
University of Strathclyde 

Department of Educational and'Professional 
Studies 

Power, influence and ideology: a poststructural 

analysis of CPD policy for teachers in Scotland 

Aileen Kennedy 

PhD (2006) 



'Me copyright of this thesis belongs to the author under the terms of the United Kingdom 
Copyright Acts as qualified by University of Strathclyde Regulation 3.50. Due 

acknowledgcmcnt must always be made of the use of any material contained in, or 
derived from, this thesis. 

i 



ACKNOWLEDGEMENTS 

My hcartfclt thanks go to Donald Christie, Tom Brycc and Walter I fumes for the 

various supervisory roles they have played over the course of this study. Ile three of 

you have been a fantastic team, providing me with support, motivation, challenge 

and encouragement in just the right quantities. 

I would also like to cxprcss my gratitude to the sixteen intcrvicwecs who gave so 

generously of their time, providing me with a wealth of fascinating data, and being 

kind cnough to allow me to use it as I saw fit. 

A huge thank you to all the friends, family and colleagues who have supported me 

during the past four years. In particular, thanks to my dear friend Janice, who has 

trod the same path alongside me - sharing the ups and downs, discoveries and 

mistakes, and providing invaluable and honest comment and unstinting support along 

the way. Special thanks must also go to Kenny, to Lynn, Morag and the other 

Abcrfcldy hikers, to CUrc and to Robbie; all of whom have shared my excitement 

and traumas in equal measure, and who have believed in my ability to get to the end. 

And finally, I thank my dear, spccial Mum, whosc lovc stays with mc and whosc 

influcncc I will always trcasurc. 

ii 



ABSTRACT 

Continuing professional development (CPD) for teachers is a topical issue in 

Scotland, and beyond, where recent policy developments have pointed towards the 

desirability of more structured approaches to post-initial teacher education. In the 

period between the Sutherland Report into teacher education in Scotland (Sutherland, 

1997) and the completion of this study in 2005, Scotland has seen the introduct. ion of 

a CPD framework. While aspects of the framework have been evaluated in terms of 

the success of their implementation, there has been no real analysis of the policy as a 

whole, or of the policy development process. Ibis study therefore sought to 
investigate and articulate issues of power, influence and ideology in the development 

of CPD policy in Scotland. 

A poststructuralist approach has been adopted in an attempt to take the analysis 
beyond issues of content and implemcntadon, to explore the underpinning 
philosophies and the power relationships that have contributed to the current policy 
position. This approach has involved the critical discourse analysis of a range of 
publicly available documents as well as the analysis of interviews with sixteen of the 

educational clite in Scotland. 

The study deduces that the CPD framework has been shaped from die outset by the 

promotion of a standards-bascd approach. The power of this discourse, with its 

emphasis on targets, cfriciency, compeence and compliance, has served to limit the 

need for teachers and other stakeholders to conceive of alternative conccpdons of 
teaching. T'his discourse is contrasted with a more dcmocrafic conception, in which 
CPD has die power to support transformativc practice. 

It is concluded that CPD policy provides a powerful channel through which 

particular conceptions of professionalism and of teaching are promoted, and that this 
discourse needs to be more cffectively interrogated and challenged. 
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I INTRODUMON 

Ile study presented in this thesis analyses continuing professional development 

(CPD) policy for teachers in Scotland, using a poststructuralist approach. Data drawn 
from a series of interviews with clitc figures in Scottish education were analysed 
together with documentary evidence rclafing to contemporary CPD policy. I lowevcr, 

while the focus of the study was on developments in Scottish CPD policy, it is hoped 

that the analysis of this particular context will also be relevant in relation to the 

analysis of other aspects of social policy in Scotland, as well as having wider 
international relevance. 

71iis chapter provides a rationale for the study; states the overall aim and the nature 
of the chosen approach; and outlines the structure of the thesis. 

1.1 Rationale for the study 
CIID for teachers is a topical issue in Scotland where a number of recent policy 
developments have pointed towards the desirability of a more structured approach to 

post-initial teacher education. I'liese developments, however, arc not peculiar to 
Scotland: CPD for teachers, and in other prof: ssions, has become a prominent issue 

in more global terms, particularly in many other European countries as well as in the 
USA, Australia, New Zealand and China. While the details of CPD developments in 

particular countries may vary, this growing global focus is of relevance and interest 

to educators and students both within and beyond Scotland. Ile underpinning 

reasons for this growing emphasis on CIID require exploration. 

