close and brings forward the focus of this research, which aims to explore how teachers in
Scotland enact Professional Standards and the influence of teacher professionalism, which

will be addressed through the three research questions which are:

e In what ways could policy discourse support the enactment of Professional
Standards by teachers in Scotland?

e In what ways do teachers in Scotland perceive the enactment of Professional
Standards as an act of teacher professionalism?

e What are the different factors that influence how teachers in Scotland enact

Professionals Standards?

In the next chapter, | will move from theory to a discussion about the methodology used in
this research, including my learning journey, research design, quality and method, and

qualitative data analysis.
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Chapter 5 - Methodology

This chapter sets out my research philosophy and demonstrates how this underpins the
methodology used in my research. | begin by briefly discussing my learning journey through
this EdD research. The second section of this chapter clarifies the research design used.
This interpretivist study, which was originally designed as a case study, had to be modified
as access to the associated school group (ASG) was not available due to the Covid-19
pandemic. Next, | address the ethical considerations, my reflexivity and acknowledge the
power dynamic inherent in my research. | then conclude this section by discussing how
through the lenses of authenticity and trustworthiness, | inspire confidence in the research

design and methodology.

The next section of this chapter is concerned with the research method and provides a
detailed description of the purposive sampling method used and how the semi-structured
interviews were conceived, tested through a pilot study and conducted. This is followed by
a discussion about the reflexive thematic analysis which was used to interpret the data and

produce themes for discussion. The flow of the chapter is shown in Figure 10.

Interpretivism Qualitative Research Research Analysis
P Methodology Quality Method Framework
Figure 10 Outline of Chapter Five

5.1 My Learning Journey

In this first section, | reflect on my learning journey through this EdAD and demonstrate how
my knowledge building shaped the research process. | thought that the best place to start
would be to understand myself as a researcher and explore my ontological and
epistemological positions, as | agree with Grix (2002) that all researchers need to

understand that their research, is framed by a series of related ontological and
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epistemological assumptions, which need to be made clear and transparent. Through this, |
understand and make clear to the reader, the inter-relationship between the key aspects of
the research, provide clarity around the theories and approaches used, and provide a
foundation to defend my position and acknowledge others’ positions. This then leads to a
discussion about my methodological stance, which supported my knowledge development
and addressed my research aim, which is to explore the enactment of Professional
Standards through the lens of teacher professionalism. Therefore, in this chapter, |
forefront my learning to demonstrate the deep interconnectedness of this research with

my learning in practice.

5.1.1 Starting the Educational Doctorate (EdD)

The series of taught modules during the first year of the EdD programme allowed me to
develop skills in engaging with academic literature and develop a research proposal in a
‘safe’ space, where we were all learning together. | had signed up to the EdD as | was
interested in policy and | wanted a deeper understanding of Professional Standards.
Therefore, during the taught modules, my submissions were focused on policy and

Professional Standards for teachers.

Although | had constructed a research plan, | was aware that this was ‘loose’, and would
require adjustment and revision. As ever, when planning projects with specified timelines,
things may look resolved, however, life, work and research are messier than this. | was
prepared to set small targets and timelines, but | was also flexible enough to make changes
if things were not working out. My primary supervisor was very supportive and allowed me
to explore, think, question and reflect, and offered gentle confrontations and ‘you may like

to think about’ questions to support my development as a scholarly professional.

5.1.2 Research Philosophy

After an initial meeting with my supervisors, | decided to begin this research by
exploring my own research philosophy, so | could understand myself as a scholarly
professional. | was encouraged to be critical and think independently and avoid

accepting things at face value. In undertaking my research, | found my stance
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fundamentally agrees with Thomas (2013) who suggests that research is a disciplined,
balanced enquiry, conducted in a critical spirit. These fundamental characteristics are
described by Coe et al. (2017) as being “critical, systematic, transparent, evidential,

theoretical and original” (p. 10).

5.1.3 Ontology

In interrogating my ontological stance, | considered how | developed my thinking through
my own learning. This EdD provided space to critique my underpinning personal and
professional values, beliefs, and further develop my critical thinking. As a science
undergraduate, | aligned with there being “a singular objective reality that exists
independently of individual perceptions” (Coe et al., 2017, p. 16) and that reality exists ‘out
there’, as everything is observable and measurable. However, during my teaching career,
my view changed as | now understand that knowledge is interconnected and messy, and
involves individuals building knowledge through social interactions, based on their own
histories. This underpins my interpretivist belief that reality is socially constructed, rather
than there being a single objective reality, meaning everyone has their own worldview.
Therefore, it was appropriate to undertake a qualitative study with appropriate data

collection techniques, where words are data to be interpreted (Braun & Clarke, 2013).

Through this stance, | am trying to understand how the social world is constructed and
lived, by gathering personal stories to explain the shared social reality of participants
(Schutz, 1954) and to understand how social reality is “created, reproduced, imposed,
disputed or changed” (Schaffer, 2015, p. 7). This is premised on the view that social reality
cannot be understood or interpreted separately from the language, structures, power
relationships and discourses used by the participants. This is where Positioning Theory has
been helpful, as it refers to “cognitive processes that are instrumental in supporting the
actions people undertake, particularly by fixing for this moment and this situation what
these actions mean” (Harré et al., 2009, p. 6). Therefore, | have used a qualitative
methodology to understand how Professional Standards are interpreted by teachers and
whether or not, these are used in practice. The analysis and discussion are based on my

interpretations of the data, influenced and underpinned by theory and literature, or as
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Racher & Robinson (2000) put it, it will be a “construction of the constructions of the actors

being studied” (p. 469).

5.1.4 Epistemology

My underpinning epistemological stance is that of social constructionism, which is not a
single theoretical position, but rather is premised on learners actively constructing
knowledge and meaning from their experiences (Steffe & Gale, 1995). Fundamental to the
construction of knowledge and meaning are social, cultural and language-based
interactions (Dewey, 1916/1980). My understanding, therefore, is that knowledge
construction is an active and adaptive process, which leads to unique perspectives on
reality (Von Glasersfeld, 1984, 1990). | deploy a social constructionist approach to interpret
and understand how teachers enact Professional Standards, based on their own personal
histories, their social and cultural context, and the shared language of enactment. As Young
(2015) argues, “there is no learning (and no knowledge) that does not in some sense

involve social relations” (p. 17).

Within the constructionist paradigm, there is consensus across the literature on the factors
that are essential aspects of this approach (Brooks & Brooks, 1993; Larochelle, Bednarz, &

Garrison, 1998; Steffe & Gale, 1995). These include knowledge that is constructed through:

e experiences, where knowledge construction is enhanced if the experience is
reflected upon by the actor;

e social language, which can both support and challenge understanding, as new
social interactions offer new learning experiences (Spivey, 1997);

e an adaptive process of building on prior knowledge and leading to the acceptance
of multiple perspectives; and

e an active process of cognitive function of meaning-making, building on prior

learning, and regulation of the cognitive process through self-mediation.

In my research, | deployed a social constructionist approach as a means of investigating the

experiences of teachers, as they enact Professionals Standards and interpret their personal
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narratives to understand how the social and cultural environment, supports or hinders

policy enactment.

5.2  Research Design

In exploring the somewhat contested literature, Stake’s (1995) definition of case study is
that it is, “a study of a particular context, with the aim to understand the uniqueness,
commonality, and complexity of the interaction of the actors with each other and their
environment” (p. xi). This was deemed the most appropriate for this research, as | wanted

to understand how teachers enact Professional Standards.

An Associated School Group (ASG) was chosen as it met the criteria of being a ‘typical’
school group in Scotland, was situated in central Scotland, had a SIDM range in all 10
deciles and was accessible. The data collection phase was to be conducted from April to

June 2020. Unfortunately, this coincided with the first Covid-19 lockdown period.

Following a conversation with my supervisors, | decided to be patient and take a ‘see what
happens’ approach. However, by early June 2020, as the situation was not yet resolved,
changes to the research design were necessary, although a qualitative approach was still
used. An addendum for ethical approval was sought and granted and an alternative sample
was sourced using my connections at GTC Scotland. Here, | note my insider privilege in
both, knowing the sample existed and perhaps having a greater chance of access being
given, as at this time, | was a GTC Scotland employee (see Postscript - Researcher Privilege).
This enabled the semi-structured interviews to be conducted during the summer of 2020,

as outlined in 5.4.1 Selection of the Sample.

5.2.1 Interpretivism

This interpretive research aligns with my ontological stance (see 5.1.3 Ontology). It is
characterised by an investigation to understand the subjective nature of teachers’
experiences, as they enact Professional Standards. This research is based on “the view that
reality is constructed by individuals interacting with their social worlds” (Merriam, 1998, p.

6) and “begins with the individual and sets out to understand their interpretation of the
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world around them” (Cohen, Mannion & Morrison, 2018, p. 20). In agreement with Mears
(2017), | consider that “each of us has a unique awareness and response to life events.
What we do, see, think, believe and hope for is distinctive to us, and until we share that
perspective with others, it remains within our own personal membrane of knowing” (p.
184). Bruner (1991) calls this, “the narrative construction of reality” (p. 2). Therefore, as an
interpretivist researcher, | conducted research amongst people, embracing a sympathetic
stance that was bound by a specific set of circumstances and at a particular time, as is
important in this ontological stance. These interpretations are derived from my own
understandings and are a mix of personal, professional and academic experiences, labelled

as ‘researchers’ assertions’ by Erikson (1986).

Stake (1995) also notes that a third participant, the reader, also creates their own
construction as they read my research; thus the inferences | make may be different than
that of any other researcher. Thus, | acknowledge that my interpretive lens will always be

present in the report of my research.

5.2.2 Case Study

As discussed in 5.1 My Learning Journey, the case study approach had to be amended due
to the Covid-19 pandemic, as physical access to schools and teachers was not possible. The
‘case’ was to be researched through one-off interviews with teachers from within the ASG
from April to June 2020. Initially, case study was identified as the most appropriate
approach, as it allows for a holistic understanding within real-life contexts from the
perspectives of the teachers involved (Stake, 1995, 2005; Merriam, 1988; Yin, 2009).
Simmons (2009) suggests case study is “an in-depth exploration from multiple perspectives
of the complexity and uniqueness of a particular project, institution, programme or system
in a ‘real-life’ context” (p. 21). Within case study research, the case is described by Bryman
(2012) as “an object of interest in its own right” (p. 69), and Stake (1995) suggests it is
“specific, complex and functioning” (p. 3). This approach could have delivered an insightful

way to understand the perceptions of teachers as they enact Professional Standards.

In constructing an initial plan for my research, | adopted Thomas’s (2016) framework where

the subject of the case study determines the focus of the research. The subject is identified
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as using local knowledge, as a key case and/or as an outlier (Thomas, 2106). In identifying
an ASG, this research was to focus on a ‘key case’. Next, the purpose of the research was
best described as an ‘instrumental’ case study, as this would have allowed the personal
narratives of teachers within the ASG, to be interpreted into a single narrative about the
enactment of Professional Standards. The process by which the case study was to be
conducted would have been a multiple embedded case study, given the ASG chosen
consisted of one high school and six associated primary schools, giving seven school
contexts (multiple cases). The intention was to interview six individuals (embedded cases),
who were to be identified with the help of the key informant from within each context.

Figure 11 gives the summary of my intended case study approach.

Instrumental Interpretative

Multiple

Key case
Identified ASG

Embedded
Study

Personal Single
Narratives Narrative

Figure 11 Case Study Approach (Thomas, 2016)

The impact of the ongoing Covid-19 pandemic meant that access to the physical research
sites was not possible, so an alternative sample was sourced. As noted in 5.2 Research
Design, due to my association with GTC Scotland, | had ‘insider’ information as to a group
of registrants, who had indicated they would wish to be involved in research. Permission
was sought and approval gained from the Ethics Committee of the University of Strathclyde
School of Education, so | could approach the GTC Scotland Director of Education,
Registration and Professional Learning (DERPL) to access this data set. This involved
conversations with the DERPL to share my research and explain the necessary change of
sample, as well as to ask for access to the sample which | knew existed, as | was using this
as part of my GTC Scotland role in writing the PU annual evaluation report. In addition, the

GTC Scotland Data Protection Officer was also consulted to ensure the sharing of data
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aligned with the GTC Scotland General Privacy Notice. As a data controller, GTC Scotland

complies with General Data Protection Regulation (GDPR) legislation, which ensures the

protection and security of all personal data collected from registrants. The General Privacy Notice

allows for sharing data with a third party if GTC Scotland considers there is a “legitimate interest in

doing so” (GTCS, p. 5) (see 5.3.1. Reflexivity).

5.2.2.1 Semi-Structured Interviews

This interpretivist case study research relied on collecting data from teachers through

interviews. Although there are many different types of interviews described in the

literature, these can be categorised as structured, semi-structured or unstructured, as

shown in Figure 12 below.

Interview guide
with list of
questions/ area to
explore where

Predetermined
guestions and
predetermined
order of questions

questions are used
flexibily to collect
specific data

Semi-structured

Figure 12 Continuum of Types of Interviews (Merriam & Tisdell, 2016)

The constricting nature of structured interviews led to this approach being rejected; this

Open-ended
guestions, more
conversational,
flexible and
exploratory

type of interview does not allow access to participants’ perspectives and understanding of

their worldview, and may also reinforce my preconceived notions, rather than exploring
the participants’ experiences. Unstructured interviews were also rejected, as they were
‘too loose’ to capture the specific data required. Therefore, semi-structured interviews

were the most appropriate approach. They ensured specific data was collected about the

enactment of Professional Standards, with the questions used flexibly to ensure

conversational flow. As | note above, interviews are a co-construction between myself as a

researcher and the participants (Walford, 2001), making this a social and interpersonal

interaction, as well as a data collection tool.
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Plummer (2011) states “research, like life, is a contradictory, messy affair” (p. 195),

therefore, the semi-structured interviews were piloted with GTC Scotland colleagues who
were teachers, prior to being used with participants to ensure they would yield data, that
was relevant and helpful to address the aim of this research. (see Appendix 6: Analysis of

Pilot Study)

5.3 Research Quality

How the quality of interpretative research is judged, is contested in literature with
considerably divergent views. Firestone (1987) suggests that researchers must give enough
descriptive detail to show that analysis and consequent inferences ‘make sense’ (p. 19). As
Ratcliffe (1983) states, “data do not speak for themselves; there is always an interpreter or
a translator” (p. 149). This research, situated by its professional orientation, was
underpinned by my reflexivity to ensure “the researcher and others have confidence in the
conduct of the investigation and in the results” (Merriam & Tisdell, 2016). This includes my
ethical stance as an important indicator of quality, aligning with Merriam & Tisdell (2016),
who suggest that “ensuring validity and reliability in qualitative research involves
conducting research in an ethical manner” (p. 237). Although many different strategies to
ensure quality in qualitative research are suggested in the literature (see Guba & Lincoln,
1981; Lichtman, 2013; Lincoln & Guba, 1985; Lincoln, Lynham & Guba, 2011; Tracy, 2013;
Patton, 2015; Wolcott, 1994), Lincoln, Lynham & Guba (2011) suggest this may be
supported in two ways; methodologically and interpretively. To support my assertions and
to inspire confidence in the research design and methodology, in addition to my reflexivity,
research quality was viewed through the lens of authenticity and trustworthiness (Guba &

Lincoln, 1989; Ary, 2002).

5.3.1 Reflexivity

Reflexivity can be defined as how the researcher affects and is affected by the research
process (Probst & Berenson, 2014). Litchman (2013) suggests that researchers must be
explicit about their role in the research and their relationship to those participating.
Qualitative researchers should consider both their positionality and how they impact the
research. As commented upon by Humes (2020) “all methodologies involve choices” (p. 6),

therefore the way data is gathered, the type of data gathered and the interpretation of the
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data is, as Folkes (2022) drawing on the work of Burman (1997) claims, “inextricably tied up
within the researcher subjectivity and the researcher’s way of viewing the world” (p.

2). Therefore, as a researcher, | need to expose and address what Humes (2020) calls my
“narrative privilege” (p. 94), which he describes as “the ability of powerful players to

present a positive account of their own deliberations and actions” (p. 94).

In his paper “Analysing the Policy Process”, Humes (1997) introduces us to the notion of
‘insider’ and ‘outsider’ approaches to policy analysis. These two approaches can be
considered as being at opposite ends of the spectrum, where ‘insider’ approaches “rely
heavily on those who have been intimately involved in policy planning and development”
(Humes, 2020, p. 21) and can be useful to understand decision making within the policy
development process. However, there are also limitations to this approach as it “may not
yield the information the researcher is seeking” (ibid, p. 22). In addition, insiders may be
subject to ‘socialisation’ of the environment and thus “too close to the action to evaluate
the context” (ibid, p. 22). In contrast, ‘outsider’ approaches call for a more critical
consideration of policy which means that recipients need to consider policy texts through
many different lenses and critique the intention of the policy before enactment is
considered. As Humes puts it, ‘outsider’ research should have “a high measure of
scepticism about official accounts” (ibid, p. 22). However, it can also be argued that the
insider/outsider perspective to policy analysis is over simplistic as “it fails to recognise the

transient and multifaceted nature of positionality” (Folkes, 2022, p. 15).

My status as a researcher may have impacted data collection as participants may have
positioned themselves as an ‘insider’ and me as ‘other’, as | do not have current day-to-day
experiences of teaching in schools and as a GTC Scotland Officer. This positioning may have
“shaped the kind of data that was created as participants shaped their narrative in
response to my ‘other’ status” (Folkes, 2022, p. 8). Therefore, as | could not separate
myself as a researcher from myself as a GTC Scotland Officer, | was “overt” (Bryman, 2012,
p. 433) about my connections. As Giampapa (2011), drawing on the work of Cameron et al.,
(1992) suggests, as a researcher | am a socially located person and bring my own biography
and subjectivity to bear on each stage of the research. Therefore, | ensured there was full

disclosure in the Participant Information Form (see Appendix 3) and Participant Consent
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Form (see Appendix 4), where | shared my researcher status and GTC Scotland role, as

shown in the extract below from the Participant Consent Form:

| understand that the researcher, although an employee of the General Teaching
Council for Scotland (GTC Scotland), is not conducting this research for GTC
Scotland, however, an executive summary will be offered to GTC Scotland on

completion of the research.

It was important to ensure that the teacher participants understood the purpose of the
research, what was expected of them and what would happen to the data, this was
included in the Participant Information Form (see Appendix 3) and the Participant Consent
Form (see Appendix 4). In addition, it was also important that data was collected in ways
that ‘do no harm’ to participants. This meant | needed to be cognisant of relational ethics
and respectful of the teacher’s willingness to share their experience and not treat them as

subjects who have a story to tell. Tracy (2013) cautions us that:

relational ethics means being aware of one’s own role and impact on
relationships and treating participants as whole people rather than as just

subjects from which to wrench a good story. (p. 245)

In addition to the above, | also ensured that participants understood that there was no
obligation to take part in the research, via the Participant Information Form (see Appendix

3) and also verbally prior to starting the semi-structured interviews.

The notion of insider/outsider is important to this research. | acknowledge my ‘insider’
status as a GTC Scotland Officer conducting this research and understand that as Dodgson
(2019) notes, “who the researcher is makes a difference in the findings of their study;
objectivity is not present” (p. 220). This means that within this research, the analysis is
presented through my lens and a different researcher would perhaps have offered a
different interpretation. This does not negate my findings and analysis, rather it means that
my history and experiences as a teacher, GTC Scotland Officer and researcher all

contributed to how | analysed and interpreted the data collected.
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The research proposal along with the University of Strathclyde School of Education’s
ethical approval process gave me the opportunity to consider the ethical principles
inherent in an interpretivist collection and analysis of qualitative data. The centrality of
ethical practice within research is of paramount importance. Ensuring trustworthiness in
qualitative research involves conducting research in an ethical manner, as Patton (2015)
suggests, “ultimately, for better or worse, the trustworthiness of the data is tied directly
to the trustworthiness of those who collect and analyse the data — and their
demonstrated competence” (p. 706). Ethical practice is underpinned by “the principles
and the rules of behaviour that act to dictate what is actually acceptable or allowed
within a profession” (O’Leary, 2017, p. 70) and should be always adhered to (Bryman,
2016). Approval from the Ethics Committee of the University of Strathclyde School of
Education was granted, as well as the subsequent changes required due to access to the
research sites being withdrawn, as previously mentioned. In addition, compliance with

GDPR data sharing was also considered as discussed in 5.2.2 Case Studly.

Although researchers comply with policies and guidelines offered by their institutions,
ultimately ethical practice is displayed through the researcher’s practice which is
underpinned by their own values and ethics (Merriam & Tisdell, 2016). My thinking and
planning through the research were fundamental to enable me to ensure | complied
with the ethical norms of a qualitative study, but also this tacit underpinning could then
be drawn upon in the field, should any issues arise and need to be resolved in real-time.
Fortunately, no ethical issues arose during the fieldwork that had not already been
explicitly considered. In addition, as suggested by Merriam & Tisdell (2016) “ethical
considerations regarding the researcher’s relationship to participants are a major source
of interest and debate in qualitative research” (p261). Therefore, | also considered my
relationship with participants and developed these through shared experiences, as it
was important to earn participants’ trust and establish credibility, as research
trustworthiness is an important aspect of data collection (Paton, 2015). My identity as a
teacher offered shared experiences and was used to build rapport. | took a similar
approach to that discussed by Folkes (2022) who states, “it was pivotal to ensure
participants knew enough about me to feel comfortable to share their narrative, and
often this was achieved prior to the official ‘beginning’ of the research encounter” (p.

15).
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Therefore, in the introduction to the interview, | took the opportunity to explain my
career history as a teacher, and then asked the participants to give a brief account of
their history, thus sharing commonalities between us. In this, | fully disclosed again, that
| was a GTC Scotland Officer, but was conducting this research independently as a
doctoral researcher. | acknowledge that this could have had an inhibiting effect, or may
have prevented relationship building (King, Horrocks & Brooks, 2019) for some
participants. However, all participants chose to proceed with the conversation, although
a few required further reassurances about confidentiality, which was given verbally.
Here, | restated the purpose of the research, why the participants had been chosen and
gave assurance that all information collected would be confidential by assigning
pseudonyms and any details of the interview which may reveal participants or school

identities would be disguised.

It was in these initial conversations that participants could ask about my background
and motives for conducting this research. This enhanced my credibility and
demonstrated an honest and trustworthy approach, but also a deep knowledge of
Professional Standards and an appreciation from the teachers that | valued their views

and opinions.

It should also be acknowledged that in any qualitative research, there are tensions as
the process of interview, even when participants have given consent, is an “unnatural
social situation, introduced by a researchers, for the purpose of polite interrogation”
(Guillemin & Gillam, 2004, p. 269). In considering this ethical tension, | attempted to
ameliorate this by being open and honest in the Participant Information Form (see
Appendix 3) and Participant Consent Form (see Appendix 4), as noted above. However, |
also re-iterated this and sought verbal consent at the start of the interview to situate
the conversation, and further highlight that participants were welcome to withdraw at
any time prior to data analysis. This may have mitigated participants positioning me as

‘other’ and encouraged trustworthiness in me as a researcher and this research.

Even with these mitigations, | was aware that power differentials are always present in any

researcher/participant relationship (Dodgson, 2019). | was cognisant of this power

99



dynamic, even though | was open about my association with GTC Scotland, as | could be
perceived as a person with some kind of authority and influence. However, prior to ethical
approval and in discussion with my supervisors, | had elected not to ask participants to
member check transcripts, as | did not want conversations to be amended to satisfy social
desirability or adjusted to remove small-p political inferences. This provided authentic
responses to be captured in situ, from the conversations. In my view, the language used by
participants is “active and symbolic” (Braun & Clarke, 2021, p. 6), therefore any changes to
transcripts post-interview would affect my interpretation of the moment-to-moment
positioning of dialogue. Consequently, the semi-structured interview data was interpreted
through my philosophical, theoretical and methodological assumptions to provide an
interpretative narrative. In doing so, | understand that this is my interpretation of the
teachers’ interpretation of their experiences in their current context. This relies on
inferences | make, which may not be the same inferences as the reader. Therefore, even
acknowledging and addressing my subjectivity, my lens will always be present in the

interpretations and are relevant to the development of my understanding (Thomas, 2016).

This was especially important through the phases of data collection and analysis. | used a
reflexive approach, which placed me as the researcher in the research. As Dodgson (2019)
states, “the researcher is the research instrument” (p. 220), therefore as the primary
instrument of data collection and analysis, data was interpreted through my knowledge,
experiences, values and beliefs. This meant | needed to be aware of my theoretical

positions and biases, or as Berger (2015) puts it:

Researchers need to increasingly focus on self-knowledge and sensitivity; better
understand the role of the self in the creation of knowledge; carefully self-
monitor the impact of their biases, beliefs, and personal experiences on their
research; and maintain the balance between the personal and the universal. (p.

220).

This reflexive approach is considered “the gold standard for determining trustworthiness”

(Teh & Lek, 2018).

Qualitative research is inductive by its very nature, Schwandt (1993) suggests that

“atheoretical research is impossible” (p. 7). The theoretical framework provides the

100



scaffold and consists of the concepts and theories that inform the research (Maxwell,
2013); thus, it is a lens through which to view the study. As discussed in 1.4 Theoretical
Framework, a multi-perspective approach (Kincheloe, 2011) was used to address the aim of
this research, creating a framework to support the inductive nature of this research. The

theoretical frameworks used were:

e policy analysis - Adams (2016), Ball (1994, 1997, 2008);

e Positioning Theory — Adams (2011), Bamberg (2014), Davies & Harré
(1990), Harré (2012), Harré et al. (2009), van Langenhove & Harré (1999);
e teacher professionalism — Evans (2008), Evetts (2013), Menter, Hulme,
Elliott & Lewin (2010), Whitty (2008); and

e Theory of Enactment - Ball (1994, 1997, 2008).

Using a multi-perspective approach countered the insider/outside analysis, as the

framework provided a backdrop with which to interpret data.

As | was working with GTC Scotland at the start of this research, | had the option of this
research being sponsored by GTC Scotland, as it had direct resonance with their work. In
making the decision to self-fund, | acknowledge the influence of Humes (1997) who
suggests that “if the relationship between researchers and policymakers becomes too
comfortable - and this is a danger inherent in 'inside' approaches - then the quality of
research is likely to suffer” (p. 27). In choosing to self-fund, | was mindful of advice from
Meriam & Tisdell (2016) who comment that, if “the research has been sponsored, the
report is made to the sponsoring agency, and the investigator loses control over the
data and its subsequent use” (p. 262). As | wanted to own the research and not be
subject to constraints and wanted to be able to report accurately my analysis without

any political interference from GTC Scotland, | self-funded this Ed D.

In addition to the funding aspect, | was aware that conducting this research may be
problematic, as in bureaucratic institutions, officers are expected to “supress responses
and act impersonally” (Humes 2022, p. 247). | understood the possible risk of not being
able to maintain my employment with GTC Scotland. | have subsequently secured

employment elsewhere; however, it should be stressed that this was due to personal
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choice and was not influenced by the findings in this research. This research has raised
pertinent questions about the role of GTC Scotland and the Professional Standards for
teachers and these issues raised could be addressed through further research (see

Chapter 9).

5.3.2 Authenticity

Authenticity ensures that the rights of participants have been maintained, data collection
was ethical, and their views have been fairly portrayed. Authenticity was addressed
through a consistent approach to data collection (Denzin & Lincoln, 2011) (see 5.4.2
Conducting the Interview), and by ensuring fair representation through the coding of data
of differing viewpoints (Bryman, 2012). In addition, informed consent was required from
participants, which stressed that participation was voluntary and that teachers could
withdraw at any point prior to data analysis (Shannon & Hambacher, 2014). All participants
returned a signed consent form and were able to ask questions of the research and

researcher, at the start of the semi-structured interviews prior to data being collected.

5.3.3 Trustworthiness

Qualitative researchers do not capture an objective ‘reality’ but can increase the
trustworthiness of their research through a variety of actions. Lincoln & Guba (1995)
suggest the use of credibility, confirmability, dependability and transferability in
preferences to the previously used internal validity, external validity, reliability and
objectivity. However, Lichtman (2013) suggests in more recent times there has been a
revival of the more traditional criteria, with more emphasis on the role of the researcher. In
this research, | have adopted the approach of Lincoln & Guba (1995) as this resonates more

with my ontological stance on the trustworthiness of research.

5.3.3.2 Credibility

It must be remembered that in this research what is really being investigated is teachers’
constructions of how they enact Professional Standards, this is not a universal truth or
reality since all participants and the researcher will have their own construct of reality.

This is also influenced by the small number of teachers who shared their experiences in
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this research, as the sample was small and unrepresentative of the teacher population.
However, my credibility as a researcher and that of the research was established by
ensuring the research design and data collection processes were underpinned by good
practice. For example, within the semi-structured interviews, understanding checking
was conducted by reflecting to participants their responses to confirm the accuracy of
interpretation, with the option of additional questions and prompts to delve further,

ensuring | had captured their responses accurately, shown in Figure 13.

Context discourse around Professional Standards

Indicative questions Prompts

How often do you talk to other teachers If respondent replies NOT OFTEN

about Professional Standards? Why do you think Professional Standards are
How often are Standards talked about in not discussed?

your school? If respondent replies SOMETIMES

What words phrases come up in conversation

about Professional Standards?

Figure 13 Extract from Interview Schedule to Illustrate Pre-Prepared Prompt Questions

In addition, an executive summary has been prepared which will be shared with GTC
Scotland and all participants after the doctoral qualification has been conferred. As
previously stated in 5.3.1 Reflexivity, | did not offer participants the opportunity to review
their transcript prior to analysis, as | was concerned that any alteration would not reflect

the moment-by-moment co-constructed conversation which took place.

5.3.3.3 Confirmability

Recognising that objectivity is impossible in qualitative research, confirmability can be
considered as validation of a particular method; it is an explanation that demonstrates that
data or interpretations of data are warranted (Cohen, Manion & Morrison, 2018, p. 245).
As this qualitative research is premised on engagement with people, confirmability in this
research is concerned with the meanings | give and inferences | draw from the data
(Hammersley & Atkinson, 1983), and shows these are indeed, rooted in the data collected
from participants. Credibility is gained through the alignment of my ontological and

epistemological perspectives, my explicit research process, and by having my research
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open to scrutiny (Guba & Lincoln, 1989) through sharing my research with my supervisors,
supportive colleagues and presenting at conferences. | note a limitation of qualitative
research is that the same data can be interpreted in multiple ways to assert claims and
conclusions. Therefore, | supported the credibility of the research by offering
interpretations that are clear, confident and recognisable (Guba & Lincoln, 1989) and add

to the literature about the enactment of Professional Standards.

5.3.3.4 Dependability

Dependability was first conceptualised as thinking about reliability by Lincoln and Guba
(1985). Since there are many interpretations of what is happening, there is no benchmark
by which to take repeated measures and establish reliability in a traditional sense, for
example, by replication of the data gathering. Thus, in qualitative research, dependability is

a difficult concept, Merriam & Tisdell (2016) note:

Because what is being studied in the social world is assumed to be in flux,
multifaceted, and highly contextual: because information gathered is a function of
who gives it and how skilled the researcher is at getting it; and because the
emergent design of a qualitative study precludes a priori controls, achieving

reliability in a traditional sense is not only fanciful but impossible. (p. 251)

Therefore, dependability can be considered an ‘auditing” approach to qualitative research.
As Dey (1993) suggests, “we cannot expect others to replicate our account, the best we can
do is explain how we arrived at our results” (p. 251). This involved keeping detailed notes
through each phase of the research. | achieved dependability through my research process,
by offering detailed descriptions of the methods used and key decisions made, such as a
change in methodology and sample (see 5.2 Research Design). This demonstrates my
openness to share my learning journey and supports the dependability of the process used

to gather data.

Dependability was also enhanced by drawing on the support of my supervisors. Throughout

this research, | was proactive in convening meetings with my supervisors when required, to

support me to articulate and resolve issues in my understanding. | drew on their expertise
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to enhance the dependability of my research by using their comprehensive knowledge to

guide my decision making.

As stated above, given that in qualitative research the researcher is working with
participant interpretations, there is no one way to establish reliability. However, it should
be noted that although a different researcher may conduct the same research and produce
very different findings, this does not discredit any particular study as there are numerous

ways to interpret the same data. Tracy (2013) states:

because socially constructed understandings are always in process and necessarily
partial, even if the study were repeated (by the same researcher, in the same
manner, in the same context, and with the same participants), the context and
participants would have necessarily transformed over time — through ageing,

learning, or moving on. (p. 299)

Merriam & Tisdell (2016) suggest that “the more important question for qualitative
research is whether the results are consistent with the data collected.” (p. 251, original

italics).

5.3.3.5 Transferability

In qualitative research, transferability is the applicability of research analysis from one
context to another (Lincoln & Guba, 1985; Tobin & Begley, 2004). It is characterised by the
contextual uniqueness and significance of the people or phenomenon being studied.
However, Lincoln & Guba (1985) question whether findings “hold in some other context, or
even in the same context at some other time” (p. 316). Even if the analysis from a small-
scale qualitative study such as this, cannot be fully transferred, there is intrinsic value in
this methodology, as constructed knowledge adds to that which is already understood
about the enactment of policy (Flyvbjerg, 2016) and can lead to what Stake (1995) terms
“petite generalisations” (p. 7), that is, refinements in understanding through knowledge
gained in one context that may be relevant to other contexts. Simmons (2009) suggests
that we have an “obligation not necessarily to generalise but to demonstrate how and in

what ways our findings may be transferable to other contexts or used by others” (p. 164).
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The interpretations from this research and the new knowledge developed have resonance
in the areas of enactment of policy, enactment of Professional Standards and teacher
professionalism. Although this is a small-scale study, the interpretations and the suggested
future research that has relevance for the future development of Professional Standards. In
addition, considering teacher professionalism as an aspect of policy enactment, this
research may also have relevance for policymakers in Scottish education and beyond (see

9.4 Future Research).

This transferability of analysis may result in “petite generalisations” (Stake, 1995, p. 7),
which can be used to highlight common issues. However, | am aware that generalisations
will always be limited by the idiosyncrasies of humans and the unpredictability of social
contexts (Thomas, 2016). Therefore, | acknowledge that there are limitations, as reality as
lived by the teachers, cannot be captured through a single interview. The semi-structured
interviews support a critical analysis of how teachers engage with policy using their own
voices, but as this is an intervention into the lives of others there may be a social
desirability bias, which | was alert to and addressed by sense checking and reflecting back

responses during the semi-structured interviews.

Finally, to support authenticity and trustworthiness of my research methodology and
methods, | conducted a pilot study with teacher colleagues who had recently moved from a
position in a local authority or school, to GTC Scotland. This pilot study ensured that the
chosen method and interview schedule was appropriate and supported the aim of my

research (see Appendix 6 Analysis of Pilot Study).

5.3.4 The Impact of the Covid-19 Pandemic on this Research

Conducting research amid the Covid-19 pandemic required adaptation to what may have
been considered ‘usual’ procedures, while ensuring the quality of research was maintained.
Although as stated above, there is debate with regard to how to judge research quality,
there is broad consensus on the clarity of the research question, the rigorousness of the
research method, and the transparency and completeness of the reporting process
(O’Brien et al., 2014) must be considered. Also, trustworthiness in the research process

must be established through the epistemological and theoretical stances, and the
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methodology and methods (Morse, 2015). Prior to the Covid-19 pandemic, intensive ‘in-
field’ time and proximity to participants were considered key to trustworthy interpretative

research.

Physical distancing, also referred to as “social distancing,” was a major strategy to reduce
the spread of Covid-19, by limiting close contact with others (Galea et al., 2020; WHO,
2020). This, in Scotland, included avoiding non-essential trips from home, maintaining a
minimum distance when in the presence of others and the mandatory use of masks or face
coverings when in indoor spaces. Therefore, the typical rules of qualitative research, to
place the researcher and the researched as close as possible to facilitate building rapport
(Denzin & Lincoln, 2018) was impeded. Similarly, establishing a relationship with the
participants requires a level of trust to instil credibility in the research analysis (Salmons,
2011). Prior to the pandemic, as Creswell (2018) suggests, rapport building involved
familiarisation of the context, allowing participants to choose the space for data collection,
transparency about the aim of the research and informal interactions that give clues to the
context and setting. A technological solution was offered to mitigate these issues, however,
even with these planned, the lack of broadband and access to the Microsoft Teams
environment meant that the interviews had to be conducted via telephone (see 5.4.2
Conducting the Interview). This obviously has the inherent issue of potential lack of depth,
when sharing insights due to the restrictions in probing and noticing nonverbal cues, as

well as lack of contextual data.

Time constraints created by the response to the pandemic also had to be considered in
managing my own workload. Like most EdD students, | am working full-time alongside this
research work, therefore, | decided to have the semi-structured interviews transcribed by a

vetted third party (see 5.4.3 Audio Recording Semi-Structured Interviews).

5.4 Research Method

The next section in this chapter is concerned with the research method. Within this
interpretive approach, there is a need to listen to the voices of teachers to understand their

experiences as they enact Professional Standards.
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5.4.1 Selection of the Sample

In the ongoing unprecedented circumstances created by the Covid-19 pandemic, a change
to the sample was necessary. As described previously, ethical approval was granted for the
change in the sample by the Ethics Committee of the University of Strathclyde School of
Education, which supported sourcing an alternative sample of participants, given physical
research sites were no longer available. As a GTC Scotland Officer, | was in a privileged
position, in that | knew of a possible alternative sample of participants and also consulted
with the Data Protection Officer (see 5.2.2. Case Study), demonstrating my ‘insider’ status. |
would suggest that other researchers may approach GTC Scotland to access samples of
registrants, however, given the current anxieties around GDPR, this may or may not be

granted by the GTC Scotland Leadership Team.

This sample was generated by teachers who responded to the annual Professional Update
survey. The final question of the survey asks participants to provide an email address
should they wish to be invited to further explore issues raised from the evaluation. This
newly identified sample allowed the research to continue in the difficult circumstances
created by the pandemic, as discussed in section 5.3.5 The Impact of the Covid-19

Pandemic on this Research.

5.4.1.1 Purposive Sampling

Purposive sampling is a non-probabilistic method, which uses a strategic form of
participant selection so that those sampled are relevant to the research question. In this
research, purposive sampling was used to access ‘knowledgeable people’; meaning those
who have in-depth knowledge about Professional Standards by virtue of their professional
role, expertise and experience (Ball, 1990). Teddlie & Yu (2007) discuss using purposive
sampling for a variety of reasons such as representativeness, comparisons, specific focus or
to generate theory. In this case, the choice of purposive sampling was pragmatic, as access
to the original case study sites was no longer available due to the Covid-19 pandemic (see
5.3.4 The Impact of the Covid-19 Pandemic on this Research). It is acknowledged that
purposive sampling does not support generalisation to the wider population (see 5.4.1.4

Representativeness).
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The sample was chosen as | considered the participants from the Professional Update
annual evaluation would have particular knowledge to support the aims of this research, as
all had taken part in Professional Update, which requires teachers to enact Professional
Standards. As with any choice, there are always pros and cons. Teddlie and Yu (2007)
comment that within research design there are always compromises. Here, purposive
sampling supports depth, whereas probabilistic sampling supports breadth. In my research,
having a depth of understanding is critically important to support the exploration of the

enactment of Professional Standards.

Even though the sample was specifically chosen to address the research aim, as with most
sampling there was some sampling bias, meaning that it does not represent the wider
population from which the sample was drawn. In this case, this was due to the fact that this
sample was from those who responded to the PU annual evaluation survey, which asks
teachers to reflect on their experience of the PU process as they complete PU sign-off. GTC
Scotland staggers PU for all registrants, originally determined by the registrant’s date of
entry onto the Register of Teachers. For example, having graduated in 1992, my first PU
year was 2017, along with anyone else who was added to the ‘register’ that year.
Therefore, each year only a percentage of registrants on the GTC Scotland Register of
Teachers take part in PU. This sample was from the 2018-19 cohort, meaning any teacher
who was not in their PU signoff year or any teacher with less than five years’ experience
was automatically excluded from the sample. Therefore the sampling was purposive and
supported access to teachers but may not be representative of the whole teaching

population as discussed further in 5.4.1.4 Sample.

Statistical sampling was also considered and discarded. As this research is focused on an in-
depth study of situated policy into practice, it cannot uncover universal truths, therefore,
statistical sampling was unnecessary (Bryman, 2012; Drever, 1995). Additionally,
accessibility was of the greatest priority given the circumstances created in response to the
Covid-19 pandemic and is a further justification for not using statistical sampling (Glaser &

Strauss, 1967).

5.4.1.2 Access to Sample — Gatekeepers
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Acknowledging my privileged position in knowing the sample was available and to access
the sample for this research, | had to seek approval from gatekeepers. A gatekeeper is
defined by King, Horrocks & Brooks (2019) as “someone who has authority to grant or deny
permission to access potential participants, and/or the ability to facilitate such access” (p.
59). As discussed, the change to the participant sample was necessary due to the impact of
Covid-19, as access to the physical case study sites was not available. | acknowledge that as
a GTC Scotland Officer, knowledge of the potential sample and access was less problematic
than perhaps for another researcher as mentioned previously, as the issue of GDPR has
meant that sharing data has become more challenging. This being said, | followed research
protocols and approached relevant gatekeepers as seeking permission is seen as the ‘right
way to do things’ and lends credibility and trustworthiness to my requests to teachers

(King, Horrocks & Brooks, 2019).

In this instance, there were two gatekeepers. The first was the Ethics Committee of the
University of Strathclyde School of Education, due to the change of sample an addendum
was submitted and subsequently approved. The second gatekeeper was the Director of
Education, Registration and Professional Learning (ERPL) at GTC Scotland. There was a
discussion about this research with the Director of ERPL to explain the issue of access and
to ask for support to access the new sample. This was followed by a formal email to seek
permission. In this email, the gatekeeper was provided with a range of information about
the research (see Appendix 2 Copy of the Email Exchange with the GTC Scotland
Gatekeeper) to assure them of the research aim and authenticity, and to help them be of
assistance (King, Horrocks & Brooks, 2019), but also provided an opportunity for a further
discussion should that be necessary. This request was then considered by the Leadership
Team who granted permission to access the sample without further discussion. If the
gatekeeper had refused permission, then the research would have been put on hold until

access to the original ASG could be secured.

5.4.1.3 GDPR Compliance

Through this research, | complied with the requirements of the General Data Protection
Regulations (GDPR) (2018) which outlines the legality of collecting, storing, and sharing of

personal information. The participant information form (see Appendix 3 Participant
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Information Form) explicitly acknowledged the GDPR requirements (2018) that ‘personal
data’, that is, any information that relates to an identified or identifiable living individual is
treated confidentially. This includes where different pieces of information, which collected
together can lead to the identification of a particular person, which also constitutes
personal data. | ensured GDPR compliance by restating confidentiality at the start of the
interview and by asking teachers to complete the participant consent form (see Appendix 4
Participant Consent Form) that states that they were content with their data being used as
part of this research. In addition, | recognise participants’ legal rights to confidentiality and

anonymity, and anonymised all data, using pseudonyms for all participants.

5.4.1.4 Sample

The participating group remained unchanged as teachers’ views were the focus of my
research. Since access to the original case study sites was not achievable, nor would be in
the short to medium term, an alternative sample of participants was needed. As described
above, GTC Scotland was approached to share contact details of a small group of
registrants. The sample was constituted from those registrants who completed Professional
Update, session 2018-19. This means that all participants in the sample had a minimum of
five years’ experience in the teaching profession, as PU is a process that supports teachers
to maintain their registration through a confirmation process every five years. This process
of PU started in 2014. An annual evaluation report about the implementation of
Professional Update is conducted each academic session. A confirmatory email to assure
registrants that they have completed the confirmation process is issued to those registrants
who use MyPL, the digital platform provided by GTC Scotland to support PU. This email
contained an embedded link to a non-mandatory anonymous survey. The final question of
the survey asks respondents that if they wish to be involved in further research to respond
with an email address to enable GTC Scotland to contact them in the future. The new

sample was composed of those registrants who left an email address.

| acknowledge that this sample is not representative of the whole teaching population
across Scotland. As Bryman (2012) suggests, a representative sample is one that “reflects
the population accurately, so that it is a microcosm of the population” (p. 187). However,

the sample in this research can be considered as a sub-group for the following reasons.
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Firstly, the participants had all successfully completed PU in 2018-19 (in each academic
session, approximately one-fifth of the cohort of teachers in the ‘register’ completed PU).
Secondly, not only had they successfully completed PU in the allotted timeframe, but they
also chose to complete the PU annual evaluation survey. Thirdly, they elected to leave a
contact email address to take part in further research. As all participants in my research
had engaged with the above steps, they could be considered as a sub-group of the teaching
population and as such the data collected does not allow for definitive, generalisable

findings.

This identified sample was subject to the following exclusion criteria to determine the
research sample. Firstly, all registrants from the Professional Update annual evaluation,
who indicated they would wish to be involved in further research by leaving an email
address, were identified. The sample was then subjected to the exclusion criteria shown in

Table 1 to realise the sample for engagement.

Table 1  Exclusion Table

Sample Exclusion Number of
possible

participants

All registrants who responded to PU survey
and gave an email address for further 146

engagement in research.

All registrants who responded to PU survey [Remove all self-

and gave an email address for further identified as non-local
engagement in research AND self- identified jauthority. 130
as employed by a local authority in

Scotland.

All registrants who responded to PU survey [Remove all self-

and gave an email address for further identified as non-local
engagement in research AND self-identified [authority or self-

as employed by a local authority in Scotland [identified as not a 7
IAND self-identified as primary, secondary or [primary, secondary or

IASN teacher. IASN teacher.
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All registrants who responded to PU survey [Remove all self-
and gave an email address for further identified as non-local
engagement in research AND self-identified @uthority and self-

employed by a local authority in Scotland  [identifies as not a

98
AND self-identified as primary, secondary or |primary, secondary or
ASN teacher AND self-identified as a ASN teacher and self-
permanent employee. identified as not

permanent employee.

The 98 teachers who were identified using the exclusion criteria as possible participants,
were contacted via an email sent to the email address shared by the teacher. This email
also provided the teachers with a copy of the participant information form (see Appendix 3
Participant Information Form), the participant consent form (see Appendix 4 Participant
Consent Form) and a copy of the email exchange with GTC Scotland to access the sample

(Appendix 2 Copy of the Email Exchange with the GTC Scotland Gatekeeper).

The responses to each batch of recruitment emails are detailed in Table 2.

Table 2 Responses to Recruitment Email

Email send (date) | No of |No of emails| Outof | Participant No Participant
emails not Office Declined | response | Accepted

sent | delivered*

S5t July 2020 98 10 2 1 80 5
20t July 2020 80 0 0 1 74 5
7t August 2020 74 0 1 0 71 2

*The email may have been undeliverable due to the inbox being full or an invalid email

address.

Twelve participants agreed to take part in the research from a sample of 98 possible

participants, giving a response rate of 12.2%. Table 3 gives a brief overview of the

demographics collected from the respondent population.
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Table 3 The Demographics of Participants

Pseudonym Sex Sector Post
Anne Female Primary Classroom teacher (CT)
Bryan Male Primary Headteacher (HT)
Colin Male Secondary Classroom teacher (CT)
Diane Female Secondary Depute Headteacher (DHT)
Elaine Female Secondary Depute Headteacher (DHT)
Fiona Female Primary Classroom teacher (CT)
Gail Female Primary Classroom teacher (CT)
Harry Male Secondary Principal teacher (PT)
Ivy Female Primary Depute Headteacher (DHT)
Joanne Female Secondary Classroom teacher (CT)
Laura Female Secondary Acting Depute Headteacher
(Acting DHT)
Mary Female Primary Classroom teacher (CT)

In breaking down the demographics to give a fuller picture of the sample:

e the proportion of males to females reflects the gender composition in the teaching

profession in Scotland;

e The number of participants in the sample was evenly distributed across primary

and secondary sectors;

e Six participants identified as classroom teachers and six identified as being in a

promoted post.

e Figure 14 below, shows the distribution of participants across Scotland.
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Figure 14 Distribution of Participants across Scotland

5.4.1.5 Saturation

Morse (1994) commented that in qualitative research saturation is an ‘elastic concept’, as
there are no definitive guidelines for researchers to ensure their sample size will provide
saturation. Constantinou, Georgiou & Perdikogianni (2017) suggest that data saturation is
“the flagship of validity of qualitative research” (p. 585), this suggests saturation is a test
for ‘completeness’. Glaser & Strauss (1967) define saturation as the point at which there

was “no additional data” (p. 65). Charmaz (2006) similarly referred to this as “no new
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properties” (p. 189) and Guest, Bunce & Johnson (2006) described saturation as “the point
in data collection and analysis when there is no new information” or “thematic exhaustion”
(p. 65). Alternatively, Dey (1999) suggests it as an “unfortunate metaphor” (p. 257). My
position on saturation agrees with Braun and Clarke (2021) who drew on Low’s (2019)
insights and stated, “Low (2019) went further, arguing that saturation defined as no new
information is a logic fallacy, as there are always new theoretical insights to be made as
long as data continues to be collected and analysed” (p. 131). Therefore, in this research
which employed reflexive thematic analysis, discussed more fully below in 5.5.1 Reflexive
Thematic Analysis, the codes were not fixed prior to analysis but evolved, changed, merged
and were divided as the analysis took place. This was in response to my deep engagement

with, and interpretation and analysis of the data.

Romney, Batchelor & Weller (1986) found that small samples were sufficient if the
“participants possess a certain degree of expertise about the domain of inquiry (cultural
competence)” (p. 326), which | had in my research, as the participants had all enacted
Professional Standards as part of the PU process. Therefore, saturation was less important
as | was collecting teachers’ perspectives and then interpreting this data to understand
how it related to my research questions. In reflexive thematic analysis, as Braun & Clarke
(2021) state, “It is nigh on impossible to define what will count as saturation in advance of
analysis, because we don’t know what our analysis will be, until we do it” (p. 211).
However, | did ensure there was space and time to conduct a second semi-structured

interview if | had insufficient data to support my assertions.

5.4.2 Semi-Structured Interviews

As discussed in 5.2.2 Case Study, | assert that semi-structured interviews were the best
data collection tool for this research, as the data gathered addressed the aim of the
research through a conversational style. This allowed me to explore how participants
interpret their own world through verbal and non-verbal means, how they perceive
connections between their thoughts, behaviours and the world around them, as they
explore and interpret their experiences (Bryman, 2012; Hochschild, 2009; Tong, Sainsbury
& Craig, 2007). In addition, semi-structured interviews were appropriate as this gave me
some control over the line of questioning (Creswell, 2014), to ensure the responses added

to the discussion about the enactment of Professional Standards. Therefore, the main body
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of the data was derived from a semi-structured interview approach, as discussed in 5.3.5.
The Impact of the Covid-19 Pandemic on this Research, as access to research sites and time,

were limiting factors.

In this research, the focus of the interview is somewhat narrow, focusing on exploring the
enactment of Professional Standards, therefore | judged on balance that one interview
would yield sufficient data, compared to the expense of time and effort it would require to
complete multiple interviews. However, space was created within the participant
information form (see Appendix 3 Participant Information Form), and the timeline for me to
go back to participants if | felt a second conversation would be helpful for further data
collection. This proved unnecessary as the analysis yielded sufficient data to interpret into

substantial themes that supported the aim of this research.

5.4.3 Developing the Interview Schedule

An interview schedule was created and used to support the conversations in the semi-
structured interviews. In this case, my research questions were translated into manageable
questions that could be explored with the participants, as Mears (2017) suggested
participants will not answer your research questions for you. As the objective of the
interview was to explore teachers’ experiences of the enactment of Professional Standards,
| anticipated a high level of understanding and personal insights from the teachers, but
through the interview schedule created a pathway that followed a conversation about the

use of Professional Standards in practice.

In qualitative research, the types of questions asked via semi-structured interviews are
diverse. Most interviewers will ask a set of questions that have a degree of commonality.
Different authors have categorised questions into headings to help interviewers to
structure their interview schedule. Table 4 shows examples of question categories offered
by some authors. It is important to note, that although categories of questions have been

offered, these categories are not distinct and may overlap.

Table 4 Categories of Questions for Semi-Structured Interviews
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Kvale (1996) Charmaz Guest, Bunce & | Patton (2015) Cohen, Manion
(2002) Johnson (2006) & Morrison
(2018)
Introductory Initial Demographic Background/ Descriptive
Follow up Intermediate Open-ended demographics Experience
Probing Ending key questions Experience/ Behaviour
Specifying Open-ended behaviour Knowledge
Direct sub-questions Opinion/ values | Construct-
Indirect Prompts and Feelings forming
Structuring probes Knowledge Contrast
Interpreting Sensory Feeling
And silence Sensory
Background

Demographic

The interview schedule created complied with Guest, Bunce & Johnson’s (2006) model,

where demographics were collected as a way of participants introducing themselves by

briefly sharing their teaching career history. This was followed by a discussion about

significant professional learning undertaken to support the participants to ‘relax’ into the

conversation, by sharing a real-life experience of professional learning. The discussion then

moved on to what support was available to help them to enact Professional Standards,

before discussing how Professional Standards are perceived through the discourse in their

context, linking to their perception of the purposes of Professional Standards. Finally, broad

sweeping questions allowed participants to add any further comments about the

enactment of Professional Standards (see Appendix 5 Interview Schedule). Drawing on the

model offered by Guest, Bunce & Johnson (2006), | used open-ended key questions and

open-ended sub-questions, prompts and probes. For example, the indicative questions and

prompts in the area focusing on the enactment of Professional Standards are shown in

Table 5.

Table 5

Indicative Questions and Prompts from Interview Schedule

Indicative questions

Prompts
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Where do you get information from about | If the response is no-one - How do you use

Professional Standards? Professional Standards?

Who helps you to use Professional

Standards?
Who do you help interpret Professional Support others - What does this support
Standards? look like?

Sub-questions, prompts and probes were prepared, and used as part of the interview
schedule as appropriate, to elicit further information and allow flexibility to explore issues
that arose during the interview (Doody & Noonan, 2013; Guest, Bunce & Johnson, 2006;
Tong, Sainsbury & Craig, 2007). Prompts and probes were useful tools to further explore
answers to the areas of interest (Drever, 1995; King, Horrocks & Brooks, 2019; Patton,
1980; Wellington, 2015). Probes can be categorised into three subsections: clarification,
completion or elaboration (King, Horrocks & Brooks, 2019). Clarification probes were used
when it appeared that the participant did not understand the question, so the question
was repeated or reframed. Completion probes were also used to ask participants to extend
their answers, or to ensure that they were finished talking. Elaboration probes were also
used to give space for a more developed answer, where participants were offered to
confirm, clarify, explain further, make connections or extend answers. However, | heeded
the advice of authors who suggested that probes should be used judiciously (Cohen,

Mannion & Morrison, 2018; Drever, 1995).

5.4.4 Conducting the Interview

Various authors (Borg & Gall, 1989; Bryman, 2012; Cohen, Mannion & Morrison, 2018;
Kvale, 1996) offer advice and criteria for successful semi-structured interviews which was
followed in my research. This included drawing on my deep knowledge of Professional
Standards, providing a structured space for the participants to engage with clear and
concise questions, but also steering the interview to ensure appropriate data was collected.
Throughout, | was continually aware of ethical considerations; for example, | heeded
Denscombe’s (2014) advice to be sensitive and non-judgemental, to use active listening

skills and silences, and | used prompts and probes to check understanding.
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Interviewing required me to fully concentrate on what was being said, rather than passively
‘hearing’ the message of the speaker, otherwise known as ‘active listening’, without being
“intrusive” (Bryman,2012, p. 478). Gillham (2000) suggests that the interviewer should
listen far more than they speak and emphasises this point in stating that, “skilled
interviewers are remarkable for the economy of what they say” (p. 28). | consciously

adhered to this advice during the semi-structured interviews.

The interviews were set up via the Microsoft Teams platform, to give as an authentic
experience as possible, given face-to-face interviews were not possible due to lockdown in
response to the Covid-19 pandemic. There were technical issues during the first interview
which meant this had to take place by telephone instead. As the first interview was
conducted this way, | decided that to ensure consistency of approach all interviews would
be conducted in the same way. | acknowledge the limitations of this method. The most
obvious being the lack of insight through body language and visual cues which enhance
conversational flow. Accordingly, | increased the number of paralinguistic utterances to
encourage participants to continue to share their experiences. Checking my understanding
was important, alongside careful listening and then re-listening to the interviews,
annotating transcripts with pauses, emphasis, silence and sighs. King, Horrocks & Brooks
(2019) note that “the challenge is to balance the need to attend to what is being said and
to framing your questions in response, and the need to keep interviewing flowing
reasonably smoothly” (p. 76). | mitigated this as far as possible, by recording the interview
via voice memos on an iPad for verbatim transcription and taking brief notes to add to the

data set.

Prior to conducting the interviews, all participants returned a signed consent form via
email, agreeing to take part in the research. Participants were also provided with an outline

of the research project, and all agreed to be recorded.

5.4.5 Audio Recording of Semi-Structured Interviews

All interviews were audio recorded using the voice memo app on an iPad. This afforded me

an opportunity to authentically add to the transcripts and for a thorough examination of
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what and how something was said, alongside the chance to re-listen to the interviews on

numerous occasions (Borg & Gall, 1998).

From the auditory recordings, a verbatim transcript was produced for each of the
interviews using a standardised transcription protocol (McLellan, MacQueen & Neidig,
2003). Transcripts were produced by a reliable transcription service provider. | complied
with the requirements of GDPR (2018) which outlines the legal stance on the collecting,
storing, and sharing of personal information and recognised participants’ legal rights to
confidentiality and anonymity, and therefore assigned each participant a pseudonym. The
anonymised data sources were shared via encrypted email for transcription purposes with
the third party, Transcription Scotland, which is a GDPR-compliant transcription provider. In
previous research, | have employed the services of this third-party transcription provider

and am confident in the security procedures used by this organisation.

As King, Horrocks and Brooks (2019) comment, verbatim transcripts are very time
consuming, and the time commitment involved in transcribing the individual interviews
was excessively prohibitive given personal and professional competing demands generated
by the ongoing Covid-19 pandemic. | recognize that this decision for a third-party
transcription may be questioned by other researchers who see transcription as “a key
phase of data analysis within the interpretive qualitative methodology” (Bird, 2005, p. 227)
and can help researchers become familiar with the data. The verbatim transcripts were
listened to repeatedly and annotated to include pauses, emphasis, silence and sighs to
ensure all data was recorded to mitigate as far as possible the limitations of a telephone
interview and respond to the loss of social dynamics during transcription, as transcription is
the “translation from one set of rules (oral and interpersonal) to another remote rule
system (written language)” (Cohen, Mannion & Morrison, 2018, p. 23). As Powney & Watts
(1987) note:

Talk is dynamic — a quality it loses as soon as it is collected in anyway. It is

somewhat...like catching rain in a bucket for later display. What you end up with is

water, which is only a little like rain. (p. 16)

5.5 Qualitative Data Analysis
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Although there are different schools of thought around qualitative approaches to data
analysis, data is usually collected as text, image or sound, with text being the most
prevalent in education research. As this was an interpretive study, the text data was
analysed and interpreted. However, as Patton (2002) suggests, there is no simple formula
to do this, as even using the same methodology, other researchers could not be expected
to produce the same findings as these rely heavily on participant, context, conversation
and interpretation (Cohen, Manion & Morrison, 2019). In this research, my interpretive
lens was used to create meaning from the data and produce a credible critical commentary
through the interpretation of conversations with participants. Before analysis was
undertaken, the data from the semi-structured interviews was prepared. The aim of data
preparation was to make the data set manageable, “retaining as much of the original
information as possible and avoiding distortions” (Drever, 1995, p. 60). From the
transcripts, it was clear as Gillham (2000) puts it, that “most of what people say is
redundant” (p. 60). Each interview was interrogated by repeated listening, reading and

annotating the transcripts.

5.5.1 Reflexive Thematic Analysis

Thematic analysis is best thought of as a “family of methods” (Braun & Clarke, 2021) and
therefore does not have a single meaning but can be used within a wide range of
theoretical frameworks (Braun & Clarke, 2014). Reflexive thematic analysis recognises the
importance of researcher subjectivity as an analytic tool and associated reflective
engagement with theory, data and interpretation. The analytical process involves as Braun
& Clarke (2021) suggest, “immersion in the data, reading, reflecting, questioning,
imagining, wondering, writing, retreating, returning” (p. 5), or as Ho, Chiang & Leung (2017)
suggest, it is “dwelling with the data” (p. 1760), to develop a nuanced analysis that

produces rich and complex themes.

Reflexive thematic analysis as a research method was appropriate in my research, as my
research aim, philosophical, theoretical and methodological assumptions are coherent
(Chamberlain et al., 2011; Tracy, 2010). Reflexive thematic analysis provided a way of
organising and describing a complex and text rich data set into a credible narrative, which

goes “beyond experiential phenomena to social processes and the social construction of
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meaning” (Braun & Clarke, 2021, p. 6). This analysis was generated from the ‘free-flowing

text’ of the semi-structured interviews, creating codes. Themes were developed from

codes, at the “intersection of the data, the researcher’s subjectivity, theoretical and

conceptual understanding, training experience” (Braun & Clarke, 2021, p. 7). The themes

were used to present a coherent narrative of the data.

‘Emerging themes’ is a common expression used in describing thematic analysis. Braun &

Clarke (2008) contest that ‘themes emerge’, with Taylor and Ussher (2001) suggesting that

this positions the researcher in a passive role, rather than an active one. Ely et al., (1997)

state that the language of emerging themes:

...can be misinterpreted to mean that themes ‘reside’ in the data, and if we just

look hard enough, they will ‘emerge’ like Venus from the half shell. If themes

‘reside’ anywhere, they reside in our heads from our thinking about our data and

creating links as we understand them. (pp. 205-6).

Braun & Clarke (2006, 2012, 2013) explain reflexive thematic analysis as a six-stage process

for data engagement, coding and theme development, as shown in Table 6.

Table 6 Braun & Clarke (2006, 2012, 2013) Reflexive Thematic Analysis Process

Phases of thematic analysis

Phase Description of the process

1 Familiarizing yourself Transcribing data (if necessary), reading and

with your data re-reading the data, noting down initial
ideas.

2 Generating initial descriptive | Coding interesting features of the datain a

codes systematic fashion across the entire data set,
collating data relevant to each code.

3 Searching for themes Collating codes into potential themes,
gathering all data relevant to each potential
theme.

4 Reviewing themes Checking if the themes work in relation to
the coded extracts (Level 1) and the entire
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data set (Level 2), generating a thematic

‘map’ of the analysis.

5 Defining and naming themes Ongoing analysis to refine the specifics of
each theme and the overall story the
analysis tells, generating clear definitions

and names for each theme.

6 Producing the report: The final opportunity for analysis. Selection
of vivid, compelling extract examples, final
analysis of selected extracts, relating back of
the analysis to the research question and

literature, producing a scholarly report of

the analysis.