While it is acknowledged that CPD policy does not exist in a vacuum, the detailed 

analysis of this particular policy arca allows for more meaningful comment to be 

made rclating to social policy as a whole. 11rupp (2002) asscrts that 'exploring 

multiple dimensions of policy will always be more feasible in the analysis of some 

spocific initiative' (p. 322), so focusing on CI'D policy should allow a more dctailcd 

range of policy considcrations than a more general examination of social policy, or 

even Scottish cducation policy, would allow. It is therefore contended that the 
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analysis of this particular policy dcvclopment will also serve to illustrate pattcrns of 

policy development that might usefully assist in the analysis of other aspects of 

social policy. 

I lowcvcr, while the analysis of a spcciric policy is being used to provide illustration 

of processes which might arguably be gcncralisable, that is not to take away from the 

significancc of CPD policy in particular. A number of developments, most notably 
the McCronc Agreement (SEED, 2001), have led to Scotland developing a structured 
framework for CPD based on a series of standards. Chapter 3 presents a detailed 

discussion of the various developments contributing to this framework, but it is 
important to acknowledge at the outset that the standards-bascd approach to this 
development has not at any point been subject to public debate or critique - rather it 

has become simply accepted as the norm. Indeed, while there is a considerable 
amount of information publicly available on the structure and content of the CPD 
framcwork in Scotland, there is very little pcrtaining to the development process of 
the policy. T'his study therefore socks to help address this imbalance through a 
poststructural analysis of policy developments in relation to CPD. 

11 Description and outline of the study 
11c overall aim of the study was to investigate and articulate issues of power, 
influcncc and ideology through a poststructural analysis of CPD policy. In adopting a 
poststructuralist approach the study sought to question and challenge commonly-hcld 
assurnpdons, and to open up new issues for dcbate. Such an approach challenges the 
traditional positivist view of research and ultimately sccks to expose and question the 
dominance of particular ideologies which have become normaliscd through dominant 
discourse. 

Given that this NO study was not limited by parameters often imposed through 
funded research, there was more flexibility in the choice of research approach, 

ultimately allowing for a more enlightened, social rcconstructionist approach than 

might otherwise have been the case. 7"his approach explores the ways in which 

power has been exercised, both explicitly and implicitly, through critical analysis of 
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discourse: both spoken (through interviews) and written (through publicly available 
documentation). 

The thesis begins with an Introducfion to the background of CPD developments, 

moving on to discuss policy research and post-dcvolution policy development in 

Scotland. Ihcrc then follows a review of literature relating to conceptions of 
teaching, professionalism and models of CPD. Ibcrcaller, ajustification of the 

pos=ucturalist approach is presented, followed by detailed discussion and 
description of the particular methodologies used: elite interviews and critical 
discourse analysis of documentary evidence. The data from each of the two main 

sources, interviews and documentary evidence, are then presented and discussed 

together with a chapter which explores the power dynamics of the interview process 
itself. Following this, Chapter 10 provides a general discussion of themes running 

across the data chapters, before concluding, in Chapter 11, with a discussion of the 
implications arising from the study. 
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2 THE CONTEXT OF CONTEMPORARY CPD POLICY IN 

SCOTLAND 

17his chapter sets the context for the study by outlining contemporary developments 

in CPD for teachers in Scotland. It should be noted, however, that developments 

have been neither simple nor linear. This chapter has no4 therefore, adopted a purely 

chronological approach. I lowcvcr, key events arc also surnmarised in the 

'Chronological Record of CPD Developments' in Appendix 1. 