Within this research, | chose to use a Computer Aided Qualitative Data Analysis (CAQDA),
NVivo, to support the interpretation and verification of the data, to create descriptive

codes and themes, (Kelle, 2004; Gibbs et al., 2005), and to organise and structure data for
analysis. NVivo was chosen as it provided useful tools to manage data and ideas, queries,

visualizations of data and reporting (Bazeley & Jackson, 2013, p. 3).

As with any decisions made during a research project, there are benefits and costs. Woods
et al. (2016) argue that applications such as NVivo can undermine reflexivity by being used
unthinkingly, which can lead to an oversimplification of complex issues. However, | align
with the view that applications do not analyse data, therefore there is still a need for “the
human touch” (Cohen et al., 2018, p. 650). | agree with Garcia-Horta & Guerra-Ramos
(2009) that CAQDA does not replace the capability of the researcher to “assign meaning,
identify similarities and differences, establish relations’ between data” (p. 152). Although it
has been argued that using a CAQDA may lead to the analysis feeling one step removed
from the data, (see Fielding & Lee, 1998; Bazeley & Jackson, 2013), this was mitigated by
carefully thinking about how NVivo was used to support the preparation and analysis of the
data. | ensured context was not lost in the simplification of the data through the coding
process (Gibbs, 2012; Glaser & Laudel, 2013) by reflecting on the verbatim transcriptions

frequently.
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5.5.1.1 Phase 1 - Familiarisation with the Data and Transcription

The data in this research was collected through semi-structured interviews. During the
interviews, as | listened to the participants respond and share their experiences, any initial
analysis, or formation of thoughts and ideas that piqued my interest (Braun & Clarke, 2006)
were recorded in my field notes. As discussed in 5.4.3 Audio Recording of Semi-Structured
Interviews, | elected to get full verbatim transcriptions (by a third party) for each interview,
which were supplemented by my field notes. This acknowledged that semi-structured
interviews are a dialogue between two people and are, therefore “shaped by the process
of interaction, the interplay of question and answer” (Drever 1995, p. 62). At this stage of
the research, the researcher may engage in member checking, a process also known as
participant or respondent validity. In this, each participant receives the verbatim transcript
of their semi-structured interview to check for accuracy and ensure this resonates with
their experience. However, | elected not to do this as my interpretations and analysis are
influenced by theory, and literature alongside the interpretation of the data from the semi-
structured interviews and so as previously stated in 5.3.2 Reflexivity, this will be the
“construction of the constructions of the actors being studied” (Racher & Robinson, 2002,

p. 469).

5.5.1.2 Phase 2 - Generating Initial Descriptive Codes

Through the familiarisation phase of the analysis, potential descriptive codes were
identified from reading and listening to the semi-structured interviews, to capture
recurring features of the data and to initiate the latent thematic analysis. Latent level
analysis focuses on the “underlying ideas, assumptions and conceptualisations —and
ideologies — that are theorised as shaping or informing the semantic content of the data”
(Braun & Clarke, 2006, p. 84). In this qualitative interpretive research, the creation of
descriptive codes involved making judgements about latent meanings, that is, interpreting
what participants ‘meant’ by what they said (Gillham, 2000, p. 69). This brought together
what participants expressed in different ways and relied on my interpretation and
judgement. Therefore, the descriptive codes are ‘subjective’ rather than ‘objective’, but are
made explicit in Table 7 below, to ensure the integrity of the research (Gillham, 2000, p.

70).
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Table 7 Descriptive Codes

Code

Description

Applications

Appearing on application forms for promoted posts to

align Professional Standards with role.

Celebrating success

Help reflect upon and celebrate my successes in my daily

practice.

Chartered teacher

Professional Standards underpinned the Chartered
Teacher Programme, continuing to use these to support

my learning.

Coaching

Coaching conversations, a mentor or reflective partner
are supportive to help me reflect on my learning,

sometimes using coaching wheels.

Formal professional learning

Professional Standards underpin professional learning
such as Supporting Teacher Learning, Practitioner
Enquiry, Master level learning, programmes from SSERC

and Into Headship.

GTCS Positionality and importance of GTC Scotland in the
Scottish educational landscape, particularly in connection
with the induction year, also GTC Scotland website is
helpful as a resource.

HGIOS 4 Prominent in school cultures as an evaluation and
external accountability mechanism.

Leadership Emphasis on the importance of school leaders as role
models when using Professional Standards.

Policy Are Professional Standards policy?

Power How P-political and p-political influence the use of
Professional Standards.

PRD Professional Standards as a guide for PRD.

Probation Professional Standards as a benchmark for the

induction year.
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Professional dialogue

Professional Standards surfaced through informal,

formal, and collaborative working.

Professional learning

Professional Standards support engagement in
professional learning as a framework for self-evaluation

and identification of next steps.

Professional practice

Professional Standards underpin practice and self-

improvement, also used as reference material.

Professional Update

Professional Standards used to underpin PU processes
and highlight responsibility of teachers in this process to

complete ‘sign-off.’

Professional values

Professional Standards are important but need to be

talked about more and some definitions are ‘loose.’

Professionals

We are professionals, part of the teaching profession and
Professional Standards are integral to teacher

professionalism.

Purpose of Professional

Standards

Professional Standards provide a framework to self-
evaluate practice, underpin practitioner enquiry, act as a
guide of professionalism for teachers, are a baseline for

entry to profession, but may be used punitively.

School culture

Culture has an open-door policy, which is supportive.

Self-evaluation

Professional Standards support critical self-reflection.

Structure of Professional

Standards

Structure is unhelpful in terms of language and tone.

Teaching as a vocation

Is teaching a vocation?

Using Professional Standards

Professional Standards are used to lead my professional
learning by providing a self-evaluation framework, they
are a benchmark to be maintained and a mark of
professionalism and are used in PU, particularly in the

PRD process.

Through this phase, it was important to be flexible and responsive to many potential

themes and to retain context as much as possible to counteract Bryman’s (2001) criticism

that in coding, context can be lost. It was also necessary to ensure that the category
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content statements are comprehensive (Gillham, 2000, p. 70). Thus, the latent thematic

analysis involved interpretations that highlighted text from the transcripts that helped me

understand participants’ views, experiences and perceptions (King, Horrocks & Brooks,

2019). For example, the following extract from Joanne was coded as professional dialogue.

Joanne: So, I’'m very conscious of that going on in the background, and then

it appears on the documents at any collegiate time. I’m not sure

that discussion goes on quite as overtly in other parts of the school.

| think the discussions are there, but whether they overtly mention

the standards, they are probably discussing them but not using

those words.

5.5.1.3 Phase 3 —Searching for Themes

An integral part of reflexive thematic analysis is to demonstrate how themes were

developed through the analysis of the data. The descriptive codes were brought together

into themes that “reflect patterns at both a broader, and more ‘abstracted’ level than

codes” (Braun & Clarke, 2021). King, Horrocks & Brooks (2019) state, “it is impossible to set

hard and fast rules as to what should be identified as a ‘theme
professional judgement was used to decide what was relevant and what characterised

particular perceptions or experiences, and what should be discarded.

(p. 200). Nevertheless, my

The initial descriptive codes were extracted from NVivo into an Excel spreadsheet. Themes

were interpreted from the descriptive codes, see Table 8, ensuring that each theme was

unique, distinct and well defined. The themes captured an aspect of “something important

about the data” (Braun & Clarke, 2008, p. 82) and brought “together components or

fragments of ideas or experiences, which often are meaningless when viewed alone"

(Leininger, 1985, p. 60). Themes generated from the descriptive codes were then used to

manage the data in NVivo, to give a data set from which interpretations and inferences

could be made.

Table 8 Descriptive Codes Leading to Themes

Descriptive Code

Theme
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Policy

Professionals

Purpose of Professional Standards

GTC Scotland

Teacher Perceptions of

Professionals Standards

How Good Is Our School 4

Professional Dialogue

Structure of Professional Standards

Policy discourse

Applications

Celebrating Success

Chartered Teacher

Coaching

Formal Professional Learning

Leadership

PRD

Probation

Professional Learning

Professional Practice

Professional Update

Professional Values

School Culture

Self-evaluation

Using Professional Standards

Enactment of Professional

Standards

Power

Teaching as a Vocation

Notable narratives

concepts from the data, which pieced together participants’ collective experiences. For

Professional Standards are used to support self-evaluation to enhance professionalism.

The themes supported the rich thematic description of the research and characterised key

example, Diane and Fiona use different language, but both suggest that in their experience,

I think they’re a guide or a route map of what it means to be an effective

professional.
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Fiona: | see them as there to guide you. That’s the professional standard that you
have to achieve, like your contract. That’s what you’re supposed to be
doing. So, you need to try and achieve that. And the purpose is there to

guide you, so you know what to do, really.

Some descriptive codes did not fit themes or were raised by only one participant; such

cases as these were retained in the ‘notable’ category.

5.5.1.4 Phase 4 - Reviewing Themes

Using the created themes, the data set was then reconsidered to ensure the robustness
and reliability of each theme. A full re-reading of the data set supported the
appropriateness of the themes. Patton (1990) suggests that useful criteria for checking the
appropriateness of themes can be achieved by using internal homogeneity. Homogeneity
refers to the coherence of data within a theme. For example, in the theme ‘probation’
there is homogeneity around the way participants discussed the role of the supporter, to
support probationers to enact Professional Standards as shown below in extracts from

Elaine, Fiona and lvy.

Elaine: One of the things I think is done really well is what is the offer for
probationers, newly qualified teachers. | think that offer is really good, it’s

well supported. Having the mentors and whatever.

Fiona: The younger teachers, the ones who are on probation, they’re engaging
with the standards in a different way, and they are looking at it and filling
in their profiles or whatever. And the probationers are talking about
standards, there’s a lot of chat from them about the standards and meeting

the standards, and the mentor who is involved.

lvy: For me, one aspect | would look at is that | mentor newly qualified teachers.
So, obviously they have a massive role there in them identifying their areas
of development, their next steps, and looking across the piece to make sure

they’re thinking of all the different aspects. So, | think going to those in a lot
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of depth, it supports all the dialogue you have with the practitioners and

things like that, the NQTs, so | use it a lot when I’m supporting them.

5.5.1.5 Phase 5 - Defining and Naming Themes

The final stage of redefining the themes involved the identification of the uniqueness of the
theme, why this is of interest and if there were sub-themes, how these fit together and tell

different parts of the experiences of teachers, see Table 8.

5.5.1.6 Phase 6 — Creating the Report

Braun & Clarke (2006), suggest that the report needs to weave the interpretation of the
data from the participant’s experiences, with Gillham (2000) stating that “the essential
character of writing up interview data is to weave a narrative which is interpolated with
illustrative quotes” (p. 74). In this way, | interpreted what the participants were saying and
spotlighted their thoughts and understandings. However, Gillham (2000) goes on to caution
against selective bias, by stating that researchers need to “guard against selecting
quotations that suit your particular preference or present a neater picture” (p. 76). Some
parts of the conversations were concerning as a teacher and researcher. For example, in
the extracts below from Anne and Laura, the purpose of PU is clearly not being understood.
The PU process, as | understand it, is a supportive process that enhances teacher
professionalism, here is being reduced to a bureaucratic process. However, these have
been reported faithfully in this report, rather than ignoring these comments to paint a

rosier picture.

Anne: And also the year that | had to type everything in, because maybe the two
or three years before | was typing stuff in, but certainly not everything | was
doing, and not using it properly, but the year that | was typing everything
in, I was really engaging with it and making the links between the
standards and the evidence and things | had trained in and things | had
actioned in the school. But, really, that experience of linking everything so
closely with it happened in that year, probably in that year only. But when |

was going on to do other courses, that encourages interaction with it again.
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Laura: So, qualities and standards and collegiate practice, we don’t even go there.
We just get “oh my goodness, who's to sign off? Have you done

everything?”

5.6 Summary of Methodology

In this chapter, | discussed my learning through choosing the most appropriate
methodology including ethical considerations for this research. | explored my own
ontological and epistemological stances and how personal and professional experiences
have influenced how | am present in my research. Part of this was an exploration of my
own research philosophy, including a consideration of the inherent power dynamic in this

research.

The original case study approach had to be amended because of the Covid-19 pandemic,
resulting in accessing a different sample. Semi-structured interviews were conducted to
capture teachers’ voices to address the research questions and inferences were drawn

from the data in an authentic and trustworthy way.

My approach to appropriate methods of data collection is discussed. Here, | used purposive
sampling to ensure a variety of teacher perspectives on the enactment of Professional
Standards were captured. Using literature to underpin the structure of and deployment of
semi-structured interviews, a pilot study was used to verify the trustworthiness of the
approach taken. The data collected was analysed through the framework offered by Braun
& Clarke (2006, 2012, 2013). Following this six-stage approach, my data was interpreted,

coded and drawn into themes which are discussed in Chapter 6 — Analysis.

Having now discussed the theoretical framework (Chapter 1), the literature (Chapters 2-4),
and the methodology (Chapter 5), | now turn to the analysis of the data. | have purposefully
used the word analysis rather than findings, where my analytical observations are
contextualised in relation to the existing knowledge and theory. In Chapter 6, | offer my
analysis of the data from the semi-structured interviews, which are then discussed in more
depth in Chapter 7. Chapter 8 outlines my contribution to knowledge through this
research, with my conclusions and ideas for further research outlined in Chapter 9 as

shown in Figure 15.
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Chapter 9

Chapter 8
Chapter 6 Chapter 7 P Conclusions

Contribution

Analysis Discussion to Knowledge and Future
Research

Figure 15 Outline of Final Four Chapters
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Chapter 6 — Analysis

In Chapter Six, | share my analysis of the data from the interviews conducted, to better
understand how teachers enact Professional Standards in Scotland. Here, | offer an
analytical narrative to explain the meanings and significance of the data and this informed
the discussion about teachers’ perceptions of Professional Standards, policy discourse and

the enactment of Professional Standards that follow in Chapter Seven.

This chapter begins with a discussion about the positioning of Professional Standards by
teachers in the macro discourse, where teachers suggest that Professional Standards are
not conceived to be policy texts. Teachers in this research accept positions in the macro
discourse and this may be perpetuated by the lack of clarity about the multiple purposes of
Professional Standards and also comments on the positionality of GTC Scotland in Scottish

education.

The chapter moves on to a discussion about the support for the enactment of Professional
Standards. Within this, | outline how the enactment of Professional Standards is supported
by a coaching approach and when modelled by school leaders, Professional Standards are
used as a self-evaluation framework to support teacher professional growth over time and
to underpin formal professional learning. However, this is not the case across the whole
education system, with some teachers discussing Professional Standards as technical texts
which are used most frequently and retrospectively to inform Professional Review and

Development (PRD).

6.1  Teacher Perceptions of Professional Standards

Professional Standards are posited by the professional body for teachers, GTC Scotland, to
be integral to, and underpins a teachers’ professional relationships and practices. However,
in this first section, my analysis suggests that Professional Standards are not enacted as a

‘way of being’ as suggested by GTC Scotland on their website.

6.1.1 Conceptualisation of Professional Standards by Teachers
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One of my interpretations of the data is that GTC Scotland narrative is rejected by most of
the teachers who participated in this research, regardless of role or remit. lvy (DHT)
commented that within the current policy landscape, other policies, for example, How
Good is Our School 4 (HGIOS 4) (2015) are prioritised, perhaps demonstrating that policies

that are linked to external accountability are given more prominence.

lvy (DHT): But, you see, it’s competing against HGIOS 4. So, when | got my meetings,
what we were reflecting on was how you were doing as a department or how
you were doing as a faculty, rather than how you’re doing as a teacher. If you
were doing that as a teacher, it was probably against the school objectives,
and they were kind of taken from How Good Is Our School. And | think more
than that, the thing that is more persuasive to them is actually to refer to
HGIOS 4, and people are going to come into their school, and they won’t have
a choice, and they will watch them. And I’m thinking of our practice when we
have an in-service day or when it’s planning for improvement time after school,
there’s always an agenda and the agenda always has the HGIOS aspects at the

top.

Within this framing of HGIOS 4 (2015), external accountability is being privileged. This has
resonance with what Bourke and Lidstone (2015), drawing on the work of Stubbs (1983),
describe as some policies being able to “exercise more strategic relations of power and
have political strengths” (p. 836). HGIOS 4 (2015) is a policy of self-evaluation as the
starting point for school improvement linked to external accountability, whereas
Professional Standards supports individual self-evaluation, reflection and development and
is based on individual accountability. This may suggest that external accountability may be
being used to define teacher professionalism, rather than the profession themselves.
Kennedy (2008) notes that local authorities and Her Majesty's Inspector of Education
(HMle) continually monitor the progress of schools through school improvement planning
linked to policies such as HGIOS 4 (2015), this suggests that organisational professionalism
(Evetts, 2013) is being privileged. This reduces the possibility of occupational
professionalism (Evetts, 2013), as the ‘habit of mind’, and sets the default position of

professionalism to organisational professionalism (Evetts, 2013), which is externally
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imposed. If this is the case, then in my view, this minimises a key factor that could be

harnessed to drive school improvement, which is teacher professionalism.

In contrast to the other teachers in this research, Joanne (CT) rejected the micro-
positioning within the discourse of HGIOS 4 (2015). She appeared to be confident and
accountable for her own teaching practice, regardless of the policy context, demonstrating
how she positions herself within the nano discourse and her occupational professionalism

(Evetts, 2013) stance.

Joanne (CT):  it’s usually against one or two items, the learning and teaching and that
kind of thing. Beyond that, and maybe when we’re coming up to an inspection,
I would be frank, | don’t really read How Good Is Our School. It’s not something
I find all that helpful. Now, that’s maybe not a helpful statement, but | would
certainly say | refer to standards far more than I refer to How Good Is Our
School. My view on How Good Is Our School, if somebody comes in to watch
me teaching, on one day they’ll get one view, on another day they’ll get a
completely different view, because it’s a one-off twenty minutes, half an hour,
view of an hour’s lesson, which might have gone pear-shaped for all sorts of

reasons.

For some teachers in this research, Professional Standards are integral to their notion of
teacher professionalism, where they are used to guide reflection on their practice and
underpin their professional actions, as a ‘way of being’ or a ‘habit.” This agentic

engagement with Professional Standards is discussed by Joanne (CT).

Joanne (CT): | think there’s a small core who will constantly refer back to standards
because it’s just part of what they’re used to doing, but | think on the whole it’s
just such a busy job that many staff actually just find they haven’t got into the
habit of constantly doing that. Because | think if you’re in the habit of it,
it’s actually no harder, and it doesn’t take extra time. But because you’re not in
the habit of it, it does take you a little bit longer to refer back and go “which

part?” and you give up on the timescale.
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Although not explicitly found in my research, there is also the possibility that teachers use
Professional Standards to justify their practice, particularly as the advice from GTC Scotland
suggests that during their annual PRD, “locally-agreed policies will direct teachers as to how
they should engage in the formal part of the PRD process” (GTC Scotland, 2019, p. 13). This
advice also suggests that the recording of professional learning should “provide a quick
synopsis or a series of bullet points as a reminder or aide memoire” (GTC Scotland, 2019, p.
13), thus implying that professional learning is a requirement as well as a professional

development activity.

6.1.2 Professional Standards should be a Contested Proposition

Professional Standards, as with any policy, should be critically engaged with and contested
to understand the rationale and potential impact, as policy is ‘made real’ when enacted
into professional practice (Savage & Lewis, 2018). As teachers in this study did not seem to
consider Professional Standards as policy, then these policies may not be contested or
enacted. Harry (PT) and Joanne (CT) share their views on how policy should be critically

engaged with.

Harry (PT): You’d want more policy to be contested, because if we can get teachers

contesting things then we know they are passionate and engaging.

Joanne (CT):  It’s interesting, when we were doing the critical reading and writing course,
some of the academics were making the key point that actually some of these
documents have come in without any real critical consideration of what’s

in them.
From these comments, Harry (PT) is calling for teachers to ask more questions of policy,
and Joanne (CT) is suggesting teachers should exercise their criticality when engaging with

policy.

6.1.3 Purposes of Professional Standards
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There are different purposes for Professional Standards. Most teachers in my research
agreed that they serve as a baseline, a framework or guide to support professional growth,
as discussed by Harry (PT) and Diane (DHT). They accepted the storyline that having

Professional Standards is integral to being part of the teaching profession in Scotland.

Harry (PT): | would say it’s almost like your baseline standard. Almost like a description
of you as a teacher, of what’s expected of you as a teacher, your knowledge,
your competence. And there to support your progress, to remind you that this

is what you should be reflecting on. Just like your little guide.

Diane (DHT): ...they’re a guide or a route map of what it means to be an effective
professional. They’re the standards that we should be measuring ourselves by.
And it’s your own professional growth as well, you can see the areas where
maybe you need to focus your work, or as a school to have teams of staff
working towards certain areas can improve the whole school. There are
different uses for it, | think. But ultimately, it’s quite a personal thing where you
know that you’ve met a certain standard, but you need to keep working on
them. You can’t just say “that’s me, I’'ve got that certificate, | can stop now.”

It’s something that you’re constantly working and constantly growing in.

A few teachers commented that although the purpose of Professional Standards is to act as
a guide to professional ways of being and practice, it is the individual interpretation of
these that creates the rich tapestry of the teaching profession. Some teachers in this
research position within the nano discourse of Professional Standards, demonstrating their
alignment with an occupational professionalism model (Evetts, 2013), as shown by

comments from Gail (CT) and Joanne (CT).

Gail (CT): What your standards are, what your professional standards are, are your
guide. But in that way, you are different from the person who is teaching in the
next classroom, although you’re all doing the same thing, you all have the
same guides and baselines. You’re very much coming across in a different way,
I think. You have your own ways. So, it’s not trying to make you this person, it

is the person you are.
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Joanne (CT):  |see them as twofold; | suppose. | see them as a way to self-assess, to self-
evaluate, to see where I’'m at. But also, | suppose, maybe the same, to see
where | need to go. So, what is it that | want to improve? But | also use it to say

| want to do more of this.

Fiona (CT) and Harry (PT) through their comments, also suggested that although they
consider Professional Standards as a self-evaluation framework, they accept the rights,
duties and obligations to use the Professional Standards as part of their ‘contract’ or ‘job,’

thus aligning with an organisational professionalism stance (Evetts, 2013).

Fiona (CT): | see them as there to guide you. That’s the professional standard that
you have to achieve, like your contract. That’s what you’re supposed to be
doing. So, you need to try and achieve that. And the purpose is there to

guide you, so you know what to do, really.

Harry (PT): The purpose, | suppose, of the standards is to improve the professionalism
of the workforce, and to signpost what it is that teachers should be doing when
they’re reflecting on their own practice. That’s how | see them. “This is your
job, this is what you should be doing, this is what you should be reflecting

against.”

6.1.4 Professional Standards are Imposed on Teachers

Of the teachers interviewed, some considered Professional Standards, as imposed by an
external agency. This suggests that rather than an integral supportive professional
regulatory body, GTC Scotland is considered by some teachers in this research, as external
to teachers’ work. This suggests that Maciver’s (2003) ambition for GTC Scotland “to have a
pivotal role in changing the expectations of the teaching profession” (p. 1021) may not
have been realised. This perceived externality can lead to a lack of ownership of
Professional Standards, as commented by Harry (PT), or resentment as described by Elaine

(DHT) and Ivy (DHT).
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Harry (PT): I don’t think that people have that sense that it’s theirs. | think overall
they’re thinking “it’s something | have to do. If people are to see the GTCS as
“that’s ours, they’re with us”... and I’m not blaming the GTCS for this...it does

feel like an imposition to some people.

Elaine (DHT): | think for some staff, they almost see it as a bolt-on.

Ivy (DHT): Whereas some of our more experienced staff, they feel it’s something being
put on them, and | think they feel it’s quite bureaucratic, probably. So, that

would be my experience of hearing people talk about it.

From my analysis, | would suggest that one of the purposes of Professionals Standards
espoused by GTC Scotland, which is to create a shared language for teachers (GTCS, SFR,
2021) does not appear to be being achieved. The teachers in this research, all have a
minimum of five years post induction service. The opinions expressed here would perhaps
be different from newly qualified teachers, who are embedded in Professional Standards as
these are the benchmark for entry into the profession (see 6.3.5 Supporting Probationer
Teachers). Although beyond the scope of this research, this would be interesting to explore

in another study.

6.2  Policy Discourse

As previously discussed in 2.3 Policy as Discourse, in my view, policy discourse includes
written texts, thinking, speaking, dispositions, experiences, histories and the attitudes of
actors at multiple levels of the system. From the participant’s responses, | would suggest
that there is a general lack of discourse about Professional Standards, which is perpetuated
by a dearth of support for the enactment at the meso level and a lack of discursive

discourse at the micro and nano level, other than ensuring PRDs are completed.

6.2.1 Discourse of Professional Standards

My interpretation of the participant’s responses suggests that the GTC Scotland macro

discourse (see 2.3 Policy as Discourse) had not been translated into the micro and nano
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discourse about Professional Standards by teachers. Policy discourse is influenced by the
“common conventions and shared agreements” (Gee, 2015, p. 27) of any context. Given
the number of different contexts across the Scottish education system, this gives rise to
many discourses that may or may not align with the GTC Scotland narrative of Professional
Standards. Therefore, it must be noted that the macro policy discourse of Professional
Standards, established by GTC Scotland as part of the enactment process in 2012, does not

appear to have gained traction as commented on by Gail (CT).

Gail (CT): ...we don’t actually sit down and chat together about professional
standards, really, as a rule. We tend to be looking at other areas and what’s
out there and buzzwords and what’s coming in. And a lot of our meetings, even
our planning meetings, are more down to ourselves. We’ve changed from
being Head Teacher and management led, and it’s more about what we do as

a team ourselves.

6.2.2 Competing Narratives

The teachers in my research suggest that there are different narratives about the purposes
and uses of Professional Standards. Teachers’ actions, words and thoughts are often a
compromise between the narrative of power, the storylines, and the rights, duties and
obligations placed on teachers, alongside how teachers express their autonomous and
causal efficacy (Archer, 2000) when enacting policy. Teachers in this research suggested a
lack of meso, micro and nano level discourse about Professional Standards in their context,

as noted by Laura (Acting DHT) and Fiona (CT).

Laura (Acting DHT): No, nobody really mentions them, if I’'m perfectly honest.

Fiona (CT): I think if | talked to teacher friends and said there’s a new set of standards
coming out, they would go “oh!” but | don’t think it would be met with “well,

we know this, this is old news.” | think most people would be unaware that

there were huge changes afoot.

141



This challenges the narrative on the GTC Scotland website, which states that teachers were
“actively engaged” in the latest review process. It would be interesting to consider the
percentage of teachers that were “actively engaged,” however this is beyond the scope of

this research but could be part of future research about Professional Standards as policy.

Laura (Acting DHT) and Ivy (DHT) suggest that micro and nano discourse about Professional
Standards are not consistently supported through the meso discourse by their local
authorities, and therefore, are not happening frequently, if at all, in staffroom

conversations.

Laura (Acting DHT): If we’ve ever spoken about the standard, it may have been
something that’s come from the council as a child protection thing. But hand to

my heart and without dobbing anybody in, they’re not much.

lvy (DHT): I wouldn’t say if it was a staff room chat, I’'ve ever really heard people
talking about it, unless they’re complaining they need to do their update, or
they keep forgetting they need to log it...So, | haven’t heard a lot of informal
dialogue recently. It’s probably more formalised when we’re talking about it.

That’s been my experience.

6.2.3 The Language of Professional Standards

Joanne (CT) shared that the language of Professional Standards can make them difficult to
enact, this may be due to the way in which the professional actions are written, as Christie
(2003) states, in the development of Professional Standards “considerable emphasis was
placed on the proposition that the statements were rather to be considered as indicative or
illustrative” (p. 955), thus the professional actions can be ambiguous. However, Joanne (CT)
goes on to suggest that the spirit of the Professional Standards may be being used by

individuals when discussing their professional learning.

Joanne (CT):  So, I’'m very conscious of that going on in the background, | think the
discussions are there, but whether they overtly mention the standards, they are

probably discussing them but not using those words...There’s certainly more
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talk with my head about professional learning. How it links to standards is
variable, depending on who you’re talking to. There are some staff who talk

about that all the time, and it’s part of their being, if you like.

Diane (DHT) offered that perhaps the conversations about Professional Standards should
be a requirement of teachers to ensure they happen. This demonstrates her positionality in
regard to the model of professionalism that she believes is inherent within the Professional
Standards and would privilege organisational professionalism over occupational

professionalism (Evetts, 2013).

Diane (DHT):  They’re not talked about enough at all. It’s not given the space or the time
or the importance it should be. | think most people are fairly conscientious, |
suppose, so some people | think feel like other things are more of a priority and
it has got a wee bit lost...You could make things like discussions about the
standards set in stone, which could be for all of the off days in all schools. And |

think that is the level that schools need, because we do what we’re told mostly.

6.3 Enactment of Professional Standards

To enable teachers to enact Professional Standards, support is needed via the discourse,
school leadership and through collaboration with colleagues. From the analysis of the
teacher’s comments in this research, it can be suggested that there is support for the
enactment of Professional Standards in some contexts for teachers, to both enable

professional learning and support professional growth.

6.3.1 Support for Enactment

From the teacher’'s comments, there appears to be significant support for teachers in some
contexts for the enactment of Professional Standards at the micro and nano levels. It is
reported through the literature, that teachers often work alone with Professional
Standards (see Talbot, 2016). However, this does not appear to be the participant’s

experience, particularly when teachers engage in PRD, as noted by Harry (PT).
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Harry (PT): We’re all encouraged to do it [PRD]. | think there is a definite expectation
that people should be engaging with the standards. So, if somebody was to say
they don’t know where the standards are, it’s okay not knowing what they are,
because you don’t need to be a robot and spout them off, and the document
doesn’t lend itself to that anyway, but not knowing where they are, people

would be horrified.

The teachers in this research also indicated that coaching approaches are also helpful. For
example, Diane (DHT) shared that she uses a coaching approach to support her colleagues

to engage with Professional Standards as part of their PRD.

Diane (DHT): | was using the professional standards more at PRDs, that kind of thing.
And as a manager, | was supporting other people to do that...I do support my
team in my link departments. I’'m doing a coaching course just now. | particularly
use it with the PRDs that | do with my team, but also in meetings and things like
that...And that’s a starting point for everyone, it’s reminding everyone what the

standards are and how we should use them.

Fiona (CT) commented that she offers one-to-one support, but thinks that for some
colleagues, help is needed in interpreting the language of the Professional Standards and

relating them to their current practice.

Fiona (CT): I’m heavily involved in the PRD process as well...And | would go through the
standards with them and say “well, let’s have a look about the type of CLPL
you’ve done and the things you’ve done in school, and how does that relate to

the standards?” And it’s unpicking sometimes the language involved.

Some of the teachers and teachers in a leadership role in this research, go further than just

encouraging, by offering hands-on shared learning experiences, as described by Anne

(CT), Colin (CT) and Mary (CT).
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Anne (CT): we’d all go on to the website and log in against the standards what we’ve
done as a team, and | found that really good for getting you started on it,

getting you interested in doing it.

Colin (CT): Well, because I’'m always asking them to reflect, this is a little bit irregular,
but | often offer to them sometimes to sit with them and log into their GTCS

professional learning record.

Mary (CT): I’'ve had teachers meet up with me...to go through their own personal
development and how they’re going to put things on the GTC website because
they want that to be correct, particularly when it’s the five-year review. They
want it to be correct before their line manager looks at it because they might

be feeling nervous about it.

Support offered by teachers in this research does not seem to be determined by role or
responsibility, perhaps suggesting that teachers take a collegiate approach to PRD and are
willing to support each other. However, it should also be remembered that this sample of
teachers were those who had engaged in PU and had offered to take part in further
research, so they may be more inclined to discuss positive experiences when enacting

Professional Standards, than other teachers outwith the sample.