A national framework of continuing professional development for teachers in 

Scotland has bccn under consideration for some time: highlighted as a 

rccommcndation in the Sutherland Report (1997) with a national consultation taking 

place shortly thereafter (SOEID, 1998a). I lowcvcr, 2000 proved to be a particularly 
significant year in terms of CPD for teachers. In July 2000, the first Education Bill to 

pass through the Scottish Parliament - Standards in Scotland's Schools etc. Act 2000 

- was given royal assent. Ilic Act made statutory provision for the General Teaching 
Council for Scotland (GTCS) to expand its rcmit to consider 'carccr dcvclopmcnt'. 
While this historically significant and widc-ranging Act was being debated and 
dcvclopcd, the teaching profession was campaigning for changes to pay and 

conditions. This campaign led to the establishment, in September 1999, of the 
Indepcndcnt Committee of Inquiry into Professional Conditions of Service for 

Teachers, chaired by Professor Gavin McCronc. The Committee's recommendations 
(the McCrone Report) were published in 2000, with subsequent agreement (the 

McCronc A grccmcnt) reached in 200 1. 

2.1 Professional development redefined: The McCrone Agreement 

The McCronc Rcport (SEED, 2000), and the subsequent A&rccrncnt (SEED, 2001) 

addrcssed issues under scvcml sub-licadings, one of which was 'professional 

development'. Improvcd opportunities for carccr-long professional dcvclopmcnt 

were to be sccn as part of a package of mcasurcs designed to enhance the teaching 

profession, both in terms of its own esteem and capabilities and its public perccption. 
In kccping with the emphasis on carccr-long professional development the 
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recommendations began with initial teacher education (ITE), where it was suggested 
that greater emphasis be placed on certain practical skills; staff in teacher education 
institutions (TE Is) should 'update their experience' (SEED, 2000, p. 63); and 

consideration should be given to greater quality assurance in school placements. Of 

all the recommendations in the final Agreement, the ones relating to ITE were seen 
as having least credibility, in the main due to the lack of clear evidence upon which 
they were based. I lowcvcr, the recommendations led to the Scottish Executive 
Education Department (SEED) commissioning a two-stagc review of ITE. 

Ile induction of new teachers was an area in which the McCrone Report used some 

of its most emotive language, stating categorically that the current situation, where 

new cnt=ts to the profession typically experienced fragmented pcriods of 
employment with no guarantee of support, was 'little short of scandalous' (SEED, 
2000, p. 7). The resulting Agreement (SEED, 2001) guaranteed new teachers a one- 
year training contract with a maximum class commitment of 0.7 M--; the remaining 
time to be used for professional development. Significantly, it also made provision 
for support and mcntoring time. 

Under the McCronc Agreement all teachers arc required to undertake an additional 
35 hours of CPD per year, and CPD is to be seen as a condition of scrvicc which 
should be 'applicable and accessible' to everyone (SEED, 200 1. p. 16). Teachers arc 
also required to have an annual professional review, resulting in an individual CPD 

plarL Ilicy arc expected to maintain a CPD portfolio, which is a prerequisite for entry 
to the Chartered Teacher Programme. TIc Chartered Teacher Programme, part of the 
McCrone Agrccmcn4 is designed to rccognisc and reward good classroom practice, 
and to cnsurc that such teachers can develop their careers without leaving the 

classroom. Ailcr embarking upon the programme, progression through the chartered 
teacher scale is by qualification. 1 lowcvcr, the Agreement acknowledged that 
transition arrangcmcnts were necessary to deal with the potentially substantial 

number of teachers who would already believe themselves to be meeting, or near to 

meeting, the standard required for the award of chartered teacher. 
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21 The developing CPD 'framework' 

There are various components of what is increasingly commonly referred to as 'the 

CPD framework': sets of standards and procedures covering initial teacher 

education, induction, chartered teacher and headship as well as arrangements for 

ongoing staff development and review. The extent to which these various 

components arc actually, or indeed should be, classed as a framework is dcbateable. 

In November 1999, in the wake of the national consultation on CPD, SEED 

announced that it was going to create a new framework for the continuing 

professional development of teachers, and that a Ministerial Strategy Committee 

(MSC) for CPD would be established to oversee the development and 
implementation of a national stratcgy. The Committee drew its membership from a 

variety of stakeholders in education and business, and had a number of sub-groups 
charged with particular responsibilities, including: the development of the chartered 
teacher programme; professional review and development; education inclusion; and 
leadership and managcmcnt. I lowcvcr, while the MSC adopted a role in overseeing 
the development of the CPD strategy, it should be noted that many of the constituent 

parts were well underway prior to its establishment. 