6.3.2 The Importance of School Leadership in the Enactment of Professional
Standards

A consistent interpretation of the data from the semi-structured interviews for all teachers
in this research was the importance of school leadership in determining whether teachers
enact Professional Standards. It was reported that when school leaders model the use of
Professional Standards, then their enactment becomes integral to school improvement. In
these cases, Professional Standards underpin collegiate professional learning activities and
teachers understand them as fundamental to teacher professionalism. Where school
leaders model engagement with Professional Standards, it is more likely that these will
become part of teachers ‘way of being’ in that context, as illustrated by Fiona (CT), Ivy

(DHT) and Joanne (CT).
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Fiona (CT): It depends on who is setting the agenda maybe in the workplace. Maybe,
like our Head Teacher has been quite proactive and she is kind of pushing the
standards, but there’s maybe other workplaces where it’s just not. The Head
Teacher would often say “this relates directly to this standard, that’s why we’re
doing it.” ...so the headteacher would often put in some reading and things to
do with that... And we’re lucky our Head Teacher has been very clear about
what we’re doing, and the plan is given to us at the beginning of the year and
the standards are pretty clear what we need to do...she was quite dynamic, she
was involved in various things, and she was quite good at putting these things

at the forefront, and making it quite clear with us.

vy (DHT): I think it also depends on the management in the school on how they see
them. Every single collegiate activity time that we do in school...it’s got the
standard it relates to at the top. Or if we wanted to focus and say there was an
aspect in the school we wanted to focus in on, it would really help us as well to
focus in on it and say “look.” So, it might mean as a leadership team it might

help us focus people’s attention on something.

Joanne (CT):  Every session that the Headteacher runs on whatever, or any of us run,
we have to state the standards. | think that just points again at why are we
doing this, what’s the purpose? ...And that, for me, kind of reminds us how
important those standards are. Now, | think there are other schools doing that,
but I think maybe more need to be doing it, so the teachers realise that actually
this relates to standards. It seems quite ordinary that it relates to the

standards anyway, it’s not something fancy that we think of.

However, some of the teachers in my research discussed that the contrary is also true, if
school leaders do not privilege Professional Standards, then enactment is not promoted.
This means that enactment of Professionals Standards becomes a ‘thing to do,’ rather than
‘a way of being.’ It may become an accountability tool, privileging a model of organisational
professionalism (Evetts, 2013), rather than an empowering self-evaluation framework that

aligns with occupational professionalism (Evetts, 2013).
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Diane (DHT):  You’re bound by the priorities of the Head Teacher, really. In that sense,
that’s something that frustrates me...I feel like | should have more autonomy to
use these. | feel like they’re important, so | want to make sure there’s time built
in to use them. But | feel like they’re almost a tick-box if I’'m honest. | feel like

we don’t use them enough at all.

A key interpretation from my research is that, if there is no modelling in the use of
Professional Standards, then an organisational model of teacher professionalism (Evetts,
2013) is favoured. This is unless teachers decide to reject the macro, meso and micro

positioning and position in the nano discourse through discursive acts.

It was reported by teachers in this research that some school leaders also use Professional
Standards as a benchmark of competence. Maciver the Chief Registrar of GTC Scotland
(2001 - 2008) suggests that this is the primary function of the Professional Standards when
he notes that “The Act of 2000 envisages a world where the council will assume extended
powers in various areas but especially in the areas of competence and continuing
professional development” (2003, p. 1018). This aligns with an organisational
professionalism model (Evetts, 2013) and thus Professional Standards “become a means of
accounting for individual teachers’ competence” (Kennedy, 2013, p. 934). This perhaps
could be considered reasonable as the SFR outlines the minimum competence and
expectations that are required of all teachers throughout their careers. This benchmark
function can be considered a policy of control or a model of organisational professionalism
(Evetts, 2013). This aligns with a managerial stance where teaching and teacher’s practice
becomes defined by performance measures and can be considered as a reductionist
approach and a means to control teachers’ work (Ball, 2003; Biesta, 2007, 2009;
Hargreaves, 2000; Sachs, 2003).

If there are areas in which a teacher is not maintaining the SFR, then they may be deemed
to be ‘not competent’ and may be subject to local interventions, or if more serious, a
Fitness to Teach process with GTC Scotland, which can lead to removal from the Register
of Teachers (Order 2011). Those who have leadership responsibilities or support the
growth of others, such as Bryan (HT) and Fiona (CT) reported that they used these texts as

a benchmark to manage the competency of the teachers with whom they work.
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Bryan (HT): ...the only times | tended to pull out the standard was when | needed to... |
wouldn’t say talk discipline, but talk about bringing some staff up to... | was

challenging them to change practice.

Fiona (CT): I have been approached by management in the past when they maybe felt
somebody wasn’t reaching a particular standard, and they would approach me
and ask “what could we do to support this person? Or do you agree that
they’re not quite there yet? And what can we do to move things along for
them?” But it is a tricky one to make staff accountable for the achievement of

the standards. | don’t know how we do that.

Given that policy is never neutral and there are multiple purposes of Professional
Standards, these policies are very much open to interpretation and have resonance in both

a developmental and regulatory framing.

Since teachers are employed by local government, there is also the added complexity that
Professional Standards may be used by non-teachers in competence cases and therefore,
may be applied in ways that could be called a ‘lethal mutation’ (Haertel cited in Brown &

Campione 1996, p. 292), as suggested by Mary (CT).

Mary (CT): I think that initially people looked at them with scepticism because they
were worried it was going to be used in a punitive way if not by the GTC then

by their immediate line managers and local authority.

Elaine (DHT) and Harry (PT), both suggest that Professional Standards in their context are

used as a policy of ‘control.’

Elaine (DHT):  Yeah. | go back to the standards when I’m talking to a teacher who is
struggling to meet the standards, and in some respects, they sometimes find
that a bit threatening. And | suppose, in a way, | want them to find it a wee bit

threatening.
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Harry (PT): There’s sometimes a kind of veiled threat of “you should be doing this

because it’s part of the standards.”

Such operationalisation and lethal mutations of Professional Standards may suggest these
texts are to be used as a performativity framework, rather than a competency framework
for entry into the profession or as a self-evaluation tool to support teachers’ professional

growth. This suggests that the multiple purposes of Professional Standards might not be

recognised by those in the education system.

6.3.3 Professional Values

Through my research, it became apparent from the teacher’s comments that professional
values are an important underpinning of Professional Standards. In Scotland, professional
values are one of the three cornerstones of the suite of Professional Standards, the others
being leadership and learning for sustainability. According to the GTC Scotland website,

“Values are complex and work to shape who teachers are as professionals” and are;

demonstrated through professional relationships and practices. The connections
between values and practice need to be regularly considered over the course of an
individual’s career. This is an important part of being a critically reflective and enquiring

professional (GTCS, 2022)

Most of the teachers in this research discussed that professional values are intrinsic to their

practice; this can be seen in the extract below from the interview with Colin (CT).

Colin (CT): | still think of the values and the standards together. I’'ve never thought of

them separate.
Although all teachers expressed their understanding of the values-based nature of

Professional Standards, Harry (PT) shared how in his context, values are discussed

to develop a shared understanding.
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Harry (PT): ...social justice is probably a good example, a lot of people have a real keen
idea of what social justice means, but it’s a very abstract concept...we’ve talked
about, that essentially is looking after everyone in the class and making sure
they’re not disadvantaged. So, that’s the kind of talk. When you’re working
and thinking like that, that is kind of doing the standards, | mean working with

the standards.

However, Anne (CT) expressed a view that leadership teams could do more to support staff

to engage with professional values.

Anne (CT): | do think that it would be good if we had some sort of push in schools to
get the professional values at first really known and used, that would probably
be the starting point, but | suppose it’s got to be driven by senior management.
I know that teachers can lead things, but | think it would have to be driven by

senior management.

6.3.4 Supporting Probationer Teachers

From this analysis of the data, it was suggested that probationer teachers engage with
Professional Standards differently from in-service teachers. Probationer teachers were
reported by the teachers in my research to accept organisational professionalism (Evetts,
2013), as they are expected to demonstrate competence against the SFR as the benchmark
for entry to the profession. In Scotland, probationer teachers are offered a one-year paid
placement in a school through the Teacher Induction Scheme (TIS), as part of the
continuum to becoming fully registered. During this phase, probationer teachers are
entitled to intensive support from a supporter, who meets regularly with them and
provides feedback on their professional practice and development. Several teachers in this
research were engaged in supporting probationer teachers. Fiona (CT) commented on the
way that probationer teachers use Professional Standards differs from more experienced
teachers. Anne (CT) and Diane (DHT) discussed the complexity involved in mentoring a

probationer teacher.
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Fiona (CT):

Anne (CT):

The younger teachers, the ones who are on probation, they’re engaging
with the standards in a different way, and they are looking at it and filling in

their profiles or whatever.

Thinking about the professional standards, | remember engaging with them
a lot when | was a probationer and my mentor meetings being structured
around them, but not fully understanding them and not really knowing why
they were so important, and certainly not having a strong sense of the

professional values underpinning my practice.

Diane (DHT): | think the problem is as a probationer when you’re using them you don’t

have the experience to realise. They’re quite complicated, | think. | think you
need to have a bit of experience to be able to reflect on it and say “yeah, that’s

a good example.”

Supporters of probationer teachers in this research discussed how Professional Standards,

as part of a coaching culture, were helpful for probationer teachers but also for their own

professional growth. Anne (CT) and Fiona (CT) actively use Professional Standards to

support their own and their probationer teachers’ professional learning.

Anne (CT):

And | came back to thinking about them when | was first starting to
mentor...And then everything kind of slotted into place for me, why they’re so
important, how useful they can be, how they can be used for self-evaluating
your practice and driving new targets and driving improvements in your class
and in the school and in your own practice... well, they have been useful for
myself, but more so for mentoring probationers, because it really opens up the
discussion and you really can just sit back and coach and facilitate, and the
person who you’re coaching leads you through it and talks you through their
thinking, arriving at their own solutions and own next steps. ...And | think if
you’re mentoring someone, it’s really good that not only are you mentoring
them, but you’ve got a reflective partner straight away who you’re reflecting
with regularly and talking about the standards. | think it’s very common that

they’re not looked at by teachers, and they are seen as something for mentors
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and probationers and senior management. But | think if we focused on building
up communities where you’re reflecting on them together, that would be the

way forward.

Fiona (CT): For me, one aspect | would look at is that | mentor newly qualified teachers.
So, obviously they have a massive role there in them identifying their areas of
development, their next steps, and looking across the piece to make sure
they’re thinking of all the different aspects. So, | think going to those in a lot of
depth, it supports all the dialogue you have with the practitioners and things
like that, the NQTs, so | use it a lot when I’m supporting them. Also, sometimes
with students that come in, and talking about things like that, the provisional
sort of... so | used it in that sense when I’m supporting both students and

mentoring NQTs.

However, it should be noted that probationer supporters are perhaps more engaged with
Professional Standards as part of their role than many other teachers, so this level of
engagement should not be taken as an indicator of the overall professional culture. The
extract from the interviews, used language that shows these are very personal accounts,
demonstrating the complexity involved in trying to surface the perception of teachers as

they enact Professional Standards.

6.3.5 Professional Growth

Professional growth is closely related to professional learning. In leading their own and
others’ professional growth, teachers use Professional Standards to signpost learning and
as a self-evaluation framework. Colin (CT), Diane (DHT) and Mary (CT) illustrate how they
support themselves and others to engage with Professional Standards to promote

professional growth.

Colin (CT): One person who was aspiring to promotion, who was actually thinking of
applying to be an acting PT. And | started encouraging him to look at his
professional learning and to evaluate the extent to which he was already

unconsciously approaching the standards for middle leaders.
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Diane (DHT):  It's something that you’re constantly working and constantly growing

Mary (CT):

in. And then also the application process, a lot of the application forms are
asking you to reflect, to give examples. So, just going through that process has

made me more conscious of it.

I think teachers should be encouraged to look at not just their own level of
standards, to genuinely refer to the ones that are above their pay scale, if you
know what | mean. Because | think it would encourage them to realise that
what they’re doing is valued at different levels, and it will help them when they

get to the point of, they’re thinking of going for promotion.

Colin (CT) extends this notion of enacting Professional Standards becoming a ‘habit of

mind.’

Colin (CT):

When people were expected to be going through this process of self-
evaluation in order to plan the areas in which they needed to improve, |
thought “yes, that’s very good, | will do that.”...I now find that | do that all the
time, because people are statutorily required to evaluate yourself against
standards for registration, but in practice of course you should be looking at
the statutory for career and non-professional learning, and always look at the
standard for leadership, because that is where you will find the real
engagement, and you will find that you’re doing it all the time...To be honest, |
find it actually thrilling to be able to do that, just to be able to think in terms of
| can self-evaluate against these. They’re not only ideals, they’re actually
working, and not supposed to be just ever-aiming but ever-dissatisfied. | know
you’re supposed to be self-critical, but when self-evaluating, I like to be able to

celebrate success.

The enactment of policy is determined by several factors. | have argued in 4.1.2

Interpretation of Policy, the importance of policy discourse, context, school leadership, and

teacher professionalism as active forces in determining whether policy is enacted. In

addition to this, Fiona (CT) would also add the confidence and the workload of teachers.
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Fiona (CT): The understanding of it seems to be the same. | think personally a lot of
people don’t engage with the standards so much just because of their
workloads. It’s one more thing, and because it’s not sitting in front of you

waving its arm in the air, it becomes something that’s in the background.

In general, some teachers do not feel empowered to enact Professional Standards beyond
the SFR and choose not to use the CLPL or SLM standards without changing roles. In
Scotland Professional Standards are not role dependent, therefore this seeking of
permission is at odds with the notion of Professional Standards which belong to the
profession. However, engagement with Professional Standards as part of the PRD process is
required as an aspect of Professional Update (Appendix 1: The Role of GTC Scotland in the
Scottish Education System). Interestingly, Marker (1999) noted that “Even when
professional learning does not cost, those who attend are not necessarily those who need
professional learning most” (p. 915), this resonates with Harry’s (PT) experience who
commented that some more experienced teachers do not engage in professional learning
supported by Professional Standards. This, of course, could be seen as a professional

decision that demonstrates their occupational professionalism (Evetts, 2013).

Harry (PT): As a PT, | do have a lot of people at the end of their career who deliberately
don’t engage with the standards...So, at the end of your career, there’s not a
willingness to engage with it. That’s not to say they’re not doing the job,
they’re brilliant teachers, they’re just not engaging with that kind of PRD
process. Whether or not the standards were changed that would make any

difference, | don’t know, but it might.

As with every engagement with teachers, the cry of ‘we need more time’ is heard loud and
clear in my research. However, if the time for exploration and meaning making is not
forthcoming, then teachers may never move beyond the Standard for Registration as

described by Anne (CT) and Elaine (DHT).

Anne (CT): And then when | left my probationer year, | kind of didn’t look or think

about them for maybe five years, and that’s the honest truth.
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Elaine (DHT):  Because a lot of people still stick with the standard for registration even
though they’re way into their career. Which again is another interesting thing.
Is it safety, is it a lack of aspiration? | would never think that I’'m just putting it

out there.

6.3.6 Professional Standards and Professional Learning

One purpose of Professional Standards suggested by GTC Scotland is as a self-evaluation
tool (SFR, 2012, p. 9) to support teachers to identify areas for professional learning, which
may result in teachers engaging in formal and informal learning to meet their needs and
the needs of their learners. One of the questions in the semi-structured interviews asked
teachers about how Professional Standards were used to identify areas of professional
learning. Harry (PT), Ivy (DHT) and Joanne (CT) commented that Professional Standards
underpin programmes of professional learning, particularly when the professional learning

was part of an academic qualification, for example, post-graduate or Masters level study.

Harry (PT): | suppose the obvious one that sticks out would be the Masters.

lvy (DHT): Masters course was very much linked to the standards, every project that
you led, you had to link it to the standards...And then looking at the standards
with regards to that. | think a massive significant piece of learning for me
was actually part of the university course, but | think it’s something | would

consider trying to do again, and it was a 360 evaluation.

Joanne (CT): I think probably the one that made the difference, and it is a few years ago,
was when | did the inquiry for my Masters, because the linking to the standards
was huge. It linked to the use of research, it linked to the use of inquiry. But
when | did my inquiry for that, it was about mindset kind of notions, but it was

a wee bit more complicated than that.

Other professional learning providers, for example, the Scottish College for Educational

Leadership (SCEL) now subsumed as part of the Education Scotland Professional Learning
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and Leadership team, ensure Professional Standards are inherent in the design of their
programmes to support teachers to engage with and reflect on the outcomes of the
programme. Anne (CT), Diane (DHT) and Fiona (CT), shared their experiences of using

Professional Standards as part of a formal professional learning programme.

Anne (CT): I think that when | have done practitioner enquiry in the past, which was
the first point of Supporting Teacher Leadership is to reflect on that and share,
that has been strongly linked to the standards, and | could see the strong links,
and | think all practitioner enquiry is based on the values of integrity and trust
and respect and professional commitment and social justice because it’s those
four things that drive you forward to keep on asking questions to make

learners’ experiences the best they can be to improve their outcomes.

Diane (DHT): | suppose | was more conscious of using them during the Into Headship
course. Before that, it had been not as obvious to me. So, it wasn’t really until |
did that course, which was only a couple of years ago, that | really felt that |
was fluent in them, | suppose. It was that meta-cognition, | suppose, |

was really aware of when I’m doing different things or when I’'m displaying

that.

Fiona (CT): | know SCEL outline the standards in front of their courses, it’s in front of
the leadership course, they’ve got the standards linked directly to it. When |
looked at the making thinking visible stuff, you think “how does this relate to
what you’re looking to do?” So, they do appear quite heavily probably in my
career. It’s only when talking to people that | understand that some people

don’t.

Some teachers in my research reported that they enjoy using Professional Standards to
validate the professional learning they had completed or were undertaking; this is not
limited to formal learning activities but is a range of professional learning experiences as

described by Fiona (CT) and Mary (CT).
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Fiona (CT): | thought it was quite helpful to know that the CLPL you’re engaging in is
relevant, and it’s not just an add-on, it’s not just something that’s in the
moment...I would talk about the standards, | would say “this relates directly to

the standard of...” whatever it is.

Mary (CT): And the other thing that I’'m quite pleased about is people aren’t seeing
that everything has to be modules at university, there’s a lot going on just now
where teachers are working together either because they’re developing work
or they’re going and looking at how something is done in another department
or another sector, and they’re actually acknowledging that themselves that

that is part of them improving their own standards.

Echoing the positive effect that using Professional Standards can have on teacher
confidence, Anne (CT) indicates that she used Professional Standards to validate her critical

decision making on her next steps.

Anne (CT): And | think because | was very self-critical, it was important for me to get
that whole notion of reading the standards in detail at that point, and actually
going “okay, which of these standards am | achieving here?” and | was
surprised at how many of them were actually encapsulated in what | was

trying to do.

As described above, for some teachers, Professional Standards offer a guide to describe
their professional learning over time. In this way, Professional Standards have a
developmental function to support professional learning and growth as a tool for self-
evaluation. Fiona (CT) describes how she used the Professional Standards to identify her

next steps in professional learning.

Fiona (CT): Your kind of looking at it and thinking “what does that standard mean? And
what is it you’ve done to achieve that, or could you do to achieve that?”...when
I plan for the next year, | will link it to the standards, and often look across the
standards and understand it’s not supposed to be a tick-box exercise, but | do

look across the standards for the last two years and think “are there big gaps?
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Are there things that | haven’t really touched on?” Things that are glaringly
missing. And think what does that mean? Does it mean I’'ve missed

opportunities, or they’ve just not come into the way things are just now?

6.3.7 Professional Review and Development (PRD)

Professional Standards are used most frequently and retrospectively during PRDs, to fit
ongoing professional learning, rather than being used as a signpost, if at all. Most

teachers in my research discussed that the PRD process is perhaps the only time colleagues
engage with Professional Standards, see comments below from Diane (DHT), Gail (CT) and

Joanne (CT).

Diane (DHT): | would say it’s mainly around PRDs. They’re not talked about enough at all.
It’s not given the space or the time or the importance it should be. | think most
people are fairly conscientious, | suppose, so some people | think feel like other
things are more of a priority and it has got a wee bit lost...When we’re doing
our plan and our records and when we’re signing it off, you take more time if

it’s your professional update year.

Gail (CT): Well, you know, when we’re using the standards, | think I’'m talking for
most of the teachers in my school, it’s probably the review at the end of the
year... We tend to have our PRD, and it’s kind of tucked away a little bit, and in
the back of your head, you know what you’re going to be doing, but you just
move on so quickly and there’s so many other things going on that you
suddenly think “gosh, | haven’t looked at that. | have to remember that | said
this, this, and this.” And then it’s coming up to your PRD, and you think “I'd
better just check I’'ve covered everything | said | was going to cover.” At that
time, we tend to use it. Well, me anyway. And | think a lot of staff in school are

very similar.
Joanne (CT):  Lots of people think of the standards for our PRD and professional update

and our learning into the online thing, but actually forget that it’s part of what

we’re doing all the time...Our school is very keen when it comes to PRD time
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that we actually go through the standards and work out what it is that we
need to develop, what is it we’ve done over the last year, tie it to the
standards, and what is it we want to do for next year, and tie it into the
standards. So, on an annual basis, if no other time, everybody has to actually
sit and look at those standards and go “right, what is it | need to be doing

here?”

In my research, teachers expressed a view that in PRD, Professional Standards were treated
as technical documents to be measured against, rather than contestable texts to be
enacted or frameworks to support professional growth. Although Professional Standards
are expressed as indicative statements, these indicative statements are also described as
‘professional actions’, how these statements are enacted in practice depends on how the

teachers interpret the statements and their professionalism stance.

Diane (DHT) and Laura (Acting DHT) describe their experiences of how Professional

Standards are treated as technical documents.

Diane (DHT):  I’ve got a wee bit of a bugbear, | suppose, because | feel it’s quite process-
driven in our school at the moment...it’s more about you need to all do this by a
certain date. And there’s support available for it, but it’s not mandatory that
you take it...So, even those processes that actually are helpful, and people
generally after a conversation that you have... | mean, once a year isn’t
enough...When we’re doing our plan and our records and when we’re signing it

off, you take more time if it’s your professional update year...

Laura (Acting DHT): So, qualities and standards and collegiate practice, we don’t even
go there. We just get “oh my goodness, who’s to sign off? Have you done

everything?”

Elaine (DHT) and Laura (Acting DHT) did not agree with this positioning of organisational
professionalism (Evetts 2013) and suggested that teachers need to consider these as ‘live’
documents that should be engaged with regularly and enacted, implying occupational

professionalism (Evetts, 2013).
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Elaine (DHT):  It’s not just that yearly meeting. We need to get away from that.

Laura (acting DHT): I think the worst thing that teachers can do is to think that this is an
annual exercise they fill in and say, “what did | do?” and try and remember

what they did and when.

However, Gail (CT) is very honest in describing her aspirations to use Professional
Standards proactively, but most of the time other priorities seem to demand attention and
Professional Standards, which could be considered as teacher development, slips down the

priority list.

Gail (CT): And it shouldn’t just be something that we’re using just as we’re coming up
to our PRD time, it really shouldn’t. | say this to myself every year, and then |
get lost in things...which again | feel is unfortunate because you’re not having
to go back and be constantly reading up and looking through and thinking “am
| covering this? Am | making the progress | said | was going to make? Where

does my expertise lie?”

6.3.8 Professional Standards as a Symbol of Professionalism

Some of the teachers in my research discussed that Professional Standards are a mark of
quality for the profession and support Kennedy (2018) drawing on the work of Gray & Weir,
2014) assertion that “there is a general sense in which teaching has been, and is still, seen
as a worthy and honourable profession in Scotland” (p.825). Being part of a profession
means that teachers have a degree of public accountability to children and young people,
colleagues, their school community, other stakeholders and the public. Elaine (DHT)
suggests that Professional Standards are written for those who have to enact them and are

not for public consumption.
Elaine (DHT):  The people who think they know everything about education because they

went to school, the standards help me to combat that belief that they know

everything, because they don’t. And unless you are in about standards
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and actually take them to heart, | suppose is the way to put it, then how are
you defending the profession? We are able to call ourselves a profession
because we have the GTCS, we are held to account, we are held up to these

standards.

6.3.9 Suggestions for the Next Iteration of Professional Standards

The final interpretation from the analysis of the data from the semi-structured interviews,

considered the structure and accessibility of the documents, with Bryan (HT), Harry (PT)

and /vy (DHT) all agreeing that the language needs to be addressed as it can be difficult to

engage with.

Bryan (HT):

Harry (PT):

Ivy (DHT):

The actual language that we use, the tone, the timbre of the language, the
style of the language you use, they can be professional but extremely clear.
And | think we have adopted too much of this “I’m a professional educator, |
use these terms.” And it sometimes isn’t clear...I need it in a document, and |

need it in a simple document.

It’s not a particularly user-friendly document, so it’s looking at the kind of
themes that are coming out...And the academics need to be less excited about
how it sounds and more concerned with how it’s worked...they really need to
be more user-friendly... they need to be in plain English...they have
to remember that teachers are not particularly that critical...they don’t have

the space in their work to be as critical as what they really need to be.

I think because they’re still quite wordy, once the tackling bureaucracy

agenda came out, that probably didn’t do them any favours.

However, Elaine (DHT) commented that they should not be reduced for convenience.

Elaine (DHT):  It’s interesting, because | know there’s been a lot of talk about reducing the

number of standards, and I’'m not a great fan of reducing them...They have

to encapsulate everything that we do, and it’s really difficult. But it’s also
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getting staff to embrace them. | think staff find them a little intimidating
because there are so many. So, | can understand why you maybe want to
reduce them down, because people don’t remember them. They remember
some, but we’re all busy, we’re not going to remember everything. But it’s

when you go back, it’s that reflection thing.

In addition, Colin (CT) was very positive about the structure, unlike Diane (DHT) who

commented that she found the structure to be unfriendly.

Colin (CT): I still love the numbering; I’'m still attached to the numbering. I love the way
you can actually think about it as having an actual structure. And | know some
people that say “oh, no, it’s better to be holistic about this stuff,” but I just love
the separateness and the way they’re linked by a numbering system. It appeals

to me; | suppose because I’'m a mathematician.

Diane (DHT): | just think the format of them is not user-friendly, and | think there’s
something we could do to make them more interactive...I think if we could
crack that, it would make it a lot easier on schools to be able to interact with

them more reqularly.

6.3.10 Notable Narratives

Two areas were discussed by respondents that are notable but beyond the scope of this
current research. Colin (CT) and Elaine (DHT) discussed GTC Scotland and the importance of
this professional regulatory body in supporting the profession, maintaining Professional

Standards and enhancing teacher professionalism.
Elaine (DHT):  the fact that we have the GTCS is something that | think is particularly
important...We are able to call ourselves a profession because we have the

GTCS, we are held to account, we are held up to these standards.

Colin (CT): I regard myself as a very politically aware person, and for me, there is a

wealth of political issues behind this. The GTCS, for me first and foremost, is a
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buffer against political interference. When you don’t have GTCS, when you
don’t have a professional body like, for example, in England, you get things like
Michael Gove. You get the destruction of the independence of the education
system from political interference. You get situations where an entire
profession is at war with government. Whereas we have sometimes an uneasy,
but we have a well-functioning partnership with government. Sometimes

we have to shout. Most of the time, we can be heard. And sometimes, | would
say that the GTCS has been silent when it should not have been silent. But then
again, it may have been silent in public, but it may have been vocal behind
closed doors, | have a suspicion. But nevertheless, | see that as

its principal function, but that’s never going to be on a coat of arms or a
figurehead anywhere. To me, it does give Scotland a reason for pride, because
Scotland has an education system independent from the rest of the UK, kind of
always has had. And Scotland has been rightly proud of that for, | suppose,
centuries, really. To say that there haven’t been times of crisis and times of
difficulty and there hasn’t been a series of problems over the decades would be
wrong. It’s good to have a professional body entirely separate from trade
unions, but a professional body that firstly indicates that there are standards,
that in order to practice in this profession, just as in medicine, you must satisfy
a professional body that you meet a set of standards and that you continue to
engage with them and you continue to educate yourself on what you must
continue to do in order to... and I’m going to use a word that | absolutely hate
and I’m glad that it remains outside of the language of the GTCS, that you
comply with the standards. Because the GTCS has avoided the whole

‘compliance’ word.

Teaching as a vocation was raised by Bryan (HT), who revealed that he changed his career

from being a minister to being a teacher.

Bryan (HT): I don’t understand this idea that teaching is a calling. | sort of kick back
against that. In a way, you’ve got to really have a sense that if you’re going to
be a minister, you’ve obviously got to demonstrate to various bodies and

groups that you believe there’s this external force called God, that’s actually
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called you to do something, you’re listening to a voice that’s not yours. But
when it comes to teaching, | didn’t hear a voice...And when | looked at what do
I actually enjoy doing in life...I really loved being a very hands-on chaplain...So,
when it came to the profession, it’s something | enjoy. It matched certain
aspects of my skillset, | enjoy communicating, | enjoy working with
children...So, | didn’t think of that as a calling as such...And there are people
who feel very much this is their calling in life, they’re not religious, and they
feel it, and they’re very passionate. | feel very passionate about what | do
because it’s what | do, and I’m not going to do something that I’m not going to

read about and learn and try and get better at.

This comparison between teaching and the role of minister is notable and could be

explored further but is not the focus of this research.

6.4  Summary of Analysis of Data

My analysis suggests that Professional Standards are not privileged, this may be linked to
the perception that they are ‘imposed’ on teachers by an external agency, GTC Scotland,
whereas other policies such as HGIOS 4 (2015) may be seen as more relevant, as this is
used as an external accountability mechanism. The school improvement agenda appears to
ignore the potential of Professional Standards to enable teachers’ professionalism as an
agent of change and improvement, thus positioning these policies within an organisational
professional framing (Evetts, 2013). However, some teachers in my research reported that
the Professional Standards were an integral part of their professional practice, aligning with
occupational professionalism (Evetts, 2013) and there was broad agreement that they

serve as a baseline, framework or guide to support professional growth.

The policy narrative of GTC Scotland was also found to have not gained traction within
many levels of discourse. It was reported that there is a lack of dialogue about Professional
Standards in many school contexts and the language of the policy text makes these difficult

to enact.
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To support the enactment of Professional Standards, teachers reported that coaching
approaches were helpful, but a significant factor was school leadership. Where leaders
modelled Professional Standards, rather than using these as a competency tool, then this
enabled teachers to consider Professional Standards as a self-evaluation framework to be

used in practice to underpin professional learning and enhance their professionalism.

It was highlighted by the teachers in my research that it is important that professional
values underpin Professional Standards and are an aspect of teacher professionalism. In
addition, Professional Standards were also highlighted as being used to support
professional development and learning of all teachers, particularly probationer teachers.
However, many teachers reported that Professional Standards, although used extensively

during PRD, are not in regular use.

This analysis is discussed further in Chapter Seven.
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Chapter 7 — Discussion

Chapter Seven is the first of the concluding chapters, where | discuss the analysis of the
data before in Chapter Eight offering new knowledge from this research. Chapter Nine
brings this thesis to a conclusion by addressing the aims of this research, which was to offer
insights into how teachers accept, reject or amend positions offered through discourse and
the lens of teacher professionalism to enact Professional Standards in practice, which was

broken down into three more manageable questions which are:

e In what ways could policy discourse support the enactment of Professional
Standards by teachers in Scotland?

e In what ways do teachers in Scotland perceive the enactment of Professional
Standards as an act of teacher professionalism?

e What are the different factors that influence how teachers in Scotland enact

Professionals Standards?