One such example was the development and implementation of the new benchmarks 

for ITE, which in turn impacted on other developments. While university courses 
leading to teaching qualifications have always been subject to quality assurance by 

the GTCS, changing quality assurance arrangements in the university sector as a 

whole led to the need for new Quality Assurance Agency benchmark statements to 
be developed (see Christie, 2003). Ili= benchmark statements, known as 'the 

Standard for ITEV, were published in 2000, having been developed by the Standing 

Committee on Quality Assurance in Initial Teacher Education (SCQAUE-) which 

comprised representatives of key stakeholder groups. Student teachers are required to 

meet the Standard for ITE in order to gain a teaching qualification, and provisional 

registration with the GTCS. 
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Ile next stage in a teacher's career is induction, an area which, as outlined carlicr in 

this chapter, had been acknowledged as long overdue for review. The new Standard 

for Full Registration (SFR) was officially launched in June 2002, with guidance 

about the implementation of the induction year being issued by the GTCS shortly 

thcrcaf1cr. I lowcvcr, work on the development of a Standard for Full Registration 

and a new framework for induction had begun in 1998. Ile Teacher Induction 

Project, fundcdjoinfly by the OTCS and SEED, initially envisioned a standard based 

on the Guldelinesfor Initial Teacher Education Courses in Scotland (SOEI D, 

1998b). As it became evident that there would be a new Standard for ITE, the rcmit 

of the teacher induction project changed to accommodate this, thcjusfirication being 

that the profession would expect coherence, and that the SFR would need to be based 

on the equivalent ITE standard. It is interesting to note that there was no explicit 

public discussion or debate on this change - which in effect served to confirm the 

standards-bascd approach as the basis on which the 'framework' would be built. 

Interestingly, however, the process by which the Standard for Chartered Teacher 

(SCT) was developed proved to be quite different, although the outcome was still 

standards-bascd. Rather than employing a development officer, answerable to 
individual officcrs in the employing bodies (SEED and the GTCS in the case of the 
development of the SFR), the Chartered Teacher Project was put out to tender. Ile 

tender was awarded to a consortium from the Universities of Edinburgh and 
Strathclyde together with Arthur Andcrscn consultants; the project team being 

directly responsible to die Ministerial Strategy Committee for CPD. The brief in 

developing the Standard for Chartered Teacher was to start with the identification of 
the qualities and characteristics of the accomplished teacher and to develop a 

standard based on this evidence. This approach contrasts markedly with the 

equivalent brief in the induction phase where the key focus was to build on an 

existing standard. Indeed, not only have die approaches to developing standards for 

full registration and for chartered teacher been quite diffcrcný but the processes used 
to develop the related programnics have also been contrasting. The development of 
die Chartered Teacher Programme has been based on a thorough empirical exercise 

which was then subject to wide and varied consultation by the project team and has 
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been debated widely in the educational press. In marked contrast, the framework for 

the implementation of the new induction requirements was developed by the GTCS, 

and was put out to schools and employers as a fait accompli. 

The development of what is now known as the Chartered Teacher Programme, 

however, is not entircly straightforward. Its origins can be tracked back to questions 
in the 1998 consultation on CPD surrounding issues of 'standards to give recognition 

to very good classroom teachcrs'(SOEID, 1998a, p. 13), which became labelled as 
'the expert teacher. In early 2000, the Arthur Andcrscn consortium was awarded the 

tender, the main brief of which was to develop a standard and associated programme 
for the award of 'expert teacher'. I lowever, with the publication of the McCronc 