In this chapter, | present a discussion of the analysis shared in Chapter Six. | argue that
Professional Standards as policy texts encode the representational and interpretational
intent of policymakers, thereby reflecting their world views. Professional Standards have
many purposes as discussed by the teachers interviewed and are characterised in the
literature as being either regulatory or developmental. The discussion then moves to
consider the discourse of Professional Standards, which is supported or denied by
competing discourses and is managed through language and power relations. This is
mediated through context and a lack of a dominant discourse, which may be linked to GTC
Scotland being considered an external agent by teachers in my research. Enactment of
Professional Standards is influenced by how teachers position themselves within the

discourse of teacher professionalism.

In the final section of this chapter, | consider the significant support offered to teachers to
enact Professional Standards, and | argue that one of the most important factors in how or
whether teachers enact Professional Standards is the approach and influence of school
leadership. The discussion then moves to consider the underpinning professional values,

which describe what it means to be a teacher in Scotland. Finally, | argue that Professional

166



Standards in Scotland are strongly premised on professional values and do not solely focus
on behaviours. They encourage criticality, self-evaluation and a reflection of professional
learning, offering a guide for teachers to describe their professional learning over time,
particularly where they are inherent in the design of local authority programmes or post-
graduate study. They are also used extensively to support preparation for PRD where they

are used as a tool of self-evaluation.

7.1 Conceptualisation of Professional Standards

From my analysis, most teachers seemed to accept the positioning within the macro
discourse that Professional Standards play a role in what it means to be a teacher in
Scotland. This appears to align with an organisational professional model (Evetts, 2013),
where Professional Standards are accepted as expressing the rights, duties and obligations
of teachers. Although teachers in this research do not appear to consider Professional
Standards as policy, through my learning, thinking and research, | conceptualise
Professional Standards as policy and accept the inherent tension within this positioning.
This means that Professional Standards can be considered as a self-evaluation framework
that supports teachers to identify possible professional learning needs, and also as an

accountability mechanism and a condition of registration.

PU positions teachers within the macro level discourse to engage with Professional
Standards as a right, duty and obligation but also suggests that teachers should be critically
engaging with literature, research and policy. However, if the enactment of Professional
Standards is required, this may imply acceptance of the positioning of teachers in the
macro discourse. Teachers in my research seemed to accept this positioning of the
enactment of Professional Standards as a right, duty or obligation. Alternatively, teachers
may reject this positioning and instead position through the micro or nano discourse.
Therefore, | suggest that the narrative of teachers as ‘critical policy enactors’ is in tension
with the requirement to enact Professional Standards. This should be caveated with the
notion that teachers can make professional judgements about how they enact Professional

Standards.

7.1.1 The Dual Nature of Professional Standards
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My view of policy aligns with Ball’s (2006), as | consider that policy cannot be thought of as
a ‘thing’, instead it is an interpretation and re-interpretation of the text, discourse and
artefacts developed between the creators and enactors of policy. In my view, Professional
Standards are interpretations of the views of those involved in the development of the
policy text and are of their time, see 2.1.4 Policy in the Scottish Educational Landscape. This
can be considered as a “process of realisation and formation imbued with human
endeavour and desire” (Adams, 2015, p. 294). Thus, Professional Standards are created
through mediation, negotiation, interpretations and re-interpretations from political
influences and interest groups, creating what Ball (2006) calls “the cannibalised product of
multiple (but circumcised) influences and agendas” (p. 44) and it is this repeated
interpretation, which ultimately brings the policy “into existence in complex ways” (Riveros
& Vickers, 2015, p. 536). The macro discourse of Professional Standards reflects the ‘world
view’ of those who developed the policy (Adams, 2014), through their own experiences,

histories, beliefs and values.

In Scotland, there appears to be contradictory messaging about the use of Professional
Standards, on the one hand, the SFR is required to be evidenced, for example, “The SFR is
the gateway to the profession and the benchmark of teacher competence for all teachers”
(SFR, 2012, p. 2). This suggests they the SFR is a regulatory policy and as such should be
enacted. On the other hand, GTC Scotland suggests that Professional Standards as policy
should be contested as outlined in the SFR, “ 3.14 Read and critically engage with
professional literature, educational research and policy” (2012, p. 18), indicating that they
are developmental policies to be interpreted by teachers which then means they may or

may not be enacted in practice.

This dual positioning of Professional Standards, as both regulatory and developmental,
does not appear to be understood by the teachers interviewed. | would also suggest that
this was not fully evident through the policy or macro discourse when the suite of
Professional Standards was launched in 2012. This may lead to differing perceptions of
Professional Standards, with some believing that GTC Scotland is ‘telling’ teachers what to
do through a controlling suite of Professional Standards. The SFR is a benchmark of
competence and prescribes practice, locating it as a regulatory framework, thus positioning

teachers within organisational professionalism (Evetts, 2013). At the other end of the
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spectrum, Professional Standards are conceived to be a developmental tool, which are
used in innovative and creative ways to support teachers learning, therefore they are an
aspirational framework (Forde et al., 2016). This interpretation aligns more with
occupational professionalism (Evetts, 2013). These different purposes for Professional
Standards do not appear to be fully recognised by teachers in my research, and it would be
fair to say that the policy intention around the dual nature of Professional Standards does
not appear to have gained traction in the Scottish education system, leading to conflicting
interpretations of the purposes and uses of Professional Standards and how they could be

enacted.

7.1.2  Purposes of Professional Standards

In the OECD, Improving School in Scotland: An OECD Perspective report (2015), Professional
Standards were described as “bold”, but “there is a question of how deeply the GTCS
standards have moved from the theory to the practice and become embedded in the
professional culture of the Scottish educational system” (p. 127). | argue that from my
research it can be interpreted that in Scotland, Professional Standards are embedded in
practice in some areas of the system, for example, in ITE and TIS. Ceulemans (2017)

discusses the multiple purposes of Professional Standards when she states:

they help with designing curricula, provide criteria to evaluate (teacher) education
programs and measure learning outcomes, offer guidance for policy decisions and
serve as a self-reflection framework for students, teachers, principals and teacher

educators. (p. 35)

Likewise, Swabey, Castleton & Penney (2010) drawing on the work of Yandell & Turvey
(2007) comment that Professional Standards have multiple uses such as a tool to support
“improvements in teachers’ professional competence, the development of teachers’
professional knowledge and teacher professionalism” (p. 30). It is acknowledged that
Professional Standards have multiple purposes, see 3.1 Globalization of Professional
Standards. For Scotland, the purpose of the SFR (2012) is outlined on page three of the

document as:
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e aclear and concise description of the professional qualities and capabilities
probationer teachers are expected to attain;

e aprofessional standard against which reliable and consistent recommendations
and decisions can be made on the fitness of new teachers for full registration with
GTC Scotland;

e aclear and concise description of the professional qualities and capabilities fully
registered teachers are expected to maintain and enhance throughout their
careers; and

e a baseline standard of professional competence which applies to teachers

throughout their careers.

All of the above can be considered aspects of organisational professionalism (Evetts, 2013),

where the expectations of teachers’ qualities, capabilities and competence are measured.

7.2 Competing Discourses

Within a global discourse, it is recognised that “there are always contradictory discourses
about what is right and what is normal, and these circulate and compete with each other at
different points in time” (Bourke & Lidstone, 2015, p. 835). Drawing on the analysis from
the interviews in my research, | argue that the macro discourse of GTC Scotland around the
Professional Standards has not gained power or led to a shared language of policy, and
other policies with a stronger shared language, have been privileged, for example, HGIOS 4
(2015). This may be linked to GTC Scotland being considered by some teachers in my
research, as an external agency. This could imply that the way in which GTC Scotland
positions itself within the Scottish education system as an enabler of teacher
professionalism is not recognised or acknowledged by teachers who position the
organisation as a regulatory and registration body, rather than a professional body for
teachers. As such, the narrative of GTC Scotland as enablers of teacher professionalism
through the enactment of Professional Standards may not feature as a fundamental aspect

of “enculturation” into the social aspects of the teaching profession (Gee, 2015).

Macro discourse is managed through language and power relations and is mediated

through context, see 2.3 Policy as Discourse. In the macro discourse, relations of power and
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interactions (Bourke & Lidstone, 2015), determine who is “an insider and who isn’t” (Gee,
2015, p. 179). This leads to power hierarchies, giving some the power to speak and be
heard, and giving others less of a voice. As discourses are socially constructed and are
continually being shaped and changed, there is no one truth, but an evolving permissible
set of ways of being, talking, and acting, to be recognised as a member of any macro
discourse (Gee, 2015). The many different contexts across the Scottish education system
give rise to many meso and micro discourses as found through the interviews with
teachers, where some teachers enact Professional Standards by accepting the macro and
meso positions as an aspect of organisational professionalism (Evetts, 2013). Others
position within micro and nano discourse and may enact Professional Standards as an
aspect of occupational professionalism (Evetts, 2013). This demonstrates competing

discourses of professionalism in the Scottish education system.

My interpretation of the data collected suggests that the teachers may respond to social
positioning within competing professionalism discourses, therefore, | argue that the range
of teacher responses in enacting Professional Standards depends on how they position
themselves within the discourse of teacher professionalism. Moore and Clarke (2016) in
their theoretical study on how teachers’ ideas of professionalism determine how they
enact policy, found that teachers’ professional actions regarding the enactment of policy
fall into three broad categories, which are: those who readily accept policy; those who
resist or reject policy and seek alternative practice; those who comply with policy
regardless of whether it aligns with their own thinking. It is interesting to note that in my
research most teachers position the enactment of Professional Standards as a right
(something that is owed by others), a duty, (something that is owed to others) or an
obligation (a moral commitment), thus accepting positions in the macro level discourse.
This suggests the macro discourse of Professional Standards as a regulatory policy, in some
ways, at least being complied with and accepted, thus positioning teachers within

organisational professionalism (Evetts, 2013).

7.3  Enacting Professional Standards

Whether teachers enact Professional Standards is dependent on how they position

themselves within the professionalism discourse but may also be influenced by “contextual
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factors” (Thrupp, 2018, p. 93). Policymakers appear to assume that there are “best possible
environments” (Braun et al., 2011, p. 595) in which to enact policy such as Professional
Standards. However, as is always the case, some establishments are “better placed than
others to respond to policy demands” (Maguire et al. 2020, p. 506) with “contextual
enablers” (Ball, Maguire &Braun, 2012, p. 19) that support engagement with policy, whilst

less well-resourced establishments may take longer to engage, if at all.

7.3.1 The Role of Professional Values

In most Professional Standards across education systems, there are common values such as
diversity, equality and respect, and these relate to the underpinning dispositions of
teachers. These values are premised on the actions, behaviours and dispositions which are
deemed appropriate for teachers to enact through their daily practice and are admirable
qualities but may be poorly defined. For example, social justice is difficult to argue against

but would benefit from a national and local shared understanding in Scotland.

Through my data analysis, the teachers appear to accept positions within the macro and
meso discourse with regard to professional values. The professional values outlined in the
suite of Professional Standards, social justice, trust and respect, and integrity, according to
GTC Scotland, describe what it means to be a teacher in Scotland. This acceptance of
positioning by policy may also be due to the persuasive and aspirational tones of the policy
text, which dissuade dissent by using ‘loose’ language. Although each teacher will have
different notions of these professional values, there is a common consensus across the

participants that these are fundamental to the teaching profession of Scotland.

In some countries, Professional Standards overlook the role that values play in teachers’
work (O’Connor, 2008), unlike in Scotland, where the suite of Professional Standards is
connected through a set of shared values (Forde et al., 2016). My data analysis seems to
confirm the argument of Ingvarson & Kleinhenz (2007), who suggest that Professional
Standards represent shared ideas and values, meaning they reflect what is valued by the
profession and subsequently what underpins teachers ‘being and becoming’. There was a

strong moral purpose expressed by all teachers in this research, where teachers express
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their commitment to the inclusion agenda that promotes equity, participation, diversity,

compassion, care and entitlement (Ainscow, Booth & Dyson, 2006).

In Scotland, Professional Standards are premised on values and “privilege certain
understandings of professional practice that are much more based on ideas of teacher
reflection and learning, on professional practice underpinned by values and personal
qualities” (Forde et al., 2016, p. 25). | would suggest that this underpinning of Professional
Standards with values adds to the developmental focus, where teachers assume control
over their own ‘work’ within the confines of the prevalent policy landscape. This can afford
deeper engagement with Professional Standards as teachers come to understand the

power of doing “values work” (Bryan, 2012, p. 227).

Santoro & Kennedy (2016) also discuss the looseness of the language around values, a

looseness that can sometimes lead to teachers not understanding what “must be known or
how teachers should come to know it” (p. 218). This knowing and understanding, positions
teachers in a space where their values are assumed and may rarely be discussed in context,

which teachers in my research suggest needed to happen on a more regular basis.

Professional values are intrinsic to the role of a teacher, they are intertwined in ways that
are perhaps not experienced by other professionals, which has implications for the concept
of teaching as a profession. Bryan (2012) cites Carr’s (2003) definition of professionalism as
“an act of service, which does not have a relational basis” (p. 225) and as stated in COPAC
(GTC Scotland, 2012), “it is intended that teachers are mindful of the Code in relation to the
judgements which they will be called upon to make in situations which may occur both
within and outwith the professional context”. Accepting this intertwined position creates
more resonance with vocational roles, such as ministers or priests, and may move teaching
away from being a profession. This stance of a ‘calling’ was refuted by one teacher
interviewed in my research based on their personal experience, and | would suggest, from
my own experiences working with thousands of teachers, that it is the passion ‘to make a
difference’ that drives most teachers, thus underlining the values-based, caring

professional nature of the teaching profession.
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7.3.2 Support for Enactment of Professional Standards

From my analysis, | argue that although variable, there is support in some contexts for the
enactment of Professional Standards in Scotland, particularly when teachers are preparing
for their PRD or as part of TIS (Appendix 1: The Role of GTC Scotland in the Scottish
Education System). This does not appear to be the case in other education systems, for
example, Talbot (2016) drawing on the work of Mayer, Mitchell, Macdonald & Bell (2005),
discusses that in a study conducted by Education Queensland, Professional Standards were
a “framework for reflection on practice and for planning professional learning goals” (p.

166) and teachers most often “worked alone” with Professional Standards (p. 167).

The positions adopted by teachers within the policy discourse are fundamental to how they
enact policy as they are “likely to be adopted and enacted by education practitioners for
the benefit of students” (Getenet et al., 2013, p. 43). This is evident in the Scottish context
where teacher leadership and practitioner enquiry are both inherent in all Professional
Standards and discussed by most teachers interviewed in my research. Indeed, from as far
back as the 1970’s there have been calls for teachers in Scotland to be researchers into
their own practice (Marker, 1999). Through these practices, teachers are expected to
contribute to work collaboratively for the benefit of all learners, including themselves,
colleagues and the learners in their care, particularly when “realising the wider policy

intention of improved outcomes for pupils” (Torrance & Forde, 2017, p. 111).

However, it should be recognised that in my research it was found that teachers need time
to become familiar with Professional Standards, a process which is context dependent but
also linked to how teachers position themselves within the professionalism discourse. If the
time for exploration and meaning making is not forthcoming, then teachers may never feel
able to move beyond enacting Professional Standards as a right, duty and obligation rather
than taking a more critical stance. There was a suggestion by a teacher interviewed, that
Professional Standards should be more role specific, positioning these as regulatory
frameworks rather than being used to “develop their role in ‘teacher leadership and
leadership for learning’” (Torrance & Forde, 2017, p. 115). In Scotland, Professional

Standards are not role dependent and a lack of engagement or confidence in using these as
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a developmental framework may indicate that teachers accept organisational

professionalism (Evetts, 2013).

7.3.3 School Leaders

One of the most important interpretations of the data that determines whether teachers
enact Professional Standards is the approach and influence of the school leaders. Call
(2018) drawing on the work of Timperley (2011) and discussing policy states, “school
leadership has a significant role to play in addressing how they are met and nurtured within
their school, and it will be their interpretation and approach which may ultimately enable
or disable teacher engagement” (p. 100). Therefore, | argue that school leaders are key
influencers in determining whether policies will be enacted. They need to model critical
engagement with policy and discourse as they interpret and make sense of policies, and
decide how to adopt, adapt or ignore external policies. The recent OECD report,
Implementing Education Policies — Scotland’s Curriculum for Excellence — Into the Future

(2021) states:

school leaders see their role as interpreting the policy context for their school to
ensure that the school and the teachers are protected from policy incoherence and
overload. Leaders see themselves as filtering what was relevant and appropriate
for the school from the proliferation of policy initiatives at the local and national

levels. (p. 98)

A key indicator for leaders in policy enactment is whether it has a positive effect on school
improvement. If leaders believe that the policy supports school improvement then they
may support policy enactment by creating “the social and intellectual conditions which
engage the hearts and minds of individuals in the school and through this, harness their
ideas, experiences, knowledge and relationships to fulfil shared values and achieve shared
goals” (Gu, Sammons & Chen, 2018, p. 386). In this way, leaders are acting as gatekeepers
to manage competing demands, see 4.2 The Influence of Context and School Leadership on
Enactment. Teachers in this research reported that when Professional Standards were
promoted and supported by school leaders, then they were perceived as a fundamental

policy for enhancing teacher learning and thus school improvement, and not “ignored or
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underplayed or side-lined” (Ball et al., 2011b, p. 615). Alternatively, if the conditions for
enactment do not privilege Professional Standards, then depending on the position
teachers take, Professional Standards could be perceived by teachers as something that is
done to them (organisational professionalism (Evetts, 2013)) rather than a framework to

enable their professionalism (occupational professionalism (Evetts, 2013)).

7.3.4 Professional Learning

In a developmental positioning of Professional Standards, these can offer a guide for
teachers to describe their professional learning over time and support professional learning
and growth as a tool for self-evaluation, see 3.2.1 Developmental Approach to Professional
Standards. However, Torrance & Forde (2017) caution against these as merely self-
evaluation tools and instead argue they “need to be treated as discursive texts, where
meaning is unclear” (p. 122). This ambiguity provides the opportunity for teachers to
“question endorsed policy and become better informed in their practice” (Torrance &

Forde, 2017, p. 122).

A commitment to career-long learning and a continual re-construction of teacher
knowledge (Burns & Richards, 2009) is a fundamental aspect of being professional, which
was also a key finding of Teaching Scotland’s Future (2011). The need for continual
professional learning that offers incremental gains, is premised on the rapidly evolving
knowledge agenda in both theory and pedagogy. When engaging in organised professional
learning, a local authority programme or post-graduate study, Professional Standards are
often inherent in their design as highlighted by the teachers interviewed. Programme
design teams offer professional learning that operationalises Professional Standards, as a
tool for promoting professional learning (Forde et al., 2016) and supports teachers to
engage with and reflect on the outcomes of the programme against the Professional

Standards.

7.3.5 PRD

From my interpretations, the teachers discussed Professional Standards to be used
extensively during their preparation for PRD as a self-evaluation tool, this is contradicted by

a study by Adams & Mann (2020) who suggest that “the role of professional standards was
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not clear” (p. 10). These differing views show the variability of enactment of Professional
Standards by teachers in Scotland and suggest the important role played by context,

leadership and the positions taken by teachers in the discourse.

7.4 Summary of Discussion

In this chapter, | argue that Professional Standards underpin the PU process which requires
teachers to enact Professional Standards. They may promote different views of teacher
professionalism, organisational or occupational (Evetts, 2013), due to their dual nature as
both regulatory and developmental frameworks. However, this duality is not widely

acknowledged.

There appears to be a lack of a dominant discourse about Professional Standards in
Scotland, which may be linked to GTC Scotland being considered an external agent in the
education system. As policy discourse is managed through language and power relations
and is mediated through context, given the multiple contexts in Scottish schools, this may

have led to many micro and nano level discourses.

Professional values are highly regarded by teachers in Scotland, as they describe what
underpins what it means to be a teacher in this education system. The positioning within
the macro level discourse is accepted by all teachers in this research who enact
Professional Standards as a right, duty and obligation, aligning with organisational
professionalism (Evetts, 2013). However, there are more nuanced views in the micro and
nano discourse about what professional values mean to ‘us’ in a context and to ‘me’ as a

teacher.

Teachers in my research reported that there is support for enactment through the macro
and meso levels of discourse, where the expectation is that Professional Standards are
enacted as part of the PU process. Probationer teachers experience more support and
enact policy through the micro and nano level with help from their supporters. Regardless
of where teachers are on their learning journey, time is crucial to support teachers to

engage with policy and enact policy before it can be translated into practice.
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One of the most important factors that determine whether teachers enact Professional
Standards, is the approach and influence of school leadership. Leaders are key influencers
in determining whether policies will be enacted, as they interpret and make sense of

policies in that context.

In the next chapter, Chapter eight, | outline the contribution to knowledge about policy

enactment and teacher professionalism from the analysis of the data in this research.
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8 Contribution to Knowledge

In this second concluding chapter, | offer a new contribution to knowledge about the
enactment of policy. | consider the complexity and positioning involved, when policy
discourse, in this case, Professional Standards, and a teacher professionalism discourse are

considered together in the enactment of policy.

8.1 Teacher Professionalism

As suggested previously, in 3.3 Teacher Professionalism, the term professionalism is
contested and has changed over time, Evetts (2013) claims there needs to be new
interpretations to understand how the term is being used, both by professionals and
externally to understand teachers’ work. There are competing interpretations within the
discourse of professionalism in Scotland, in what it means to be a teacher and in the public
accountability of teachers. It is suggested by the teachers in my research, that teacher
‘being’, meaning a sense of self and being perceived as professional through external
validation, are core components of teacher professionalism in Scotland. Therefore, it is
interesting to consider the discourse of teacher professionalism and how this is used by

policymakers and teachers when enacting policy.

GTC Scotland would suggest that the enactment of Professional Standards helps to
“develop and enhance professionalism” as stated in the Purpose of Professional Standards
section on the GTC Scotland website. However, although enacting Professional Standards is
seen as a professional act by the teachers in this research, they are not considered a driver
of teacher professionalism, even though they were positioned as part of the “re-
professionalisation” of the teaching profession, in recommendation 35 in Teaching
Scotland’s Future (2011, p. 97). Through literature and in my research, it was found that
‘being seen to be professional’ is an inherent element of teacher being, Moore & Clarke
(2016) argue this point by stating that teachers “still want to be professional, and to be

III

seen as being professional” (p. 671) (original italics).

GTC Scotland suggest Professional Standards are policy that encodes intentions to enable

teacher professionalism. For example, in the SFR, one purpose is stated as, “[the SFR
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provides] a clear and concise description of the professional qualities and capabilities fully
registered teachers are expected to maintain and enhance throughout their careers” (SFR,
2012, p. 3). This is added to through literature where Forde et al. (2016) discuss that in the
Professional Standards themes are “broad based and do not just focus on behaviours” (p.
25), instead, they are premised on professional knowledge, skills and abilities, and
dispositions that continue to develop as a mark of teacher professionalism, over time.
However, this understanding depends on the way teachers enact Professional Standards, as
either imposed practice or more broadly as a tool to support self-evaluation of their

professional practice (Forde et al., 2016).

8.1.1 Professional Standards are Enacted as an Act of Professionalism

Professional Standards are espoused by GTC Scotland to ‘develop and enhance
professionalism’ (GTC Scotland website, Professional Standards), however, there are
competing discourses of professionalism in the Scottish education landscape. The teachers
interviewed in my research seem to accept these competing discourses of professionalism,
as a professional space to be navigated. Therefore, | propose that teachers grapple with
their own professionalism daily and suggest the use of Evetts’ (2013) continuum of
professionalism to help us understand this complexity. The continuum has at one end,
organisational professionalism, characterised by standards, ethics, targets, accountability
and managerialism, and at the other occupational professionalism, characterised by
teachers controlling their own area of expertise, knowledge and self-regulation, as shown
in Figure 16. This continuum offers a position within the discourse but is not static, and
shifts in different contexts, even within the same context in relation to different external or

internal policies.

Organisational professionalism Occupational professionalism
Externa”y imposed Internal consensus
Figure 16 Professionalism Continuum as Proposed by Evetts (2013)
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This continuum suggests that teacher professionalism is a series of compromises and
negotiations that allows for a degree of ambiguity and uncertainty. It provides the space for
teachers to engage with policy, individually and collectively, and to make professional
judgements on where to position themselves, and subsequently others, within this
organisational-occupational continuum within the teacher professionalism discourse. The

position taken by a teacher then dictates, if and how a policy is enacted into practice.

Like professionalism, being unprofessional is also part of the policy discourses through the
language used to position teachers. This is reinforced through a “series (and also a
process) of inclusions and exclusions” (Moore & Clarke, 2016, p. 672), that supports the
power, storyline and rights, duties and obligations that the profession, and the public, use
as a way to think about the teaching profession. As discussed by Ball et al. (2012b), this is
influenced and formed with reference to the wider education system and gives a common

sense of understanding of the policy itself.

8.2  Analysis of Policy Enactment

From my research of the enactment of Professional Standards, enactment appears to be
more complex than suggested by Ball’s Theory of Enactment (1994, 1997, 2008) and is
reliant on positions offered and teachers’ interpretations within the policy discourse.
However, this theory does not offer any insight into the different positions teachers take
and whether they express their teacher professionalism within policy enactment.
Therefore, | drew on Adams’ (2016) analytical tool of policy explaining, policy framing and
policy forming, to try to understand how teachers enact policy, as this gives a more
nuanced way to understand how individual teachers’ position within the discourse that can

lead to policy being translated into practice.

Adams’ (2016) notion of “policy forming” considers “the discursive practice, at a local level,
undertaken to ‘understand’ policy mandate: the very acts which themselves confer upon
policy its tangible form as local policy” (p. 303) is interesting. However, it does not
recognise teacher professionalism as an aspect, of whether policy will be enacted.
Therefore, | argue the discourse of teacher professionalism plays an important role in

whether teachers enact policy and this enactment is complex, varied and situational.
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8.2.1 Enactment of Professional Standards in Context

As policy is socially constructed, when enacting Professional Standards, teachers are part of
the construction of what it means to be a teacher in Scotland. My understanding of the
discourse of teacher professionalism developed through this research and building on the
work of authors such as Evans (2008), Whitty, (2010), Menter et al. (2015), and Evetts
(2013), has led to the conceptualisation of teacher professionalism as a tension to be
negotiated by teachers on a policy-by-policy basis. In this way, rather than a continuum of
professionalism, tension is created between organisational and occupational
professionalism (Evetts, 2013), recognising the compromises and uncertainties that
teachers need to negotiate. Teachers position themselves within the teacher
professionalism discourse, to determine their stance towards policy enactment on a policy-

by-policy basis, as shown in Figure 17.

Enactment of
Policy

Teacher Professionalism
Teacher autonomy within a
framework of accountability

and quality assurance

Organisational
Professionalism
(Evetts, 2013)

Occupational
Professionalism
(Evetts, 2013)

Figure 17 Tension — Organisational and Occupational Professionalism (Evetts, 2013)

However, as positioning happens in the “moment by moment conversational acts” (Adams,
2016, p. 290), teachers’ positions within the discourse are not static and can lead to
complex positioning, where a teacher may have one foot in organisational professionalism
(Evetts, 2013) and one foot in occupational professionalism (Evetts, 2013) at the same
time. This aligns with Fournier’s (1999) description of professionalism as “‘autonomous’
professional practice within a network of accountability and governs conduct at a distance”

(p. 280).
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Where a teacher positions themselves depends on their own interpretation of teacher
professionalism, underpinned by their philosophy of teacher being. This individual
positioning leads to what Fournier (1999) describes as an imperfect form of governance,
meaning in the Scottish education system, the measure used to ‘control’ teachers’ work is

devolved to teachers and relies on a collective, normative ideology of professionalism.

Another layer of complexity is added if we then consider the policy discourse of
Professional Standards. Due to their multiple purposes in Scotland, there is also a tension
created between the regulatory and developmental discourse of Professional Standards
which teachers navigate. In a simplistic model, as discussed in Chapter 3, Professional
Standards can be regarded as regulatory frameworks where they are positioned as policies
to be enacted as a right, duty or obligation, or can be positioned as a developmental policy,
where teachers use these as a self-evaluation framework and teachers may position and
position others through the “moment by moment conversational acts” (Adams, 2016, p.
290). This may lead to teachers having one foot in the regulatory discourse and one foot in
the developmental discourse at the same time, depending on their perspective of the
policy and considering what ‘needs to be done’ as being part of a profession and ‘what |

believe | should do’ as an act of my own professionalism, as demonstrated in Figure 18.

Enactment of
Policy

Regulatory Developmental
Framework Framework

Professional Standards

Figure 18 Tension — Professional Standards as Regulatory or Developmental

The complexity of policy enactment can then be understood as both tensions exist at the

same time. This means that as policy is enacted into practice, there are as many variations
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of positioning within the Professional Standards discourse and teacher professionalism

discourse, as the number of teachers who put policy into practice.

Teachers then actively navigate within these discourses and take up positions within these
tensions, which means the discourse of Professional Standards and discourse of teacher

professionalism, as shown in Figure 19.

Professional Standards
Describe the professional
values and commitment,

knowledge and actions of a

teacher in Scotland.

Regulatory
Framework

Developmental
Framework

Enactment
of Policy

Teacher Professionalism
Teacher autonomy within a
framework of accountability

and quality assurance.

Organisational
Professionalism
(Evetts, 2013)

Occupational
Professionalism
(Evetts, 2013)

Figure 19 Tensions in the Enactment of Policy

8.3  Summary of Contribution to Knowledge

In Scotland, Professional Standards are part of the “re-professionalisation” of the teaching
profession, as recommended in Teaching Scotland’s Future (2011). My learning through the
literature and my research was that ‘being seen to be professional’ is an inherent element

of teacher being. Through this research, | learned more about the contested discourse of
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teacher professionalism and found that the tension between organisational
professionalism (Evetts, 2013) and occupational professionalism (Evetts, 2013) resonates
with my understanding of teacher professionalism in Scotland and the view of the teachers
in this research. Therefore, | argue that, in Scotland, teachers understand professionalism
as a tension, which sits alongside Professional Standards as a tension between regulatory
and developmental perspectives. This creates complexity for teachers when enacting

policy, as they can have multiple perspectives at the same time.

My understanding of enactment of policy now embraces positioning theory and is
premised on how teachers are positioned or self-position within the Professional Standards
discourse and teacher professionalism discourse, and the impact this has on how policy is
enacted into practice. This includes discursive acts at all levels of the policy discourse,

which | contend leads to multiple interpretations of the policy.
In the final chapter of this research, | draw conclusions from the analysis and discussion

and offer some possible future research projects to further explore policy enactment and

teacher professionalism.
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9 Conclusions and Future Research

In this final chapter, | offer conclusions to my research and address the aim, which was to
provide insights into how teachers enact Professional Standards through the lens of
teacher professionalism. This was broken down into three more manageable questions

which are:

e In what ways could policy discourse support the enactment of Professional
Standards by teachers in Scotland?

e In what ways do teachers in Scotland perceive the enactment of Professional
Standards as an act of teacher professionalism?

e What are the different factors that influence how teachers in Scotland enact

Professionals Standards?

| begin by arguing that there is a lack of discourse about Professional Standards. | also
suggest that the education system in Scotland aligns with Evetts (2013) organisational and
occupational professionalism models and offer new knowledge (see Chapter 8) that
suggests the enactment of policy is complex due to multiple discourses in play at the same

time.

| conclude that teacher professionalism is a fundamental aspect of how teachers think
about themselves, which is facilitated through discourse. Professional Standards offer
positions for teachers, which are then interpreted through the teacher professionalism
stance. In addition, school leaders and context are powerful determinants as to whether a

policy, such as Professional Standards, will be enacted.