Report in May 2000, and the subsequent McCronc Agreement in 200 1. the brief of 

the project team changed, and 'chartered teacher' developed a specific dcf inition of 
its own, allied not only to CPD, but also to salary and conditions: chartered teacher 

status commands a salary of L6000 more than the top of the main grade scale. - 

This complex nature of chartered teacher status, in terms of CPD, pay and 
conditions, has led to significant debate about the role, purpose and rcwards 
attributable to such teachers. One of the more public debates has concerned the 

nature of the chartered teacher programme itself. Many of the significant players in 

contemporary Scottish cducation have raised their heads above the parapet (for 

example, 'Rift over chartered status', Times Educational Supplement Scotland, 15 
March 2002) to declare allegiance to either the 'professional' or the 'academic' route 
to chartered teacher status - particularly in mlation to the transition phase where 
many serving teachers arc making claim for having already met the Standard. 
Significant dcbatc has been generated on whether this claim for full chartered teacher 
status should be made on die basis of academic qualifications such as the 

postgraduate diploma, MSc and ME-d. or on wrification or evidence of good 
classroom practice. Ile very fact that this debate has surfaced indicates the 

confusion that exists over what can, or should, be considered to constitute 
professional development, and ultimately what its purpose is. 
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T'he Ministerial Strategy Committee recognised that while chartered teacher status 

would be attractive to many teachers who wish to remain in the classroom and be 

rccognised and awarded accordingly, there are others who aspire to management 

roles in schools. It therefore established the Leadership and Management Pathways 

Sub-Group (LAMPS) to look at a parallel route of CPD for such teachers. It is 

interesting to note, however, that there is no directly corresponding recognition in 

terms of pay and conditions for teachers following this route - other than the 

enhanced likelihood of eventually securing a management position with its related 

rewards. This route will ultimately lead to the Standard for I leadship; for which the 

Scottish Qualification for I Icadship (SQID is currently the only route. While the 
SQI I has established itself fairly successfully, it is now recogniscd as being at 

variance with the rest of the CPD framework, not least because the Chartered 

Teacher Programme is based on the modular masters system of SCOTCAT 

accreditation (see Menmuir, 2003), with full chartered teacher status being 

equivalent to a Masters degree, whereas the SQI I is currently the equivalent of a 

postgraduate diploma. With the Standard for I Icadship we see yet again variance in 

the status of the constituent components of the CPD framework in terms of 

obligation and/or entitlement. In December 2001 it was announced that the Standard 

for I Icadship would become mandatory for al I head teachers by 2005. Routes to 

achieving the Standard, though, will be flexible and not restricted to the SQI I. 

While the above stages mark significant components ora teacher's career it is 

rccognised that not all teachers will seek promoted positions after attaining full 

registration, and others, while perhaps aspiring to chartered teacher status or 
headship at some point in die future, will be happy to teach as a main grade teacher. 
'Mcsc teachers make up a significant percentage of the leaching workforce, and if the 

philosophy of CPD as a commitment to lifelong learning was to be truly meaningrul, 
then it was acknowledged that these teachers must also be considered within the 
framework. 17he MSC considered this aspect within its remit, resulting in the 

updating of existing 'Staff Development and Review' guidelines which created the 

ncw'Prorcssional Review and Development' document (SEED, 2002a) which takes 

account of the McCrone Agreement. 
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23 SEED priorities In CPD 

The rhetoric evident in most documents Mating to the CPD framework promotes 
flexibility and local adaptation to suit particular circumstances. Nonetheless, 

expectations arc also evident that Government priorities such as ICT training for 

teachers and the meeting of the National Priorities [The Education (National 

Priorities) (Scotland) Order 2000] should be achieved through the CPD framework. 

Indeed, the dcf inition of National Priority 2. 'Frmcwork for Icaming' (see 

http: //www. scotiand. gov. uk/educadon/ýationalpriorities/prioritics. asp), includes the 
intention 'to support and develop the skills of teachers. It is intended that a 

performance measure will be developed to monitor progress in teachers' continuing 

professional development, possibly including the measurement of quality of formal 

provision, access to CPD, impact of CPD, or completion of the additional contractual 
35 hours. Schools and local authorities arc obliged to produce evidence of their 

progress in meeting the National Priorities; it is therefore vital that any 'performance 

measure' is considered carefully in terms of its validity. 