Finally in this chapter, through discussing the limitations of this study, | offer some ideas for
future research. In addition, | propose some ideas for future research to support the
enactment of Professional Standards, in the areas of policy, policy discourse, leadership
and professional learning. This is followed by a brief discussion of my own learning through
this research which is offered to support my assertions and to show my critical reflections

on my own positionality through my learning journey.
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9.1 Conclusions

9.1.1 Professional Standards as Policy

Although Scotland has a long history of Professional Standards, the 2012 suite was
developed to support the ‘re-professionalisation’ of teachers as called for in the seminal
Teaching Scotland’s Future report (2011). Although | understand Professional Standards as
policy, this understanding was not found in my research, instead, there was a suggestion
that teachers more readily accept policies that privilege external accountability, such as
HGIOS 4 (2015). This may be due in some part to the Professional Standards offering a
mixed economy on teacher professionalism, where some of the language aligns with
organisational professionalism (Evetts, 2013) and other language suggests occupational
professionalism (Evetts, 2013). From this, how teachers position themselves when they
enact Professional Standards can be viewed in two ways. Firstly, the policy endorsed
language of Professional Standard provides a reductionist view of teacher expertise as
implementers, where teachers’ own beliefs and expectations to control their own
improvement agenda as professionals, is rejected (Stillman & Anderson, 2015). This is
countered by Torrance & Forde (2017), who argue that in the Scottish context
“interrogation of the professional standards as policy documents and texts in which policy
intentions (Taylor 1997) are encoded, is a necessary component of the policy project of ‘re-

12

professionalisation’ (p. 114), a stance that seems to suggest that occupational

professionalism (Evetts, 2013) is privileged.

The teachers in my research regard the enactment of Professional Standards as a right,
duty or obligation, as part of being a professional and accept positioning within the macro
and meso discourse, aligning with organisational professionalism (Evetts, 2013). In
addition, some also express their professionalism and self-position at the nano level and
thus use Professional Standards in ways that supports their own and others’ professional

growth, aligning with the notion of occupational professionalism (Evetts, 2013).
Through accepting, rejecting or amending positions within discourse, teachers can choose

positions that embrace, subvert or counter the dominant discourse (Bamberg, 2014). This

can create tensions for teachers in choosing positions in the enactment process, which is
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negotiated by teachers not having a single identity, but “a great many who's” (Gee, 2015,
p. 102) and aligns with the notion of teachers negotiating their professionalism on a policy-

by-policy basis, and perhaps even a moment-by-moment basis (Adams, 2016).

The positioning of Professional Standards by GTC Scotland seems to offer these policies as
being both regulatory, for example, “The SFR is the gateway to the profession and the
benchmark of teacher competence for all teachers” (SFR, 2012, p. 2), while also supporting
teacher development, “Having attained the SFR teachers will continue to develop their
expertise and experience across all areas of their professional practice through appropriate
and sustained career-long professional learning.” (ibid. ,p. 2). The Standards for
Registration remain the benchmark standards for entry to the profession, with the CLPL
and SLM positioned as self-evaluation frameworks, thus, not to be achieved, but contested,
interpreted and translated into practice, as appropriate. This dual nature within the suite of
Professional Standards means their enactment is more complex and nuanced and is
influenced by teacher professionalism. | would argue that enactment is more complex than
Ball’s (1994, 1997, 2008) Theory of Enactment, which supposes the implementation of
policy and does not allow for professional decision making about whether the policy should
be enacted but rather focus on how it is enacted. | also suggested that enactment is more
nuanced than Adams’s (2016) policy analysis framework would suggest, which uses
Positioning Theory as the determinant of policy being ‘formed’ by the moment-by-moment
conversational acts and therefore enacted in practice. This research brings forth the added
dimension of teacher professionalism to understand the positioning and decision making
that translates policy into practice, which is premised on teachers’ autonomy, experience
and the affordance of the context, particularly the influence of school leaders and

demonstrates the complexity involved in policy enactment.

9.1.2 Policy Enactment and Teacher Professionalism

Through my research, | offer a contribution to knowledge that suggests that teacher
professionalism in Scotland is a tension between two models of professionalism,
organisational and occupational professionalism (Evetts, 2013). This tension is negotiated
by teachers during policy enactment and referring to the theoretical models used in this

research journey, lies in the intersection between Ball’s (1994, 1997, 2008) notion of
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interpretation and translation, and is within the policy forming stage of Adams (2016)
policy analysis framework. This plays out daily where teachers engage with the
interpretation of policy, or interpretation of interpretations of policy, and through their
own teacher professionalism lens, make decisions and accept, reject or amend positions
within the multiple layers of discourse. The position they take within the discourse of policy

enactment and teacher professionalism then dictates, how, or if, teachers enact policy.

Context and school leadership are fundamental factors in enactment of policy. Through this
research, | have identified that Professional Standards are being used in multiple ways that
reflect their dual nature as regulatory and developmental policies, but also in unintended
ways by some school leaders and employers. Where the model of school leaders supports
the operationalisation of policy through the micro discourse, the translation of Professional

Standards into practice is discussed by those teachers interviewed.

Professional Standards when used as a self-evaluation tool, or used to underpin
professional learning experiences, may afford teachers the opportunity to support their
own professional growth as an aspect of teacher professionalism. An interesting aspect of
my analysis is the support offered by teachers for teachers, where those who position
themselves within occupational professionalism (Evetts, 2013) readily support those who
position themselves within organisational professionalism (Evetts, 2013). For example,
probationer supporters use Professional Standards as a professional learning tool to
provide a shared language for formative feedback to help probationer teachers towards

gaining full registration.

| offer new knowledge which combines the discourses of Professional Standards and
teacher professionalism. When this is taken with other enactment factors such as context
and school leadership, it demonstrates the complexity of policy enactment, which needs to

be part of the considerations of policymakers when they are developing policy.

9.2 Research Questions

This research aimed to explore how teachers in Scotland enact Professional Standards. This

was broken into three research questions, which will now be addressed.
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9.2.1 In what ways could policy discourse support the enactment of Professional
Standards by teachers in Scotland?

The policy discourse was not pervasive enough to gain traction on the release of the
Professional Standards (2012), this may have led to ‘lethal mutations’ (Haertel cited in
Brown & Campione 1996, p. 292). The dual nature of Professional Standards, as a
regulatory policy and as a developmental framework has perhaps not been transparent as
part of the policy discourse. Therefore, this understanding of Professional Standards has
been unable to travel through the interpretations of the policy into the micro discourse,

where policy is enacted through the discursive acts of teachers themselves.

The use of the words ‘standards’ may also be misleading when talking about the suite of
Professional Standards in Scotland. Policymakers, use words effectively and efficiently, to

“wr

create positions for enactment. The word “’standards’, plays on associative links to the flag
as a rallying point in the heat of battle, as well as the notion of common decency” (Moore
& Clarke, 2016, p. 670). This is particularly misleading in reference to the CLPL and SLM, as
these are not standards to be achieved, but are developmental self-evaluation frameworks.
Thus, they are positioned as policies that should be enacted by calling them ‘standards’ but

are instead frameworks that can be used to guide professional learning.

9.2.2 In what ways do teachers in Scotland perceive the enactment of Professional
Standards as an act of teacher professionalism?

It is evident from the teachers interviewed, that these teachers demonstrate high levels of
teacher professionalism, perhaps as a result of the participants being self-selecting and not
representative of the whole teaching profession. Although the term professionalism itself is
“somewhat slippery” (Moore & Clarke, 2016), it is understood in the teaching profession
through macro and micro discourses, as a concept that identifies what it means to be a
teacher in Scotland, which is premised on a shared set of professional values (Forde et al.,
2016), which are a fundamental aspect of how teachers think about themselves and their

work.
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Those teachers who exercise their occupational professionalism (Evetts, 2013) interpret
Professional Standards to enhance their professional growth. Those interviewed who have
yet to engage with Professional Standards as a contested proposition, position themselves
as ‘done to’ and express their enactment of Professional Standards as a right, duty or

obligation, an organisational framing of teacher professionalism (Evetts, 2013).

Teachers in this research, and | would suggest in general, understand professionalism as a
moral and occupational imperative, which is strongly linked to how they express
themselves as part of a profession, facilitated through the macro and micro discourse. As
Moore & Clarke (2016) put it, “teachers will almost inevitably (if unconsciously) align their
desires in relation to whom and what they want to be as teachers with the desires
embedded in the discourse” (p. 674). Teachers in my research seem to navigate tensions in
the Professional Standards discourse and teacher professionalism discourse and
understand that their individual professionalism sits within a network of accountability and
aligns with Evetts (2013) discussion of professionalism as “something worth preserving and

promoting in work and by and for workers” (p. 782).

9.2.3 What are the different factors that influence how teachers in Scotland enact
Professionals Standards?

Policy enactment is a complex and non-linear process, which involves teachers enacting
policy that is negotiated through the policy discourse and local discourse as “policy
enactments are also always context specific and situational” (Braun, Ball, Maguire &
Hoskins, 2011). Through my research, | suggest that teacher professionalism and school
leadership are powerful determinants, as to whether a policy such as Professional
Standards, will be enacted. Where school leadership regularly models the use of
Professional Standards, then this ‘habit of mind’ becomes a ‘way of being’ for the teachers
in that context. This is achieved by having an ethos and culture that supports occupational
professionalism (Evetts, 2013), underpinned by Professional Standards, and has systems in
place to “grow the knowledge, skills and commitment of individuals and harness them to
become the collective capacity of the school” (Gu, Sammons & Chen, 2018, p. 381). This
model of school leadership requires personal and system resources: personal resources

such as energy, tenacity, resourcefulness, and most importantly, time (or it could be argued
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priority), as well as system resources such as staffing, financial support, and trust from the

meso level.

Leaders may create a learning culture and develop in-school strategies to support the
enactment of Professional Standards. In some examples, this involves building the
professional capital of teachers through supporting occupational professionalism (Evetts,
2013) and holding this in tension with the requirements of external factors, such as
government directives. In this research, where teachers discussed their school leader, it
was suggested that school leaders support the enactment of Professional Standards, this
involves leaders skilfully embracing external policies, and using these to support and
promote the professional growth of teachers to “serve their moral purposes, educational
values, and goals for the school” (Gu, Sammons & Chen, 2018, p. 386). In the recent OECD
report, Implementing Education Policies — Scotland’s Curriculum for Excellence — Into the
Future (2021), school leaders are described as gatekeepers in managing the competing
policy demands, with one headteacher quoted as saying, “the need to protect my staff” (p.

99) was a fundamental aspect of their role.

However, in another view, school leaders may be seen to be conforming with external
accountability and thus may be modelling, supporting and facilitating conformity. In doing
so, the culture created indicates that compliance becomes the ‘habit of mind’ or the ‘way
of being’. Hence, factors such as school leadership may be a determinant as to whether the
enactment of Professional Standards is used as a catalyst for professional growth, or as a

means to establish a culture of compliance.

9.3 Future Research

9.3.1 Limitations of this Study Leading to Future Research

The intention of my doctoral research was to explore the enactment of Professional
Standards through a case study approach in an ASG, where data could be gathered through
one-off, semi-structured interviews with teachers from the primary and secondary

sectors. | was interested in ascertaining whether there are any differences in how

Professional Standards were perceived and enacted by teachers in each sector, and if the
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findings suggested there was a difference, then to explore the source of the difference.
However, the approach had to be modified as the research sites were no longer accessible
due to widespread school closures in response to the global Covid-19 pandemic. Therefore,
| would like to explore further how the Professional Standards discourse and the role of
teacher professionalism in determining whether teachers enact policy through a case study
approach. The data analysis may then support a better understanding of how teachers in
different sectors critically engage with Professional Standards and if differences are found
between the sectors, then identify targeted interventions that can support critical

engagement with policy.

The other possible area for future research based on the original research plan, would be
to look at gender differences. If this research had not been disrupted by the Covid-19
pandemic, this may have been part of the research analysis. However, this would be
another interesting focus of research about the enactment of Professional Standards and

the influence of teacher professionalism.

Interpreting the voices of teachers and using the literature, | have developed new
knowledge about the enactment of policy. However, | acknowledge that the sample size is
small, and the data collection method reduces the generalisability of the analysis, therefore
interviewing more teachers would perhaps provide more insights into the enactment of

Professional Standards across Scotland.

Finally, further research might address a limitation of this research in that participants did
not offer any intelligence as to which Professional Standard they used most frequently.
While it may be assumed that those beyond registration would be using CLPL or SLM,
further research could provide insights into how teachers engage with and enact

Professional Standards in Scotland.

9.3.2 Other Possible Future Research

Macro level policy makers assume that policy will be implemented and be observable by a
change in practice. In my opinion, this view is very limited and does not take cognisance of

how policy is interpreted and represented at the macro, meso, micro and nano level of the
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education system, through discourse. It would be very interesting to engage in research
that tracks the progress of student teachers in how they develop criticality of policy,
through their ITE journey and into their early career. This qualitative longitudinal study
would interrogate student teachers’ views of the why, what and how they engage with and
enact Professional Standards, initially as a benchmark and then as a self-evaluation
framework. This research could provide findings that would support the policy into practice
gap and perhaps provide a better understanding of how criticality is developed, which can

then enhance the ITE provision across Scotland.

Another area that has been highlighted from the analysis of my doctoral research is the
importance of school leaders in the enactment of Professional Standards. The culture,
climate and ethos created by school leaders were highlighted through this research, as an
enabler or barrier to teachers engaging with policy. Through a qualitative research
methodology, | would like to explore this further. | believe that this has resonance with,
and could have an impact on, the educational leadership programmes in Scotland, where
the analysis can add to the debate around the role of leaders and their leadership style, in

enabling teachers to critically engage with and enact policy in practice.

9.3.3 Possible Published Articles from this Research

From this research, | plan to publish three articles in different areas. | will co-author two
articles with my supervisors initially as conference presentations, with a view to submitting
these to journals. The first article will focus on Adams’s (2016) notion of policy forming and
how this is influenced by teacher professionalism. The second article will discuss the
influence of teacher professionalism on policy enactment, with the final article discussing

the enactment of Professional Standards in Scotland.

It is also my intention to submit proposals to seek seed funding from the British Academy/
Leverhulme Small Research grants, Carnegie Research Incentive Grants and The Royal
Society for Edinburgh to further explore the analysis of this research. This funding can offer
support to conduct pilot research with the goal of applying for larger research grants, for
example, ESRC new investigator grant. | will also seek additional opportunities to share my

research with the research community through presentations at national and international
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conferences, such as the Scottish Education Research Association conference (SERA), the
European Educational Research Association conference (ECER), International Forum of
Teacher Regulatory Authorities conference (IFTRA), and Teacher Education Policy in Europe
conference (TEPE). | have already shared this research as part of a Scottish Symposium at
the International Professional Development Association Conference (IPDA) in November

2021.

9.3.4 Future Partnership Research to Support the Enactment of Professional
Standards

The strategic aims of GTC Scotland for 2020-23, are all underpinned by the suite of
Professional Standards and how these can enable teacher professionalism. It is important
that GTC Scotland moves beyond the bold statements in the Strategic Plan (2020-23) and
supports the enactment of Professional Standards through professional learning for
teachers. To operationalise Professional Standards into practice requires a change in
culture across the teaching profession. Future partnership working and research that can
support the enactment of Professional Standards is outlined below in the areas of policy,
policy discourse, leadership, professional learning and a better understanding of how

Professional Standards are used in practice.

9.3.4.1 Policy

In supporting teachers to enact Professionals Standards, GTC Scotland needs to take
cognisance of the various factors which help and hinder the enactment of policy. Research
to support a more in-depth understanding of policy enactment would provide further
insights into how the language of the policy positions teachers. These insights can then
support the translation of the language of policy, into the language of practice and provide
resources to support teachers to interpret and translate Professional Standards in their

context.

9.3.4.2 Policy Discourse

The policy discourse which emerged at the launch of the Professional Standards (2012),

appears to have failed to gain traction and thus the key intentions of Professional
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Standards have become diluted, in some contexts to become an administrative task
(Adams & Mann, 2020). Further research is needed to provide a better understanding of
who are the influencers at all levels of Scottish education and how their influence can be
harnessed to support the discourse, and thus the enactment of Professional Standards. This
would require a stronger narrative at the macro level and guidance at the meso level. This
change of culture needs to move Professional Standards from a “matter of fact” to a
“matter of concern” (Latour, 2004), to create a culture where Professional Standards are
“disputed and cared about” (Ceulemans, 2017, p. 46). Therefore, there is a need for further

research to support an in-depth understanding of the discourse of Professional Standards.

9.3.4.3 School Leadership

The leadership of the enactment of Professional Standards has been distributed to the
meso level of employers and micro level of schools, to be interpreted and then translated
into practice at the nano level of teachers. If Professional Standards are reduced to
instructional practice, then the importance and role that they can play in school
improvement could be lost. However, if Professional Standards are promoted and
highlighted, as policies to be engaged with then the enactment of Professional Standards
can be used as a tool for school improvement. The impact and role of Professional
Standards to enable school improvement should be further researched to further support

the education system.

9.3.4.4 Professional Learning

There is a tension between the self-evaluation of individual professional learning needs and
the collective professional learning needs in any context. There needs to be clear and
consistent messaging from GTC Scotland about the multiple purposes of Professional
Standards, alongside support for teachers to engage with and enact Professional Standards.
This includes professional learning opportunities to provide the building blocks, for
example, exploring tensions such as Professional Standards as a contested proposition,
individual and collective enactment of Professional Standards, and self-evaluation and
Professional Standards. Research that offers insights into these tensions and underpins
professional learning resources would be invaluable in supporting teachers to navigate the

tensions in teacher professionalism and policy enactment.
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9.3.4.5 Professional Standards in Use

It is stated clearly on the cover of the SPR and SFR, that these are “mandatory
requirements for registration with the General Teaching Council for Scotland” (SPR, SFR,
2021). It is the Standard for Registration (2021) that must be continually met throughout a
teacher’s career. For example, one purpose of the SFR (2021) is that it “provides a clear and
concise description of the professional qualities and capabilities fully registered teachers
are expected to maintain and enhance throughout their careers” (SFR, 2021). In
comparison, the Standard for Career-Long Professional Learning, the Standard for Middle
Leadership and Standard for Headship are described as aspirational Professional Standards.
Although the Standard for Headship could also perhaps be considered as mandatory for
those who aspire to headship roles, as since 1 August 2020, holding the Standard for
Headship, through successfully completing a Headship Qualification, is a prerequisite for

teachers moving into their first headship post in Scotland.

This research explored ‘how’ teachers enact Professional Standards but did not ask
participants which Professional Standards they used. Had this been asked then perhaps a
more nuanced interpretation of how different Professional Standards are used by teachers
in different positions or roles across Scotland could have been discussed. Exploring the

enactment of particular Professional Standards could be explored in a future study.

9.4 My Learning

This research challenged my insider view and also exposed my “narrative privilege”
(Humes, 2020, p. 94). Throughout this research, | tried to remain critically aware and
sceptical of official narratives. | believe | have managed this through my criticality of the
GTC Scotland narrative of Professional Standards and interrogating my own research
positions and using a theoretical framework to support an informed perspective, to

interpret the data.

Starting the research phase of the EdD, | had already formulated a strong sense of what |

wanted to research, which was how teachers use Professional Standards in practice, which
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led to the work of Stephen Ball and his Theory of Enactment (1994, 1997, 2008). | chose
enactment as | believe this represents an active process of choice, where teachers engage
with policy and through positioning themselves and others, decide how they enact a policy
or not. Although policy implementation is more prevalent in discussing ‘putting policy into
practice’, this for me removes the professional element and positions teachers as
instruments at the disposal of policymakers to advance the agenda of the day, thus |

decided to focus on enactment.

My learning through this research can be described as ‘puddle jumping’, where my own
beliefs around policy and Professional Standards were changed not in a linear fashion but
in fits and starts. Understanding the role of globalisation and how this influences what
policies are privileged, was helpful to support my knowledge development of education

more widely and then turning this new lens to the Scottish context.

The most challenging academic aspect for me was understanding Positioning Theory. This
theoretical framing was initially discarded as | did not realise how it could help elicit a
deeper understanding of how teachers respond, act and react to policy. Engaging with
Positioning Theory helped me to appreciate how language, storylines, and rights, duties
and obligations are played out on a daily basis as teachers navigate the complexity of
education and teaching. However, once understood, | now observe Positioning Theory

being used in all aspects of social engagement.

Prior to starting this research, | believed | had a good understanding of Professional
Standards, their purpose and how they were used. This understanding was challenged and
added to through engagement with literature and participants and in the analysis of the
data. My view of Professional Standards as policy was questioned by the responses of
participants as they did not seem to hold the same view. Therefore, it was very interesting
to delve deeper into this area and wrestle with the different perspectives of

professionalism and like Positioning Theory, once understood it is seen everywhere.

Although the case study approach had to be amended, it was interesting to learn the

intimate details of this approach, which was useful when I had to pivot quickly to an

alternative sample due to the Covid-19 pandemic. Although requiring a second ethics
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submission, it was helpful to consider how to engage with participants and reflect on my
own positionality and the possible power dynamic that could be created as a GTC Scotland

Officer conducting this research.

The new knowledge | present in Chapter 8, is the final iteration of many diagrams in which |
tried to make clear something that is complex and ‘living’, into something that can be used
as a model. In this, teachers straddle the tension of two competing discourses in which
they can have more than one position, at the same time or at different times. These
positions are not oppositional but complementary and inform each other. Embracing the
tension helps teachers to think more deeply about their own professionalism and navigate
the complexity of policy enactment. It encourages teachers to interrogate their own
stances and think about how they position themselves and therefore position others in the
discourse, and it draws upon what Collins (2020) calls the “Genius of the AND”, through
embracing the tension. This means acknowledging that it is not organisational and
regulatory OR occupational and developmental but organisational and regulatory AND
occupational and developmental. | believe this provides a new approach to considering the
complexity of how teachers position themselves in relation to policy. This model supports
the notion of teachers having multiple perspectives at the same time and understanding

their ‘duty’ as a teacher, but also responding to their own professionalism stance.

9.5  Summary of Conclusions and Future Research

In Scotland, at present, | argue that there is a lack of discourse about Professional
Standards, with many teachers not fully appreciating the dual nature or multiple purposes
of Professional Standards. | then suggest that in Scotland, there exists a tension between
organisational and occupational professionalism (Evetts, 2013), which teachers navigate as
they enact policy in practice. This is influenced by context and leadership, both of which
have a profound effect on the enactment of policy, and | offer new knowledge that
combines the tensions within the discourses of Professional Standards and teacher

professionalism, to show the complexity of policy enactment.

Through my analysis of the data, teacher professionalism is a fundamental aspect of how

teachers think about themselves as professionals and is facilitated through discourse.
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Additionally, the language used in the Professional Standards leads to a tension within
teacher professionalism, where teachers recognise professionalism to be individual but sits

within a framework of quality assurance and accountability.

Looking to the future, | have outlined several different research projects building from this
research, to further explore the enactment of Professional Standards and the influence of
teacher professionalism. It is important that teachers are supported to operationalise
Professional Standards. This could be achieved by further research in policy, policy
discourse, leadership and professional learning, to support the enactment of Professional

Standards.

Finally, | offer a reflection of my learning journey through this EdD research.
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Postscript

This postscript provides an opportunity to reflect on and share my research experience
throughout this EAD now that my thesis is complete. As discussed above, my motivation for
doing this research developed as | moved through different stages of my professional
career, for example, using Professional Standards to support student and probationer

teachers, as a GTC Scotland Officer and as an early career researcher.

When | began this thesis, | was not fully cognisant of the different identities and positions |
would take and the tensions between these, and | reflect on these and the potential impact

that they might have had on the research process.

In this postscript, | have used the linguistic shorthand of ‘identity’ to explore my changing
positions. | understand that identity is not fixed, but rather is ever-shifting and evolving and

is negotiated in the interpersonal space between myself and others during discursive acts.

The discussion begins by exploring my multiple identities and includes a brief discussion
about my researcher privilege and participants’ perceptions of my dual identities as a GTC
Scotland Officer and researcher. The second part provides an outline of how my learning
through this research may have contributed to the new suite of Professional Standards
(2021), which ran alongside this research, but culminated before the submission of the
thesis. Finally, I discuss my positioning of Professional Standards as policy and the impact

this has had on my thinking and this research.

My Multiple Identities

A deep reflexive analysis of my multiple identities gave “form to the formless” (Baumann,
2000, p. 82), as | surfaced and interrogated these ‘liquid identities’ (Baumann, 2000). In my
view, everyone has multiple identities and | think about these as a kind of broadcasting
desk, see Figure 20, where there are a variety of inputs (identities) which contribute to the

whole sound (person).
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(Source: https://radio.co/blog/best-broadcasting-desks)

Figure 20 Broadcasting desk

In this first section of this postscript, | will discuss my multiple identities starting with my
science teacher identity and demonstrating how enquiry as stance is fundamental to my
educator being. The quote, attributed to Einstein, “the important thing is to not to stop
guestioning” reflects my underpinning philosophy. As discussed in 1.2 My Research,
enquiry as stance has been evident throughout my career and has driven my curiosity and
guestioning disposition, culminating in this EdD research. | follow this by introducing the
key characteristics of my GTC Scotland identity and consider some of the tensions that this

created in this research, before finally discussing my researcher identity.

My Science Teacher Identity

My enduring identity is as a teacher. This shaped the overarching aim of the research, as |
wanted to explore how teachers enact Professional Standards, as | believed these insights
would help me as a GTC Scotland Officer to offer support to teachers at all stages of their

career to enhance their teacher professionalism.

From the beginning of my teaching career, | was outward looking and curious, | would scan
beyond the classroom to better understand learning and think about how to improve my
practice. In current terminology, it may be considered that | was an ‘enquiring practitioner’,
meaning | engaged with research to support my own learning to enable me to support
learner experiences. This was perhaps the beginning of my research journey which led to

this EdD research.
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My GTC Scotland Officer Identity

In moving from school to GTC Scotland in 2015, | had to develop a new identity as a GTC
Scotland employee. Institutions such as GTC Scotland, gain their legitimacy from political
decision making (often in the form of legislation) that grants resources and certain powers
to support the functions of the institution. Subsequently, their representatives are
perceived to be in a position of power. As Humes (2022) states, “the bureaucrat is acting on
behalf of the state, giving him additional authority” (p. 246). | would argue with Humes use
of the word ‘bureaucrat’, and instead suggest that representative would be more
appropriate. As a GTC Scotland representative, registrants and stakeholders may have
positioned me as an authority figure, assigning me power, which | did not necessarily
assume for myself. In this research, | attempted to balance this power dynamic by being
open and honest with participants about my association with GTC Scotland and by

connecting with participants (see 5.3.1 Reflexivity).

All workplaces or organisations have distinct cultures and new colleagues come to
understand the culture through exposure to models and practices of the social group
within the organisation. Being part of a culture is demonstrated through language used and
can create a self-imposed conformity on individuals as representatives of the organisation.
Gee (2015) describes this as “enculturation” (p. 190). While my enculturing within the GTC
Scotland context required a certain degree of self-imposed conformity, it also afforded
certain privileges such as ‘insider’ knowledge of policy making, a deep knowledge of
Professional Standards and the narrative of GTC Scotland in positioning Professional
Standards as a means to enhance teacher professionalism, alongside the role of
Professional Standards as a professional entry benchmark. This enculturing has been
described by Humes (2022) as an ‘iron cage’, which holds the organisation and its
employees into ‘ways of thinking’, where taken for granted assumptions, remain
unchallenged. The ‘iron cage’ is a translation of the original German stahlhartes Gehduse,
meaning steel hard casing, which can lead to feelings of being ‘trapped.’ On reflection, as a
GTC Scotland Officer who was also undertaking this research, the feeling of being ‘trapped’
was noticeable when my thinking, developed as part of this EdD, challenged the

assumptions of the purposes and uses of Professional Standards. My challenges were often
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not warmly received and were occasionally met with blank looks and dismissive comments

from colleagues, leading to feelings of professional isolation.

As previously discussed, the 2017 Scottish education governance review was not realised in
the ensuing planned Education Bill (2018), but was shelved by the then Education
Secretary, John Swinney. In the consultation for the governance review, eight of the
twenty-four questions were directed towards the creation of a new Education Workforce
Council. Subsequently, GTC Scotland Council’s focus was directed towards refuting the

establishment of this new body.

Following the hiatus caused by the governance review and changes in GTC Scotland
personnel, a more research informed approach was adopted in the review of the
Professional Standards. This was shown through more engagement with partners in the
Scottish education policy community, for example, professional associations, and
colleagues with expert knowledge about Professional Standards, for example, colleagues
from the University of Glasgow, who conducted a literature review for GTC Scotland. It was
after the change in personnel that my professional learning and my learning through my
doctoral study, such as the nuances between different models of professionalism and
potential implications of these, was given more value and used to inform how GTC Scotland
positioned Professional Standards. During this time, | realised that the thinking and
knowledge developed as part of my EdD was appreciated, and | was (re)positioned as an
‘expert’ able to bring a research informed perspective to the review. For example,
discussing different views of teacher professionalism, where regulatory Professional
Standards used as benchmarks promote an organisational professionalism model (Evetts,
2013) and where developmental Professional Standards offer an occupational model of
professionalism (Evetts, 2013), (see further in this Postscript — My Contribution to the
Professional Standards (2021)).

My Researcher Identity

As a novice doctoral researcher, | interrogated my ontological and epistemological
positions, to support the development of my researcher identity. As discussed previously,

my undergraduate degree is in the field of science. During my teaching career, my views
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changed from a positivist to a more interpretive stance, although, scientific methodology
does emerge occasionally, and | can default to hypothesis testing, heading down ‘rabbit
holes’, to satisfy my curiosity. For example, | was troubled by the observation by teachers
in this research that they did not consider Professional Standards as policy. | originally set
out to ‘prove’ that Professional Standards are policy through a process of policy analysis
using Bacchi’s (2009) “What’s the problem represented to be” framework. Although
significant time was spent exploring and analysing the SFR, this has not been included in
the final version of this thesis, as the focus of this research is about the enactment of
Professional Standards rather than their conceptualisation. However, this side track does
demonstrate that as a social science researcher, | must continually question my own

research stances, as my ‘training’ in scientific problematisation sometime seeps to the fore.

Throughout this research, | was employed by GTC Scotland. My GTC Scotland identity and
researcher identity became intertwined in complex ways as they shifted and merged as
shown above in questioning GTC Scotland colleagues, non-enquiring stances. | was aware
of my changing identity and understood that as | deepened my knowledge of Professional
Standards, a tension emerged between my GTC Scotland and researcher identities. Indeed,
engaging in this EdD research impacted my GTC Scotland role as it brought a new
understanding about how Professional Standards support different models of teacher
professionalism. My thinking had moved beyond the instrumental use of Professional
Standards, to consider more deeply the impact of their use on practice and the model of
teacher professionalism seemingly promoted. Although | was developing deeper
knowledge about Professional Standards, due to this research, | was being held by a culture
rooted in an organisational model of professionalism (Evetts, 2013), where Professional
Standards were considered something to be implemented. While this is one view, it created
tension as it did not align with my developing understanding of enactment, leading to

feelings of professional isolation within the review process.

Accordingly, my awareness of the possible impact of being funded by GTC Scotland, both
on the research and findings, led me to self-fund. | believe this gave more space as an
‘independent researcher’. Being funded by GTC Scotland could have led to self-conformity,
whether conscious or subconscious, whereas self-funding allowed me to interpret and

analyse data through my own lens, based on personal subjectivity and world view, and not
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through any organisational expectation from GTC Scotland. In addition, self-funding
allowed me to ‘own’ my research and ensured | could ethically collect and analyse data free
from contractual terms or arrangements that may have impeded full disclosure. This self-
funding decided at an early stage, allowed me to develop my researcher identity, but sat in

tension with my GTC Scotland identity.