In contrast to the visible, published priorities there are also policy agenda priorities 
which can be dctcctcd through examination of die policy dcvclopmcnt process, but 

which arc not necessarily publicly acknowledged as such. Most prominent in the 
field of teachers' CPD is the way in which a standards-based framework has bccn 

embraced, rclying principally on a compctcncc-bascd approach to measuring the 
(sometimes immeasurable) quality of leaming and teaching in schools. Ibis agenda 
takes as its foundation a business approach to cducation where PCrfommncc 

management and targct setting dominate, and where the ultimate goal of education 

could crudely be, described as producing citizcns for tomorrow who will have the 
knowledge and skills to help the country to compete in the global cconomy. While it 

cannot be said that economic prospcrity is not important for a country, the cxclusion 

of other educational aims is of concern. 17his policy trend can be tracked bcyond 

CPD issues, but it is particularly visible hcrc in the terminology uscd: standards, 

compctcncc, benchmarks, attainment, targct setting. quality indicators and so on. Yct 

as I Jumcs (200 1) claims, as with any dominant discourse, this approach has now 
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been more or less accepted as the norm, and is therefore rarely challenged at a 
fundamental level. 

2.4 Current CPD practice In local authorities and teacher education 
Institutions 

Local govcnunent reorganisation in 1996 had a significant impact on the range of 

professional development opportunities available to teachers, with the smaller local 

authorities being particularly disadvantaged due to their inability to maintain an 

extensive educational support service. I lowcvcr, more recently the cffects of 
devolved management of resources to schools and the introduction of specific 
funding streams under the Excellence Fund (since session 1999/2000) and additional 
SEED funds for CPD have allowed schools to consider a wider range of 

opportunities for staff, which relate closely to school priorities as well as to National 

Priorities. There is a growing trend in using a wide variety of course providers 
including local authorities, universities, private consultants and commercial 

companies. I lowcver, the emphasis is sti II very much on courses as opposed to other 
forms of professional development -a situation that raises concerns over the 
diversity of professional development opportunities currently undertaken by teachers. 

Interestingly there is also growing demand from local authorities for accreditation for 

courses they deliver to their teachers: particularly for probationers and in relation to 

potential claims for accreditation of prior Icaming towards chartered teacher status. 
This has implications for partnerships between local authorities and higher education 
institutions. Such partnerships have always existed to some degree, particularly in 

relation to initial teacher education, but are now being looked at afresh in relation to 

CPD. I lowcvcr, there is a certain ambiguity surrounding the role of TE Is in teachers' 

CPD: while they undoubtedly have (at least for the time being) a key role to play in 

initial teacher education, the role beyond that has not really been explored or 

articulated in any significant way. 

Ile Sutherland Report (1997) recommended that a more coherent and tmnsparcnt 

national system of CPD for teachers be developed, and that higher education should 

play a significant part in this, given that it already had a structure in place which 
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could be developed to accommodate teachers' CPD. Sutherland was even more 

specific about the need for higher education, in partnership with the GTCS, to 
'consider the practicality, and implications, of developing a national programme of 
induction' (p. 37). VAiilc this recommendation has been tak-cn forward in part, the 

partnership has csscntiallY been between the GTCS and local authorities, rather than 
between the OTCS and higher education. 

In the intervening years between the Sutherland Report being published in 1997 and 

the writing of this thcsis, there has been no formal agreement or articulation of a role 
for TE Is in teachers' CPD beyond the ITE phase. T'hat is not to say that TE Is am not 
involved, as individual institutions and their ncighbouring local authorities arc 

currently developing CPD relationships which will be of bcncrit to both parties, 

particularly in relation to the chartered teacher programme. I lowcvcr, as this is 

taking place at local level, between existing players, with no particular overall 

strategy in mind, the danger is that the traditional way of doing things - local 

authorities commissioning TE Is to deliver in-scrvice courses on particular themes - 
will continue to dominate to the exclusion of more innovative, and potentially more 

effective ways of working. Tbcrc currently exist unique opportunities for CPD 

partnerships which would go some way to bridging the often bemoaned 

theory/practicc divide. Teachers in schools could access a wider variety of 

opportunities such as mcntoring, action research, working with students and staff in 