In addition to self-funding, reflexivity was also used as a methodological tool to understand
how my privilege as a GTC Scotland Officer influenced the research. For example, |
considered my positionality, my identity and the power dynamic in this research about how
data was collected and interpreted and the conclusions drawn. Throughout the research
and the reflections in this postscript, | have tried to “find ways through the world and a
place in it” (Homes, 2010, p. 143). In this, the dual identities of GTC Scotland Officer and
researcher were helpful. My GTC Scotland identity gave privileged access to registrants
during the review of the Professional Standards, while my researcher identity provided a
research informed knowledge to support data collection and analysis for the review of the

Professional Standards.

| believe | have emerged from the research more aware of my privileges in the Scottish
education system, and as | continue to write and think about Professional Standards and
teacher professionalism, | notice how my thinking has changed as my academic identity
grows. In my current role, although Professional Standards underpin some aspects of my
teaching and learning remit, they are not the main focus, however, this research has

allowed me to step back and view Professional Standards in a different way.

As | continue to read and write about Professional Standards and teacher professionalism, |
assume | will become more critical of the current suite of Professional Standards, as my
researcher identity continues to increase in ‘volume’ and my GTC Scotland Officer identity
decreases. For example, | am now dissatisfied with some aspects of the final outcome, for
example, the professional values section. Professional values are part of the ‘teacher being’
section, which is the same across the suite of Professional Standards. While | agree with the
aspiration of professional values to help “teachers develop their professional identity and
underpins a deep commitment to all learners’ cognitive, social and emotional growth and

wellbeing” (GTC Scotland website), | am dissatisfied that the values were not debated as part of
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the review. This means that professional values appear to be assumed, rather than a

considered and contested matter by teachers in Scotland.

Researcher Privilege

As part of my GTC Scotland identity, | have discussed my privileges within the Scottish
education system, | will now outline how this impacted me as a researcher. In conducting
this research, | acknowledge my ‘insider’ privilege, which may not have been at my disposal
had | not been a GTC Scotland employee. As previously discussed, my position as a GTC
Scotland Officer gave me an advantage that another researcher may not have, for example,
in accessing the sample. The privilege of being an ‘insider’ to GTC Scotland may have
allayed any apprehension on the part of the GTC Scotland Senior Leadership Team, who
ultimately gave permission for the sample to be released to me and used in this research.
Additionally, as an ‘insider’ and as someone having worked for GTC Scotland for several

years, it could be viewed that | was encultured in the environment.

My GTC Scotland role may have offered additional reassurance, that the research would be
handled sensitively to ensure the integrity of the GTC Scotland narrative. Each year, an
annual PU evaluation report is provided to GTC Scotland Council, which is based on survey
data from registrants who have completed PU that session. During my time at GTC
Scotland, this was part of my remit. This is the same data set that | sought permission to
access for this research. Therefore, my privilege is two-fold. Firstly in knowing the data set
was available. Secondly, this being part of my remit to create the evaluation report,
perhaps afforded me a position of trustworthiness by the Senior Leadership Team. In
addition, since ethical approval had been given from the University of Strathclyde, School
of Education Ethics Committee for the addendum to the original ethics application (in
terms of participants and access to participants), and from GTC Scotland in my role as a
GTC Scotland Officer, | was positioned differently than others may have been. If | had been
a researcher or GTC Scotland Officer who was not actively involved in using the data set,
access may have been more problematic or not available at all, as knowing the sample
exists and then being in a position where the Senior Leadership Team would release this

sample may not have happened.
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Participant Perceptions

In approaching the teachers who contributed to this research, | was as transparent as
possible in identifying myself as a GTC Scotland Officer via the introductory email from my
Strathclyde email address, the Participant Information Sheet (see Appendix 3) and the
Participant Consent Form (see Appendix 4). From my perspective, this was not done to
position participants into agreeing to take part but was an attempt to be open and honest
as | did not want to collect data under false pretences. Not declaring my role as a GTC
Scotland Officer upfront may have had an inhibiting effect. However, | acknowledge that
my GTC Scotland status may have influenced some participants to take part and the
responses they provided in the interviews. In addition, prior to starting the recording of the
semi-structured interviews, | also ‘chatted’ with participants to bring forward our
similarities and differences in roles and asked for additional verbal consent. Some
participants asked for further reassurance that the study was anonymous, aligning with
Humes (2022) findings about teachers participating in other data gathering exercises,
where “they preferred to remain anonymous in case their critical comments had damaging
personal consequences” (p. 246). Perhaps this also reflects the “culture of fear” that Seith

(2018) suggests exists in the Scottish education system.

It is difficult to know the motivations of the research participants, as this was not addressed
during the semi-structured interviews and there may be several contributing factors. For
example, being a researcher and a GTC Scotland employee may have influenced
participants to accept the invitation. As previously stated, teachers may have positioned
me as an authority figure, as a GTC Scotland representative. They may have wanted an
opportunity to talk, one to one, with someone who represented GTC Scotland, to express a
positive or negative opinion, or they may have had more altruistic intent, in that they
believed they were adding to research which could have impact on the teaching profession.
In addition to the reassurances given by me, both written and verbal, the fact that the
research had been approved by the University of Strathclyde Ethics Committee, may have
provided further reassurance of my trustworthiness. Lastly, it is important to stress that
participants and GTC Scotland were informed they will be offered an executive summary
after the Doctorate award is conferred, in line with BERA Ethical Guidelines for Educational

Research (2018), which states “Researchers have a responsibility to share their findings
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with participants and their wider social groups as fully as possible, while maintaining
confidentiality.” (p. 35). With the final confirmation of the EdD, | will provide all
participants and GTC Scotland with an executive summary. The research findings will also

be shared via conference presentations and articles.

My Contribution to the Professional Standards (2021)

Having discussed my multiple identities, | now turn my attention to my contribution to the
review of the Professional Standards, which were introduced to teachers in January 2021 at
the GTC Scotland annual lecture, for enactment as of 2"¢ August 2021. This research was
conducted at the same time as the review of the Professional Standards, so | was involved

concurrently in both processes that were intertwined in various ways.

Enactment

Through this research, | have deepened my knowledge about Professional Standards, their
purposes and how these are used in practice. At the start of this doctoral research, |
adopted ‘enactment’ as a way to describe the active process of policy engagement and
decision making, as teachers engage with Professional Standards and put these into
practice, or not. As discussed in 4.1.1 Implementation of Policy, | find the word
‘implementation’ problematic, as | believe that it negates teacher professionalism and
suggests that policy becomes practice without consideration by teachers. Research has
shown the policy process to be far more complex. By adopting ‘enactment’, | am

attempting to convey the contested nature of policy processes (Ball et al., 2011).

It was not until after the change of personnel, as described above, that the word
‘enactment’ was used in preference to ‘implementation’ by GTC Scotland. Enactment was
adopted after conversations with colleagues, where | explained the thinking emerging from
my EdD and its potential role in supporting a model of occupational professionalism
(Evetts, 2013). However, anecdotally there was some disagreement from professional
associations, who stated that they would prefer that the word ‘implementation” was used.

Whilst this might demonstrate an attachment to a view of organisational professionalism
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(Evetts, 2013), where policy is a thing that teachers need to do, it might also be

symptomatic of limited engagement with current policy literature.

Although never explicitly stated in the 2012 version of Professional Standards, by engaging
with literature and other Professional Standards from countries such as New Zealand and
the Canadian Province of Ontario, | suggested that the Standard for Registration was laid
out in a way that could be considered as ‘teacher being’, ‘teacher knowing’ and ‘teacher
doing’. These three sections were indicated in the 2012 version, where ‘teacher being’
consisted of the introduction and the Professional Values and Commitment sections,
‘teacher knowing’ as the Professional Knowledge and Understanding section, and finally
‘teacher doing’ as the Professional Skills and Abilities section. My deepening knowledge
about the structure of Professional Standards developed through my EdD research was
shared, considered and debated by GTC Scotland colleagues, and after lengthy discussions,
it was decided to be more explicit about this within the 2021 iteration. This can be seen
most in the initial section of the suite of Professional Standards where the opening section

is now named ‘Being a Teacher in Scotland’.

The conceptualisation of the 2021 suite of Professional Standards “that supports what it
means to become, to be and to grow as a teacher in Scotland” (GTC Scotland website) is
also a change where my contribution may be evident. By considering the purpose of each
Professional Standard, | wondered if showing the progression of deepening knowledge and
skills would be helpful. Sharing this with colleagues, | talked about the Standard for
Provisional Registration as the benchmark for students to become probationer teachers,
then benchmarking against the Standard for Registration is when probationer teachers are
now considered to be teachers. Finally, the Standards for Career-Long Professional Learning
is when in-service teachers continue to grow as professionals. This conceptualisation was
debated and reframed as “what it means to become, to be and to grow as a teacher in

Scotland” (GTC Scotland, 2021).

Teacher Professionalism

Through my deep understanding of conceptualisations of teacher professionalism gained

through this research, | encouraged changes to the initial section of the Professional
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Standards, so that it positioned professionalism more prominently. For example, in the
2012 version of the Standard for Registration, professionalism is mentioned four times,

whilst, in the 2021 version, professionalism is mentioned thirteen times.

As | engaged with literature around Professional Standards and professionalism, | came to
understand that the 2012 Professional Standards espoused an organisational
professionalism model (Evetts, 2013), where the expectations of teachers’ qualities,
capabilities and competence are measured. In considering the literature and my
interpretation of the data from the semi-structured interviews, the tension between
organisational and occupational professionalism (Evetts, 2013) became more obvious. Both
organisational and occupational professionalism (Evetts, 2013) can now be interpreted
through the purposes of the 2021 Professional Standards. For example, where there is
alignment with organisational professionalism (Evetts, 2013), Professional Standards are
described as a benchmark. Occupational professionalism (Evetts, 2013) is evident in the

stated purpose to enhance professionalism and support career-long professional growth.

As such, this change from an organisational professionalism model (Evetts, 2013) to include
an occupational professionalism model (Evetts, 2013) may have been influenced by my
research, as | am of the mind that Professional Standards should be written and enacted in
ways that enhance teachers’ occupational professionalism (Evetts, 2013). However, a direct
causal link cannot be made, as more than two hundred people took part and informed the
2021 iteration of the Professional Standards, through the strategic group, working and
writing groups, two data collection phases and a full public consultation prior to the final
approval from GTC Scotland Council. Following my research and further thinking and
learning, | am still unsure whether the new Professional Standards go far enough towards
an occupational professionalism stance (Evetts, 2013), or whether the Professional

Standards remain within the organisational professionalism model (Evetts, 2013).

Positioning Professional Standards as Policy
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During this research, it became evident that participants do not consider Professional
Standards as policy, as noted previously. However, | am still wondering about this and

how, or if, this impacts the enactment of Professional Standards.

Nevertheless, throughout my research, | have argued, that conceptualising Professional
Standards as policy is important. My position is that identifying Professional Standards as
‘policy’ supports the development of research approaches to understand how teachers
enact Professional Standards in practice and drawing on models of professionalism within
this, can further enhance such research. The findings of this research may then support the
next iteration of Professional Standards and highlights the important distinction between

operational and organisational models of professionalism, as part of future considerations.

So, although teachers in this research did not position Professional Standards as policy,
they did understand these texts should be enacted. Upon reflection, this possibly
demonstrates my engagement with specific policy literature that sees policy as enactment
and as a result of this, have a different understanding of policy from the teachers in this
research. Reflecting on my early teaching career, | did not consider Professional Standards
as policy, as my engagement with Professional Standards was as texts to be complied with,
which could be considered as one understanding of policy, albeit a policy science view (see
2.4 Definition of Policy). Possibly, this reflects how | considered teaching and Professional
Standards as an expression of organisational professionalism (Evetts, 2013), where
Professional Standards are ‘things’ to be ‘done’. Similarly, although teachers in this
research do not necessarily position Professional Standards as policy or recognise how
particular agendas are entwined within policy statements, they do appear to note that
engagement and subsequent enactment is required. Thus, the complexity of policy
discourse may not be engaged with explicitly, but through using Professional Standards, in

practice teachers are, in effect, engaging in the enactment of policy.

Such positioning may emerge during ITE and into probation, where Professional Standards
are benchmark texts, firmly locating these in an organisational professionalism model
(Evetts, 2013). The SPR remains, often, uncontested, as it is integral to the decision making
process as to whether a student teacher is competent. During probation, the SFR is used as

the benchmark before registration is bestowed and teachers become fully registered
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teachers. Therefore, Professional Standards might be ‘experienced’ as regulatory, rather
than developmental. Post probation, the Standard for Career-Long Professional Learning,
the Standard for Middle Leadership and The Standard for Headship offer “an aspirational

and developmental framework for teachers” (SFR, 2021, p. 3).

This dual aspect of Professional Standards as regulatory and developmental, does not
appear to be significant for participants in my research. In the 2021 suite of Professional
Standards, the surfacing of this duality was addressed through the subtitles on the
documents, where on the SPR and SFR it states, these are a “Mandatory Requirements for
Registration with the General Teaching Council for Scotland” and for the other Professional
Standards it states, these are “An Aspirational Professional Standard for Scotland’s
Teachers”. In addition, there was a change in language from those Professional Standards that
are benchmarks, where they can be demonstrated by ‘professional actions’, meaning this should
be done, compared with the aspirational and developmental Professional Standards, where
standards are demonstrated through ‘professional illustrations’, how this could be done. Perhaps
this change in language is too subtle and does not provide clear enough signposting of the dual
aspects of Professional Standards. So, although teachers do not understand policy as | have
conceptualised it within this thesis, they do understand that the enactment of Professional

Standards is important to maintain their registered status.

Reflecting on my developing researcher identity, there was a growing divide between me
and my GTC Scotland colleagues, as | engaged in an analysis of Professional Standards, as
the dual nature of Professional Standards as regulatory and developmental, and the
different positions they offer teachers became evident to me. Some GTC Scotland
colleagues positioned Professional Standards as regulatory texts, therefore privileging an
organisational model of professionalism (Evetts, 2013). In this regulatory framing,
Professional Standards are considered an accountability mechanism that reduces variability
and improves teacher quality and a competency framework that considers teachers as
policy implementers (see 4.1.1 Implementation of Policy). In this way, Professional
Standards are positioned as a collection of rules. | believe it is only when one engages
deeply with policy analysis, that spaces for alternate positions become apparent. In my
view, Professional Standards are part of the democratic process of sense making, where

texts are contested and interpreted by teachers in context, before being enacted into
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practice in ways that support teachers to raise their professional capital. Whether teachers
understand Professional Standards as policy is not the issue, what is important, however, is
that teachers understand Professional Standards as more than simply a list of things to be

demonstrated.

In this EdD research, it was important to conceptualise Professional Standards as policy to
explore how teachers enact these in practice and connect to the policy literature.
Professional Standards often remain uncontested as teachers initially engage with
Professional Standards through ITE and probation, where they are used as benchmarks,
thus in a regulatory model which promotes organisational professionalism (Evetts, 2013).
This regulatory positioning of Professional Standards was also the deeply held view of GTC
Scotland colleagues at the start of the review of the Professional Standards. However, as |
engaged deeply with literature, the complexity of enacting Professional Standards and their
dual nature, as regulatory or developmental, was brought to the fore. Teachers are in
effect enacting policy when they are using Professional Standards, so whether they

contextualise these as policy texts is less important.

Summary

Clearly, tensions emerged through my multiple identities within this research process. As |
developed my researcher identity through a deep engagement with, and critical appraisal
of literature, thinking and writing, my stance towards professional standards shifted. For
much of the research process, | was held by the GTC Scotland culture, where colleagues did
not share similar policy perspectives and positioned Professional Standards as promoting a

seemingly organisational model of professionalism (Evetts, 2013).

As part of the internal GTC Scotland team working on the review of the Professional
Standards, | employed my growing confidence as a researcher and my deepening
knowledge of Professional Standards to contribute to, and influence the Professional
Standards review (2021). However, it is difficult to identify conclusively such evidence or
causal links, so offered here are personal reflections which could, and indeed should be

considered and perhaps challenged.
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While | might, through this research position Professional Standards as policy, | realise that
the theory and practice of policy enactment are premised on the reading and thinking |
have undertaken. Whether teachers also position Professional Standards as policy is less
important; rather, positioning Professional Standards to be enacted, rather than
implemented or adopted offers a mechanism whereby different models of professionalism
may become a matter of debate by the profession. What is important is that Professional
Standards should, in my view, be contested and engaged with in ways that promote an
occupational professionalism stance (Evetts, 2013). Problematically, they are positioned by
most teachers in this research in an organisational professional model (Evetts, 2013),

where they remain unquestioned and as a text to be implemented.

Throughout this EdD, my shifting identities, in particular the development of my researcher
identity, highlighted the dual nature of Professional Standards and the importance of
different models of teacher professionalism inherent in the text. This emphasises the
important role that models of professionalism play in influencing how teachers enact

Professional Standards.
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Appendices
Appendix 1  The Role of GTC Scotland in the Scottish Education System

A Brief History

The Road to Independence

In 1939, the Secretary of State for Scotland gained the powers from the Education
(Scotland Act (1872)) for the certification of teachers, along with the regulation of teacher
training (education). At this time, holding a teaching certificate was a pre-requisite for
teachers to be eligible for appointment to a permanent post and to be entitled to the
salaries specified by the teacher’s salary regulations. The teaching certificate, also known as
a teacher’s ‘parchment’, was awarded in perpetuity, after a two-year probation period,
which was confirmed by a headteacher. It could only be removed, after the fact, by a

proven case of misconduct.

In 1961, in response to the increasing number of uncertified teachers, meaning those
without the parchment, David Lambie, a representative of the Education Institute of
Scotland and Arthur Houston, a teacher at St Augustine’s High School in Glasgow, organised
a meeting of teachers to debate the setting up of a Scottish Teachers’ Council. This was to
be a professional body for teachers, who would determine both the entry standards and
standards for certification for teachers; the curricula for teacher training (education)
courses; the maintaining of a register of teachers eligible to teach in Scotland; and the
power to discipline teachers for misconduct. This proposal led to a review of the training
and certification of teachers, led by the senior judge, Lord Wheatley. The review
recommended the setting up of a General Teaching Council for Scotland (GTC Scotland) to
enhance the status of the teaching profession, by holding the teaching standards, making
registration with GTC Scotland compulsory for teachers in local authority schools and

having disciplinary powers to remove teachers from the register.

Royal assent for the Teaching Council (Scotland) Act, was achieved in 1964 and the bill
finally came into law in June 1965. At this time, Parliament still had final approval on the
issues delegated to GTC Scotland, in accordance with the Teaching Council (Scotland) Act
(1965), which states that any orders made by the Secretary of State were “subject to

annulment in pursuance of a resolution of either House of Parliament” (Teaching Council
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(Scotland) Act, 1965, paragraph 14(2)). There was no provision in the Teaching Council
(Scotland) Act 1965 for mandatory registration, and there was strong dissent from those
who had already been awarded their ‘parchment’, to having to pay a registration fee. In
reflecting on this debate, J. Lockhart Whiteford, (an elected member of GTC Scotland
Council (1971-1979)) concluded that “at the root of the opposition was the failure to
appreciate the nature of the Council: that it was to be about teaching rather than simply
for teachers” (Matheson, 2015, p. 18). Although under protest, most teachers had

registered by late 1968.

There is still considerable international interest in GTC Scotland, with other countries keen
to learn from the Scottish model of teacher registration and regulation. During 1991, Silver
Jubilee GTC Scotland Conference, Mary Furtell, (president of the World Confederation of
Organizations of the Teaching Profession), told the conference, “from the global
perspective, you are viewed as being very, very effective”, and described GTC Scotland as

“a model across the world” (Matheson, 2015, p. 49).

In 1999, the Scottish Parliament (Scottish Executive) was reconstituted under the Scotland
Act 1998, and Donald Dewar, the Secretary of State and soon-to-be First Minster published
the White Paper, Targeting Excellence — Modernising Scotland Schools. The passing of the
White Paper into law created an Education Bill that was substantially the same as the
Teaching Council (Scotland) Act 1965, with some amendments and insertions. This new

Education Bill defined the general functions of GTC Scotland as:

1. It shall be the duty of the Council to keep under review the standards of education,
training, fitness to teach as appropriate to persons entering the teaching profession
and to make to the Secretary of State, from time to time, such recommendations
with respect to those standards as they think fit.

2. Without prejudice to the foregoing subsection, the Council may, in particular, make
to the Secretary of State recommendations as to the conditions which, in their
view, should be prescribed by him under section 7 of this Act.

3. It shall also be the duty of the Council to consider and make the Secretary of State

from time to time, recommendations on, such matters relating to the education,
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training and fitness to teach of teachers, as they think fit, or as may be referred to
them by the Secretary of State.
(Teaching Council (Scotland) Act 1965, Section 2)

In January 2008, the First Minister of Scotland, Alex Salmond, announced a reduction in the
number of Non-Departmental Public Bodies, in this “bonfire of the quangos” (Matheson,
2015, p. 85), some bodies were merged or abolished. GTC Scotland was granted permission
from the Scottish Executive to continue and become the first independent teaching

regulatory body in the world.

The legislation, The Public Service Reform (General Teaching Council for Scotland) Order
2011, that conferred independence for GTC Scotland was passed in 2011. The Order (2011)
stated two aims for GTC Scotland, which are:

a) To contribute to improving the quality of learning and teaching; and

b) To maintain and improve teachers’ professional standards.

(The Public Service Reform (General Teaching Council for Scotland) Order 2011, Article 5)

This extended the functions of GTC Scotland beyond regulation and registration and into
the heart of the teaching profession with an expanded remit:
a) To keep the register;
b) To establish (and to review and change as necessary)
I.  The standard of education and training appropriate to schoolteachers; and
II.  The standards of conduct and professional competence expected of a
registered teacher;
c) To investigate the fitness to teach of individuals who are, or who are seeking to be,
registered,;
d) To keep itself informed of the education and training of individuals undertaking
courses for the education and training of teachers;
e) To consider, and make recommendations to the Scottish Minister about, matters
relating to
I Teachers’ education, training, career development and fitness to teach;

and
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II.  The supply of teachers (except in matters of remuneration or conditions of
service); and
f) To keep such other registers of other individuals working in educational settings as
it thinks fit.

(The Public Service Reform (General Teaching Council for Scotland) Order 2011, Article 6)

The independent status of the Council took effect on 2 April 2012, with the first meeting of

the newly independent council on 13 June 2012.

Current Role in Scottish Education

Professional Standards

In response to the White Paper of 1999, GTC Scotland was invited by the Scottish Executive
to create a set of benchmarks for initial teacher education (ITE), which would be used as an
assessment tool for student teachers, thus removing subjective decisions by headteachers.
By August 2000, the Standard for Initial Teacher Education (SITE), the precursor for the

Standards for Full Registration, had been developed and mandated.

The Scottish Qualification for Headship Unit, in 1998 published the Standard for Headship,
a benchmark standard providing a more coherent pathway to headship and describing the
professional practice of headteachers and aspiring headteachers. It was designed to be

delivered through a partnership model between local authorities and universities and was
assessed through the demonstration of professional values, management competence and

intellectual, and interpersonal abilities.

According to Matthew Maciver (Chief Executive of GTC Scotland 2001 — 2008), this
framework was “the one that set the tone and set the atmosphere for what has happened
since” (Matheson, 2015, p. 61) and provided the basis for the suite of Professional
Standards published in 2012, which were developed through a model of stakeholder

collaboration and writing groups.

The new suite of Professional Standards, 2012, comprised of:

259



e Standards for Registration
o Standard for Provisional Registration (SPR)
o Standard for Full Registration (SFR)
e Standard for Career-Long Professional Learning (CLPL)
e Standards for Leadership and Management (SLM)
o Standard for Leadership and Management (Middle Leaders)

o Standard for Leadership and Management (Headteachers)

The Standards for Full Registration (2012) defines the essence of ‘what it is to be a teacher
of Scotland’s children and young people’. It is premised on three foundations of
professional values, Learning for Sustainability and leadership. The inclusion of professional
values moved the Professional Standards from a policy about what teachers do, to a policy
that describes a ‘way of being’ and underpins GTC Scotland’s stance of teachers, as

professionals rather than teachers as practitioners.

The Standards for Full Registration are divided into three key areas.
e Professional values and personal commitment;
e Professional knowledge and understanding; and

e Professional skills and abilities.

The Standard for Provisional Registration specifies what is expected of a student teacher at
the end of ITE and acts as benchmark statements for accreditation of ITE programmes and
professional qualifications in Scotland. During ITE, student teachers are expected to be able
to clearly demonstrate and evidence their development as a teacher. Having successfully
gained the Standard for Provisional Registration, student teachers are eligible for

provisional registration with GTC Scotland.

The Standard for Full Registration builds on the Standard for Provisional Registration and is
the benchmark of teacher competence. All teachers must demonstrate competency across
the Standards for Full Registration to become a registered teacher in Scotland. The
Standards for Full Registration provides assurance to learners, parents, the profession itself
and the wider community about the competency, dispositions, knowledge and abilities of

every teacher.
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The Standard for Career-Long Professional Learning (CLPL) was developed to address the
recommendation of ‘active registration’ from Teaching Scotland’s Future (2011). In creating
this aspirational Professional Standard, GTC Scotland publicly stated that teachers in
Scotland were trusted to continue to enhance their professionalism, by undertaking
professional learning to address their own professional needs. The CLPL standard should be
used as a reflective tool to help teachers identify, plan and develop their own professional

learning journey throughout their careers.

The Standards for Leadership and Management include a focus on leadership for learning,
teacher leadership and working collegiately to build leadership capacity in others. It shows
the progression pathway from middle leadership to senior leadership and defines the
difference between leadership and management. The Standard for Leadership and
Management states:

Leadership is the ability to:

e develop a vision for change, which leads to improvements in outcomes for
learners and is based on shared values and robust evaluation of evidence of
current practice and outcomes; and

e mobilise, enable and support others to develop and follow through on
strategies for achieving that change.

Management is the operational implementation and maintenance of the practices and

systems required to achieve this change. (GTC Scotland, 2012, p. 4)

It is expected that those in educational leadership roles will develop increasing
responsibility for:
e building staff capacity through team and line management;
e establishing, sustaining and enhancing a culture and ethos of collaborative
learning;
e participating and leading multi-agency working across the learning community;
e self-evaluation and quality assurance through school improvement planning; and

e leadership for improvement at the system level (authority and national level).
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The new suite of refreshed and revised Professional Standards was launched in January

2021 with mandatory enactment as of 2 August 2021.

Code of Professionalism and Conduct (COPAC)

Alongside registration, GTC Scotland is also responsible for the regulation of teachers. GTC
Scotland, through its legislation, has a duty to identify the boundaries of professional
behaviour and conduct and to maintain public trust in the profession. Although first
mooted in 1973 in the GTC News and later in the Statements of Principles (1975), it was not
until 2005, that a Code of Conduct was published. This was then revised in 2008 and
published under the new title of Code of Professionalism and Conduct (COPAC). Alongside
the suite of Professional Standards and a new Student Teacher Code, COPAC was revised

and released in 2012.

COPAC sets out the key principles and values for registered teachers in Scotland. It states to
the profession and members of the public, the standard of conduct and competence
expected of registered teachers. COPAC “is guidance and not statutory code; therefore,
teachers must use their own judgement and common sense in applying the principles to
the various situations in which they may find themselves.” (GTCS, 2012). However, COPAC
alongside the Standard for Full Registration are used as the reference point for Fitness to

Teach cases.

COPAC is outlined in five sections, these are:
e Professionalism and maintaining trust in the profession;
e Professional responsibilities towards pupils;
e Professional competence;
e Professionalism towards colleagues, parents and carers; and

e Equality and Diversity.
The Student Code supports student teachers to understand the conduct and dispositions

required of a fully registered teacher. It provides guidance, in addition to the ITE provider

guidance, to student teachers as they begin their journey to become a teacher.
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The key principles addressed within the Student Teacher Code are that student teachers
should:

e be agood role model;

e make pupils their key concern;

e promote the education of pupils;

e be open and honest, and act with integrity; and

e show respect for others.

Professional Update

In response to the A Teaching Profession for the 21% Century (2001), GTC Scotland was
asked by the Scottish Executive to create a ‘universal’ annual review process. Prior to this,
GTC Scotland Council’s position on ‘registration in perpetuity’ was being considered as it
was deemed “philosophically and professionally untenable to argue that, just because
someone has once judged to have met the Standard for Full Registration, which was
sufficient for the rest of a career” (Matheson, 2015, p. 98). This annual review process, in
GTC Scotland’s view, “would be founded on the premise that most teachers were already
performing well” (p. 98 Ibid.). This was added to by a recommendation from Teaching
Scotland’s Future (2011), that ‘active registration’ be considered as a way of supporting
teachers to continually upskill. This process was renamed ‘Professional Update’ and was

launched in 2011, by GTC Scotland, with a pilot study.

Professional Update is a requirement for teachers to maintain their registration. It is not a
measure of competency, but an opportunity to support teachers to share their professional
learning and the impact of that learning on themselves, children and young people,
colleagues and their learning community. Within this process, teachers need to have
ownership of their own professional learning, which should enhance their knowledge and

skills, and should not feel they are being ‘done to’.

The key purposes of Professional Update for teachers are twofold:
e to maintain and improve the quality of teachers, as outlined in the relevant
Professional Standards, and to enhance the impact that they have on the learning

of children, young people and adults; and
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e to support, maintain and enhance teachers’ professionalism and reputation in

Scotland.

These key purposes are underpinned by key principles that outline the expectation of
teachers as they take part in PU. These teachers have:
e aresponsibility to consider their own development needs through a process of self-
evaluation against the appropriate Professional Standards;
e an entitlement to a system of supportive professional review and development
(PRD) which can:

o assist in the identification of constructive ways to engage in self-evaluation
and professional learning to maintain and enhance professional
knowledge, skills and practice;

o provide access to professional learning experiences which can develop and
enhance professional practice as well as support next steps in professional
learning identified through self-evaluation; and

o offer a focus on ways in which they can enhance their careers.

e to confirm that they have maintained the high standards required of a teacher, or
positions with responsibility for judging the quality of learning and teaching, in

Scotland’s educational establishments.

Professional Update is a continuous process which builds on the key purposes outlined
above, which includes the following interlinked features:

e Anannual update of contact information by registered teachers;

e A career-long commitment to, and engagement in, professional learning, including
continuing engagement in PRD;

e Opportunities for all teachers to engage in ongoing self-evaluation against
appropriate Professional Standards, in order to reflect on their professional
knowledge, skills and actions, and plan their development needs and relevant
future professional learning;

e Maintenance of a reflective record of professional learning and associated
evidence of impact on thinking and professional actions, discussed with a line

manager as part of the PRD process; and
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A 5 yearly confirmation of engagement in the Professional Update process with
GTC Scotland. The teacher makes the following confirmation, which is endorsed by
their line manager:

o I confirm that | have engaged in ongoing professional learning and
reflected against the appropriate GTCS Professional Standards. | have
maintained a reflective record of professional learning and evidence of its
impact on my thinking and professional actions. | have discussed this with
my line manager as part of my Professional Review and Development

process.’

PU Annual Evaluation and Longitudinal Study

In the first five years of implementation, GTC Scotland undertook an annual review of

Professional Update, to capture the views and experiences of the cohort undertaking

Professional Update for the first time. This research covered four key areas:

Professional Standards;
Professional Learning;
Professional Review and Development; and

Professional Update sign-off and systems.

The report, Professional Update Longitudinal Study (2014-2019), produced by GTC Scotland

provides evidence of the registrant’s experiences of Professional Update. Some key findings

are shown below.

There are indications of a learning system.

Professional Standards are considered a touchstone for teacher professionalism.
The Standard for Career-Long Professional Learning is used by most registrants as a
very useful self-evaluation tool, alongside other policy documents.

Professional Standards are mainly used retrospectively, rather than to signpost
professional learning activities.

The majority of registrants engage with Professional Review and Development.
The culture of professional learning offers registrants the opportunity to work

collaboratively with others and reflect and learn together.
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e Most registrants feel they are well supported by school leaders and local
authorities in the Professional Update process, with the exception of supply
teachers, who require more specific support.

e Those who work outwith schools also require further specific support to ensure

Professional Update is worthwhile and supportive.

The annual PU evaluation has continued as teachers continue to engage with Professional

Update.

Teacher Induction Scheme

The Teacher Induction Scheme (TIS) is a significant area of work for the General Teaching
Council for Scotland (GTC Scotland), which involves complex partnership working and sets

the tone for teachers’ relationship with GTC Scotland at the very start of their careers.

The Teacher Induction Scheme provides a guaranteed one-year post to every eligible
student graduating with a teaching qualification from one of Scotland's ITE providers. This
is administered by GTC Scotland, in partnership with the Scottish Government. The scheme
is not compulsory and probationer teachers can choose to follow the Flexible Route
instead. The Teacher Induction Scheme allows probationer teachers to be considered for
full registration within one school year (190 teaching days). It offers a number of benefits,
including: a maximum class contact time of 0.8 full-time equivalence (GTC Scotland
endorsed); dedicated time set aside for Professional Learning; and an entitlement to access

support throughout the induction year.

Initial engagement for student teachers with GTC Scotland begins with opening talks. At
this time, GTC Scotland colleagues signpost the purpose and processes which involve GTC
Scotland and offer a timeline to manage student teacher expectations. At the opening
talks, student teachers are informed of the payments required for both Protecting
Vulnerable Groups and Registration administration fees and the process for the first stage

of allocation for the Teacher Induction Scheme.
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University colleagues recommend those students who have successfully completed their
teaching qualification, to be included on the Register of Teachers with a provisional status.
Once placed within a local authority, probationer teachers, working with their supporter,
monitor and track their progress towards the Standard for Registration via their online
profile, which is held by GTC Scotland. At the end of a successful probation period,
probationer teachers are recommended to GTC Scotland for full registration by their

headteacher.
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Appendix 2 Copy of the Email Exchange with the GTC Scotland Gatekeeper

O

Charlaine Simpson

Sat 06/06/2020 09:48

To: pauline.stephen@gtcs.org.uk

Hi Pauline,

| hope this finds you well. As discussed previously, | am now writing to ask permission to
access registrants to take part in semi-structured interviews as part of my Ed D thesis

exploring the enactment of Professional Standards.

| understand that as part of the Professional Update annual evaluation survey you ask
respondents to give an email address if they wish to participate in research around this

issue raised in the evaluation, it would be helpful to gain access to this list of registrants.

| recognize that you have identified that in the data protection statement you offer the
following reassurances:
“The survey responses will be used only to inform the report on the
project and any articles or conference papers that may be produced as an
outcome of the research.
The findings may also be used to inform GTCS research
or another national educational research.
By completing and submitting the survey you are giving consent to taking

part in this research.”
Therefore, | am seeking permission to conduct research that will help to inform GTCS’s

understanding of registrants’ engagement of Professional Standards and will offer an

executive summary to GTCS on completion of the research.
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| hope that you can support this research and hope to hear from you soon.

Best wishes

Charlaine
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Pauline Stephen <pauline.stephen@gtcs.org.uk>

Wed 17/06/2020 14:01

To: Charlaine Simpson

Hi Charlaine

Thanks for this request which CMT has considered. | am responding to indicate that
permission has been granted for you to access registrants to participate in your research as

outlined below.

| look forward to hearing more about your progress and what we can learn from your

work.

Kind Regards,

Pauline

Dr Pauline Stephen

Director of Education, Registration and Professional Learning

0131314 6025

Pauline.Stephen@gtcs.org.uk
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Appendix 3 Participant Information Form

—

Sy
University of %

Strathclyde

Glasgow

Participant Information Sheet
Research Project Title

An investigation of the enactment of Professional Standards by teachers in Scotland

Invitation

You are being invited to take part in this research project. Before you decide to do so, it is
important you understand why the research is being done and what it will involve. Please
take time to read the following information carefully and discuss it with others if you wish.
Ask me (charlaine.simpson@strath.ac.uk ), if there is anything that is not clear or if you
would like more information. Take time to decide whether or not you wish to take part.

Thank you for reading this.

What is the project’s purpose?
The focus of this research is to better understand how teachers enact policy, specifically,
how do teachers engage with Professional Standards as policy and interpret and translate

these into practice.

Why have | been chosen?

You have been chosen because as a teacher who has recently completed Professional
Update (PU), you indicated by ticking the box at the end of the survey that you were happy
to be contacted for future research. GTC Scotland provided me with contact details of

those registrants who ticked the box and GTC Scotland granted permission to contact you
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to take part in this research. As a registered teacher in Scotland, you will have knowledge
about Professional Standards and their use in your context which will support this

research.

Do | have to take part?

It is up to you to decide whether or not to take part. If you do decide to take part, you will
be able to keep a copy of this information sheet and you should indicate your agreement
by completing and returning the consent form. You can still withdraw at any time during
the interview stage. You do not have to give a reason. After the interview stage, you can

withdraw your interview data prior to data analysis (August 2020).

What will happen to me if | take part?
You will be asked to take part in a semi-structured interview with Charlaine Simpson, which

will last no more than 45 minutes.

What do | have to do?
Take part in an online interview via Microsoft Teams at a time and place of your choosing.

There are no other commitments or lifestyle restrictions associated with participation.

What are the possible disadvantages and risks of taking part?
Participating in the research is not anticipated to cause you any disadvantages or

discomfort.

What are the possible benefits of taking part?

Whilst there are no immediate benefits for those people participating in the project,
however, a better understanding of the enactment of Professional Standards may help GTC
Scotland to provide resources which support teachers to interpret and translate
Professional Standards in practice. You can request an executive summary of the research

at the end of the project.
What if something goes wrong?

If you have any complaints about the project, in the first instance, you can contact any

member of the research team (please see contact details below). If you feel your complaint
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has not been handled to your satisfaction you can contact the University of Strathclyde to

take your complaint further, please see contacts for further information below.

Will my taking part in this project be kept confidential?

All the information that we collect about you during the course of the research will be kept
strictly confidential, as per the privacy notice (Appendix) This will be done by

changing your name and disguising any details of the interview which may reveal your
identity, the identity of people you speak about or your school. Your data will be
anonymised in all reports or publications. You will not be identified or identifiable. Any data
collected about you will be stored online in a form protected by passwords and other
relevant security processes and technologies which will be GDPR compliant. Data collected
may be shared in an anonymised form in the final thesis and any subsequent publications.

These anonymised data will not allow any individuals to be identified or be identifiable.

Will | be recorded, and how will the recorded media be used?

All interview data will be collected using a Microsoft team meeting recording and will be
held securely as an audio file in a secure cloud-based storage solution, Strathcloud. The
data sources will only be shared in their entirety for transcription purposes with a third-
party GDPR compliant transcription service, provided via encrypted email. The data will be
stored for a period of 5 years. At the end of this 5-year period, any data which may identify

participants will be destroyed.

What type of information will be sought from me and why is the collection of this
information relevant for achieving the research project’s objectives?

Through the interview, the researcher will ask you about your opinions and current
practices in relation to Professional Standards. Your views and experience are important to

understanding how teachers enact Professional Standards
What will happen to the results of the research project?
Results of the research will be part of the Ed D thesis and may be published in peer review

journals. You will not be identified in any report or publication.

Who is organising and funding the research?
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The project is an Educational Doctorate thesis, supported by the University of Strathclyde.

Who has ethically reviewed the project?
This project has been ethically approved by the University of Strathclyde ethics review

procedures.
The University of Strathclyde Research Ethics Committee monitors the application and
delivery of the University’s Ethics Review Procedure across the University.

Contacts for further information

Ethics Committee Chair Dr Farid Bardid Farid.Bardid@strath.ac.uk

School of Education Ethics Committee
University of Strathclyde

Lord Hope Building

141 St James Road

Glasgow G4 OLT

Email: hass-edu-ethics@strath.ac.uk

Chief Investigator Dr Paul Adams Paul.Adams@strath.ac.uk
Second Supervisor Dr Anna Beck Anna.Beck@strath.ac.uk
Researcher Charlaine Simpson Charlaine.Simpson@strath.ac.uk

and Educational Doctorate Candidate
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Appendix 4  Participant Consent Form

ig %)
Universityof <%

Strathclyde
Glasgow

Participant Consent Form

An investigation of the enactment of Professional Standards by teachers in Scotland

Chief Investigator: Dr Paul Adams

2" Supervisor: Dr Anna Beck

Researcher: Charlaine Simpson

| consent to take part in this research study.

| understand that even if | agree to participate now, | can withdraw at any time prior to
data analysis (August 2020) or refuse to answer any question without any consequences of

any kind.

| understand that | can withdraw permission to use data from my interview prior to the

data analysis phase (August 2020), in which case the material will be deleted.

| have had the purpose and nature of the study explained to me in writing and | have had

the opportunity to ask questions about the study.

| understand that participation involves a semi-structured interview with the

researcher, which will last no more than 45 minutes.

| understand that | will not benefit directly from participating in this research.
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| agree to my interview being recorded via a Microsoft team meeting. (If | do not agree to

be recorded then | agree to my interview being noted by the researcher.)

| understand that all information | provide for this study will be treated respectfully

and confidentially and will be compliant with data protection legislation.

| understand that in any report on the results of this research, my identity will remain
anonymous. This will be done by changing my name and disguising any details of my

interview which may reveal my identity, the identity of people | speak about or my school.

| understand that anonymised extracts from my interview may be quoted in the

researcher’s thesis and any publications that may result from the thesis.

| understand that my signed consent form and original Microsoft Teams recording will be
retained as an audio file in a secure cloud-based storage solution (Strathcloud) and that the
data sources will only be shared in their entirety for transcription purposes with a third-

party GDPR compliant transcription provider via encrypted email.

| understand that the timeframe for storage of the data will be 5 years. (At the end of this

5-year period, any data which may identify me will be destroyed).

| understand that under freedom of information legislation, | am entitled to access the

information | have provided at any time while it is in storage as specified above.

| understand that | am free to contact any of the people involved in the research to seek

further clarification and information.
| understand that the researcher, although an employee of the General Teaching Council
for Scotland (GTC Scotland) is not conducting this research for GTC Scotland, however, an

executive summary will be offered to GTC Scotland on completion of the research.

Signature of participant Date
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| believe the participant is giving informed consent to participate in this study.

Signature of researcher Date
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Appendix 5 Interview Schedule

ig %)
Universityof <%

Strathclyde
Glasgow

Interview schedule

Interview technique

Create an open, honest and friendly atmosphere by being welcoming and responding to
the individual (i.e. reading their body language and responding appropriately, for example,
some may be nervous or wary, therefore | will put them at ease before we start the
interview, etc).

After each response | will paraphrase to give participants an opportunity to hear their
words reflected back to them, and to check for clarity.

Opening

Consent (form and recording)

Introduce myself

Purpose of the research

Why they have been selected.

Is there anything else you want to know before we start?

Brief history

Indicative questions

Brief employment history in teaching

o Length of service
o Other
o Current role

Tell me a bit about the professional learning you have been involved in
Indicative questions

Why is that important to you?

What did you do?

What has been the impact of this?
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Link question Prompts
Have your related this to Professional YES, tell me a bit more about which PS you
Standards? used.
Indicative questions
When do you use professional standards?
How do you use professional standards?
How do you then relate this to practice?
NO
Explore why not.
Moving on
Tell me about a time when you did use
Professional Standards.
Support for Enacting Professional Standards
Indicative questions Prompts

Where do you get information from about No-one

Professional Standards? How do you use Professional Standards?
Who helps you to use Professional Support others
Standards? OR What does this support look like?

Who do you help interpret Professional
Standards?

Context and Discourse Around Professional Standard

Indicative questions Prompts
How often do you talk to other teachers NOT OFTEN
about Professional Standards? Why do you think Professional Standards are

How often are Standards talked about in your not discussed?

school? SOMETIMES
What words phrases come up in
conversation about Professional Standards?

The Purpose of Professional Standards

Indicative questions Prompts
What do you think is the purpose of Professional Standards are to support your
Professional Standards? professional growth and development, how

do you think you could use them?
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Tell me what Professional Standards mean to

you?

How do they affect your daily practice?

Closing the interview

Indicative questions

Is there anything that you haven’t said yet that you would like to share?
Reminder of consent.

Thank you for sharing your opinions
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Appendix 6  Analysis of Pilot Study

A pilot study was conducted, as a ‘desirable’ feature of research (Bryman, 2012, p. 263) and
as a ‘dress rehearsal’ (Gillham, 2000, p. 54). It was used to test whether the data generated
from the qualitative methodology, the research instrument, the semi-structured interviews
and initial thematic analysis using NVivo, addressed the research questions. It also provided

an opportunity to modify the interview schedule, if necessary.

The pilot study supported an improved data collection design by ensuring the authenticity
and trustworthiness of the interview schedule, offering feedback on the usability of the
interview questions, addressing any ambiguity in wording, checking the length of time the
interviews take and finally trying out the data analysis framework (Cohen, Manion &
Morrison, 2018). Piloting the interview schedule can also enhance the trustworthiness of
interviews (Cohen, Manion & Morrison, 2018) as it can be used to detect previously
unconsidered issues. It also increased my familiarity with the structure and flow of the
semi-structured interview (Bryman, 2012). It was found to be successful, therefore no

modifications were necessary.

The sample for the pilot was chosen as they were comparable to the participant sample
(Bryman, 2012). The sample was chosen from registered teachers who were employed by
GTC Scotland when the pilot study was conducted. The participants had all joined GTC
Scotland within the previous year and all had recent classroom experience and could
draw on their own experiences in using Professional Standards and supporting other

teachers. Table 9 shows the demographic of the pilot participants.

Table 9  Pilot Study Participants

Pseudonym Sex Primary/secondary | In-school post

Nicola Female Primary Head teacher

Owen Male Secondary Classroom teacher
Polly Female Primary Depute head teacher

This sample was chosen due to convenience of access, as they are employees of GTC

Scotland. The range of experiences provided a robust test for the interview questions, to
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ensure that the questions and prompts are supportive and helped participants to share
their experiences fluently and without hesitation and were also applicable to teachers from
a wide range of backgrounds. This allowed me to make decisions about the questions in the
semi-structured interviews, in the following ways:

e It gave me a ‘feel’ for the interview process;

e It gave me an experience of conducting the interview; and

e Ittrialled the order and wording of the questions for suitability and answerability

and indicated the impact of the key questions.

It also helped to further develop my skills in interviewing. Through my role at GTC Scotland
and other research projects, | have previously used a semi-structured interview approach.
However, it is important to remember that the interviewer is also a ‘research instrument’
and the success of the interview relies not only on the content of the questions but also on

the skills of the interviewer (Gillham, 2000).

Through this pilot study, the trustworthiness of the interview schedule was verified, as the
questions led to responses that addressed the research questions. The time for each
interview was around 45 minutes, which was within the timeframe outlined in the
participant information sheet. Finally, the thematic analysis of the participant’s responses
illustrated the understanding of teachers’ views on the enactment of Professional

Standards.

Analysis

The data were coded and analysed, using NVivo. This was used to increase the efficiency of
coding and storing of data, and as a means of secondary analysis to narrow the interpreted

themes.

A third party transcribed the three interviews. The transcripts were actively listened to, and
annotated, and initial descriptive codes were generated. The codes were analysed, and
themes were assigned. Table 10 below shows the initial descriptive codes, the themes and

the revised new codes.
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Table 10 Coding the Data

Descriptive Code

Description

Theme

Accountability

Individual and
professional

accountability

Competence

Competence of individuals

School improvement

Professionalism learning
that is linked to the school

improvement plan

Regulatory Framework

Discourse

Discourse about
Professional Standards in
the national or local

context

Discourse

Using Professional

Standards

Different groups of
teachers use PS
differently.

Not role dependent
Headteachers

ITE

Using Professional

Standards

Supporting others

Mentions of support for
probationer teachers,
colleagues and line
management

responsibility

Support for Student and

Probationer Teachers

Practical use of learning

Actions mentioned where
teachers use professional
learning as a means of

problem-solving

Professional learning

Self-evaluation and

ownership

Teachers having or
wanting ownership of
their own professional

learning

Self-evaluation
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Link to other policies Mentions of policies other
than Professional PRD

Standards

Analytic Narrative

Professional Standards as a Regulatory Framework

Professional Standards can be seen as regulatory or developmental frameworks. If used as
a regulatory framework, then according to Sachs (2016), student learning outcomes and
teacher performance can be used as a means of controlling teachers’ work. This promotes

organisational professionalism (Evetts, 2013).

The enactment of Professional Standards aims to improve teacher quality and provide a
consistency of provision for learners but does not consider contexts or school leadership.
Through the PU process, Professional Standards are mandated, this “promotes judgement
rather than development and conformity rather than empowerment” (Call, 2018, p. 100).

This organisational professionalism (Evetts, 2013) is discussed by Polly.

Polly: Are teachers too compliant? Yes, but | think it’s because they’ve been
artificially led and told this is what we’ve got to do in the original policies

that were created, and actually that’s just muddied the water for everyone.

This regulatory framing of Professional Standards is added to by some school leaders, who
promote and support a model of organisational professionalism (Evetts, 2013), as shown by

the comments from Polly below.

Polly: | wish there was a teacher professionalism section about How Good Is Our
School...And then if we do hold them to it, then it becomes performance
management, and for teacher professionalism, that’s not the route we
want to go down. But | just think it doesn’t have the bite that we would
necessarily want, and they’re just not referred to unless they’re doing self-

evaluation.
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Within this framing of professionalism, external accountability of the profession increases
and there are competing discourses about Professional Standards. There are also
competing policies, such as HGIOS 4, which are used by some teachers and school leaders
as a self-evaluation framework for teacher professionalism, in my view, confusing school
improvement and teacher professionalism. Performance cultures give rise to a low level of
trust in the profession (Sachs, 2016), which leads to a range of monitoring and quality
assurance activities that focus on pre-determined outcomes and metrics, as discussed by

Nicola.

Nicola: And how do you say these need to be more at the forefront of the
profession...when there’s so many other competing things? And particularly
that whole HGIOS agenda is such a big...driver in schools, because you’re
either panicking you’re going to get inspected, you’re either about to be re-

inspected, or you’re going through the local authority’s mini-inspection.

In some contexts, this conflation of school improvement and teacher professionalism leads
to teachers being ‘gifted’ areas of school improvement, as shared by Nicola, dressed as
leadership or professional learning opportunities, rather than being able to identify their
own needs. Serendipitously, sometimes the needs of the ‘School Improvement Plan’ and

the teacher coincide.

Nicola: they’re often told that their professional development has to link into the

school improvement plan.

This performativity culture promotes an organisational model of teacher professionalism,
Sachs (2016) comments that “in some respects, standards have become the tool for
managing and overseeing teacher accountability” (2016, p. 416). Polly indicates that she

uses Professional Standards as an accountability mechanism as outlined below.

Polly: So, | have to confess that no, | am not driven by the standards, | am driven

by the need of what I think is my development at the time. For me, the

standards...they’re policy that we’re referred against, judged against, so
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there’s a bit of me that thinks actually maybe we should have to cover all of
them, because that’s what we’re accountable to. And that, for me, | think
they would maybe influence more and be enacted more directly if that were

something that we had to do.

The Standard for Registration (SFR) serves multiple purposes, it is primarily the benchmark
for registration for teachers in Scotland and provides the legal definition of competence
and describes what teachers should be, know and do. As a benchmark, the Professional
Standards outline the minimum expectation and competence that is required of all
teachers. The SFR is used by local authorities as part of competency procedures, as outlined

by Nicola.

Nicola: competence, because again that’s another time they get pulled out... with
the competence processes, you’re meant to focus in very specifically in the

individual bits of standards that are going wrong in class for somebodly.

Nicola also mentioned that since teachers are employed by local government, there is also
the added complexity that teachers’ Professional Standards, may be used by non-teachers

in competence cases and therefore may be applied with unintended consequences.

Nicola: Sometimes it’s an HR person interpreting the Standards, and they’re
dealing with the dustman one minute, and the teacher the next, so there’s
actually another group of people that aren’t teachers that need to be

understanding them a bit better as well.

The aspiration of Teaching Scotland’s Future (2011) is that teaching in Scotland becomes an

all-Master level profession. This is highlighted in recommendations 10 and 44:

Recommendation 10
Initial teacher education and induction should be planned as one overall
experience. This will require a strengthened partnership to underpin joint delivery.

it should include the possibility of Masters credits, where appropriate. (p. 88)
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Recommendation 44

A greater range of CPD should be formally accredited. Masters level credits should
be built into initial teacher education qualifications, induction year activities and
CPD beyond the induction year, with each newly qualified teacher having a

‘Masters account’ opened for them. ( p. 99)

This aspiration has not been fully realised, although some ITE programmes do offer the
opportunity to study at Masters level. This aspiration was not actioned by many in-service
teachers, many of whom would have to self-fund Masters level learning. It also occurred
within an environment of “declining support, tighter controls, shrinking budgets, intensified
workload and standardisation” (Ryan & Bourke, 2013). Teachers may also be constrained

by competing demands in their work life and their own personal life as explained by Polly.

Polly: And I've got to say, people in life, we’re all at different stages in our life,
and we all have different motivators in our life and different priorities. And
because somebody said, “it’s not for me”, might be that they’ve got other
things going on, and actually, that’s where their time and their energy
needs to be. And then it depends on who's judging them. And it depends on
their own personal opinions of where they are and how they care about the

profession, and how scunnered or not they are.

Discourse of Professional Standards

Global discourse about Professional Standards frames these policies as a regulatory or
developmental framework. Discourse about Professional Standards is socially constructed
and negotiated through the interactions between teachers (Gee, 2015), however, there are
always “contradictory discourses” (Bourke & Lidstone, 2015, p. 835) which circulate and

compete in the policy environment.

Discourse about Professional Standards at the multiple levels of the education system
depends on the “enactment and recognition” (Gee, 2015, p. 173) of Professional Standards
by teachers. This is influenced by the “common conventions and shared agreements” (Gee,

2015, p. 27) of any context. Given the number of different contexts across the Scottish
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education system, this gives rise to context-specific discourses. The macro discourse
around Professional Standards established by GTC Scotland as part of the initial
implementation process in 2012, does not appear to have gained traction and is not the

dominant discourse.

Nicola: | think they know they’re there...| don’t think as schools we talk about them
enough....so they become that lost document...so probably when you get
them out and you rip them apart, the majority of teachers are doing the
majority of it, and it’s fine. It’s just not overt enough. It’s like “yeah, we
signed up to it and we know it’s there”...it’s almost...like the standards only

come out once a year at PRD or if something’s gone wrong.

As discourse is a product of “enculturation” (Gee, 2015), if there is not a culture of enacting
Professional Standards on a regular basis, then this will be absent from the micro and nano
discourse. According to Gee (2015), discourses are mastered through acquisition and not
learning, therefore, having time to assimilate and make meaning of the Professional

Standards is a necessity, as described by Owen.
Owen: And, really, that seemed to be the general thinking and that seemed to be
the discourse...People then started to become a bit more aware and there

was a bit more discourse about it, but I still wouldn’t say it was widespread.

As described by Owen, conversations about Professional Standards happen at particular

times in the session, usually linked with PRD.

Owen: The professional standards conversations generally happened when you

were having your PRD interview. And that was it.

Using Professional Standards

Different groups within the teaching profession use Professional Standards in different

ways. In most cases, Professional Standards are used retrospectively to fit the ongoing
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professional learning, rather than being used as a signpost, if at all, as discussed by Polly

and Owen.

Polly: This is what | want to learn, where does it fit with the standards? | still am
guilty of doing it retrospectively. | am very guilty of it. And more
so...because | find it quite difficult to relate to the standards.

Owen: So, when they were talking about the PRD, was it always looking back at

the standards as a reflective tool, and going “right, how do I fit what I've

learned into that?” rather than “this is where we want to go now.

Doecke (2004) claims that teachers need time to become familiar with Professional
Standards, a process which is context dependent (Darling-Hammond, 1998). This requires
space, time and tools for teachers to debate the contested notions of Professional
Standards, and to explore how they can be used to underpin their own practice and
development (Torrance & Forde, 2017). If this time for exploration and meaning making is

not forthcoming, then teachers may never move beyond the Standard for Registration.

In Scotland, Professional Standards are not role dependent, therefore, are available for all
teachers to use as they see fit. However, Nicola outlines that some teachers do not feel

empowered to move into CLPL or SLM without changing roles.

Nicola: it probably was just PRD time because the coaching, the wheel that [LA] use
was very much geared up around the standard anyway. So, you just used
that as a basis of either... you know, my conversation with [], my line
manager, and indeed with staff. What was really tricky, | found, was

actually encouraging staff to break off from the SFR into the CLPL?

As part of their school leadership role, Headteachers need to engage with, interpret and
translate policy in their context, in collaboration with teachers. There is an expectation that
Headteachers enact Professional Standards, and as of October 2020, demonstrate the
Standard for Headship prior to appointment. This competing policy landscape may lead to

professional dilemmas, where headteachers understand that the Professional Standards
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enhance teacher professionalism, but school improvement via HGIOS 4 is privileged. As
Nicola discusses, Headteachers then have to make professional judgements as to which
policies are prioritised to support teachers to ensure they are not overburdened as they

enact policy.

Nicola: There’s so many different competing things, and as a Head Teacher
sometimes it was difficult to filter out, right “okay, we’ve been told we need
to do this by such-and-such a time”, actually, everybody’s on their knees
right now, let’s just wait for a couple of months, I’ll sit on it, I’ll maybe share
it with the PTs and work out when would be a good time to bring it to the
table. And then...and then...you get somebody in head office phoning up

saying “we need the results for that”, “well, actually, we haven’t done it

yet”, “why not?” “Because the time wasn’t right in my school.”

Professional Standards underpin all ITE programmes in Scotland and are a fundamental
aspect of the ITE accreditation process. Polly mentioned that newly qualified teachers have
been immersed in Professional Standards throughout their ITE programme and probation
year, therefore, using Professional Standards to underpin their professional learning is
ingrained. This suggests that Professional Standards are supporting the transition between
ITE and career-long professional learning. However, if this is not encouraged as part of daily

practice, then the use of Professional Standards may decrease over time.

Polly: Most of our NQTs...they were definitely more on the page, they were used
to working with standards, particularly on their profile. | think the challenge
for them was to identify where the professional learning was...there had to
be quite a lot of dialogue around about that to say actually any learning

you do is professional learning.

Support for Student and Probationer Teachers

During ITE and TIS, student and probationer teachers are supported through a coaching

approach, as they progress to become registered teachers in Scotland. Supporters use the
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Professional Standards to offer guidance and advice as described by Polly, where they can

be used as a point of reference for formative feedback (Adoniou & Gallagher, 2017).

Polly: when | did that rubric for the standards for the NQTs, you had your utopia
column, but it was contextualised and exemplified to help them understand
because they couldn’t make head nor tail of some of the commentary. So, it
was to support them in their thinking about actually where they were on
that, and it was just semantics, that’s all it was. But it gave them access to

understanding better that they were on that.

Professional Learning

According to McMahon (2019), where professional learning is underpinned by Professional
Standards, this leads to high levels of teacher engagement. In this way, they are used as a
guide to professional learning (Ingvarson, 1998), to identify the teachers’ learning needs.
However, Owen draws on the work of Sachs to discuss teacher agency as a fundamental

aspect of professional learning.

Owen: Activists Teaching Profession by Judith Sachs, which even though was an
old book, definitely holds relevance today, because that’s exactly what it is.
It is about teachers taking control of that learning agenda, it is about
teacher agency. And | remember reading that and thinking “wow, this is
absolutely mind-blowing. The possibilities and potential here.” And that
informed a lot of my thinking, and just motivated me to “right, I’'m going to

push on here.”

Professional Standards are often inherent in the design of local authority programmes or
post-graduate studies. Owen discussed how programme design teams offer professional
learning that operationalises Professional Standards, “as a tool for promoting professional
learning and development” (Forde et al., 2016) and supports teachers to reflect on their

learning.
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Owen: It was more part of the program and reflecting back the way. But | think
the thing about that as that develops and as you start to become more
familiar, then you also start using it to signpost, because you’re more
aware. | hoped that it would impact staff to actually take control of their
own thinking, to be able to self-reflect, and to be able to identify anywhere
where they had gaps themselves, so it would lead to much greater
professionalism on the part of teachers, so using the standards, or even just
self-reflective tools to identify “that’s something | could maybe do a bit
better on.

Self-evaluation

Professional Standards when used as a developmental tool can offer a “plausible function
of standards, as an organiser for teachers to record their own professional journeys”
(Adoniou & Gallagher, 2017, p. 113). They can provide a framework for reflection on
practice and for planning professional learning goals (Mayer et al., 2005). If teachers feel
they have ownership of the Professional Standards (Kleinhenz & Ingvarson, 2007) and
enhance their “sense of professionalism” (Mayer et al., 2005, p. 170) then they are more
likely to enact Professional Standards, demonstrating occupational professionalism (Evetts,

2013).

Nicola: And | think teachers need...if they had that ownership of their time given
back.
to them, or even some of it, they would start choosing things they want to

do, start engaging with it a bit more...

Professional Review and Development (PRD)

According to the GTC Scotland, Professional Standards are at the heart of the PRD process,

as described in Unlocking the Potential of Professional Review and Development (2019) as:

using Professional Standards to scaffold and support, empowers teachers to be critical

of their thinking and practice, and enhances teacher professionalism ultimately to best

serve our children and young people across Scotland. (p. x)
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The coaching conversation, which is the mark of a high-quality PRD experience, is
supported by mentors using Professional Standards as a professional learning tool, which
supports a common language and focuses on professional dialogue (Adonoiu & Gallacher,
2017). However, in practice, this purpose of Professional Standards appears to be

dependent on the experiences of the PRD by both participants as discussed by Owen.

Owen: depends on your Principal Teacher as well, | don’t think there was
consistency in terms of how that was applied throughout. But basically, the
way I'd expect them to be used there is that your Principal Teacher would
be sitting with you, and “future learning for next year, what do you intend
doing? Where do you see yourself going?” Looking at the standards while
doing that, so you are looking forward, using the standards to look forward.
It might be that what you’ve done, you’re trying to pigeonhole them into
the standards, but you’re still having the discussion in the second part of
the conversation when you’re talking about going forward, and you are

further looking at that point.

Summary of the data analysis

In this pilot study, it has been identified that Professional Standards are used in practice in
multiple ways and can be seen, either as a regulatory or developmental framework. For
some teachers, particularly in the early career phase, enactment of Professional Standards
is a benchmark to becoming a registered teacher. For in-service teachers, they may be used
as a benchmark for competency and to underpin professional learning. How the
Professional Standards are used in any context is determined by how the school leader
models their use and the micro and nano level discourse.

Some teachers accept the positions offered by the macro and meso discourse and
demonstrate organisational professionalism (Evetts, 2013), whereas other teachers’
positions within the micro and nano discourse show occupational professionalism (Evetts,

2013).

293



This pilot study supported the authenticity and trustworthiness of my research

methodology and methods and tried out the data analysis framework.
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