TE Is, whereas greater and more diverse opportunities for TO staff to work with 

schools and employers would go some way towards counteracting the claims 

asserted in the McCronc report that many TE I staff arc out of touch. It is unlikely, 
however, that such partnership will become widespread if it continues to be planned 

on an ad-hoc basis, without intellectual or financial investment. Financial restraints, 

not helped by the lack of surety from year to year regarding intake numbers to ITE 

courses, help to pcrpctuatc a situation which limits the longcr-tcrin strategic planning 

and investment necessary for the higher oducation sector to be innovative in CPD 

involvement. 
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2.5 Increasing coherence and limiting diversity 

As the individual component parts of the framework have developed, there have been 

signs of increasing coherence in terms of language and structure. The argument for 

coherence, while on the surface appearing to be a scnsiblcjustification, has in reality 

served to limit diversity and quell the need for teachers to think about and articulate 
their own conceptions ortcaching (Purdon, 2003). 

Added to this, the complexities of the developments outlined in this chapter, their 

origins and their individual purposes, make any commentary on 'the framework' as 

one homogeneous devclopmcnt, somewhat difficult -a factor which is particularly 

evident in the elite intcrvicw data discussed later in this thesis. 
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3 POLICY RESEARCH AND THE SCOTTISH CONTEXT 

At the outset, this chapter sets down a series of observations about the concept of 
$policy', stressing its dynamic and ideological nature. Ibcreafter, the chapter is 

presented in two sections: the first section considers the role of policy analysis as a 

social science discipline, examining issues of power and control; the second section 

considers the Scottish policy context by exploring the impact of devolution on policy 
development processes in general, and the development of CPD policy in particular. 

3.1 Policy: a complex notion 
'Policy' is oilcn thought of as a statement of principles or intentions; something that 

can be written down and implemented. However, Trowlcr (1998) argues that this is a 

somewhat narrow conception, contending that policy is a process rather than a 
product, and as such is dynarnic. Ball (1994) reinforces this when he asserts that 
$policy is both text and action, words and deeds, it is what is enacted as well as what 
is intended' (p. 10), while Olsscn ct al. (2004) argue for 'a conception of policy as a 
politically, socially and historically contcxtualized practice or set of practices' (p. 3). 

Part of the complexity of policy is the range of influences which serve to shape not 

only individual policies, but which policy imperatives arc actually put on the agenda 

and which arc not. Trowler (1998) claims that in cducation policy, two key 

ideological forces arc prominent: political ideology and educational ideology (ibid., 

P. 55). Within these two broad ideological fields there is a range of different 

ideological stances, some complementary. others conflicting. Interestingly, Trowlcr 

(ibid. ) suggests that while social reconstructionism is a prominent educational 
ideology (a point particularly evident in Chapter 4 of this thesis), it finds political 

support in Marxist and feminist political idcologics, neither of which is particularly 
dominant in the UK political scene at present. Ilowcvcr, Trowler (ibid. ) goes on to 

acknowledge that the idcology-policy link is not always clear, and that 'policy is 

sometimes made almost accidentally or as a result of political necessity' (P. 61). 

Whether policy dcvclopmcnt, be it 'accidental' or not, can ever be seen as not being 
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influenced by political or educational ideologies is dcbateable, but it does highlight 

the point that not all policy development is strategic. 

To add to the complcxity of the notion of policy it is vital to M-cognise that national 

policy dcvclopmcnts, such as CPD policy in Scotland, arc influcnccd by global as 

wcl I as local impcrativcs. I lowcvcr, Bottcry (2000) warns that: 

these global forces are having damaging effects upon rich, humane 

conceptions of education, because they arc being used to produce policy 
initiatives which see education largely as part of a project concerned with 
human resource development and economic competitiveness, 

underpinned by business management practice. (p. 2) 

Tbe cffect of nation states seeking to be competitive in a global economy has 

resulted in increased central control (Bottcry, 2000), the cffect of which 'is to limit 

the ability of citizens to think in terms other than those which policy-makers wish to 

prioritise' (ibid., p. 59). Any analysis of national policy cannot therefore ignore the 

wider influences impacting not only on education policy, but on social policy more 
generally. 

31 Policy research as a social science discipline 
In 1997,1 fumes argued that policy analysis was a relatively new field within 

educational studies, claiming that prior to the mid- I 980s discussion of policy had 

focused on issues of content and implementation rather than the policy development 

process or the relative power of those involved in its development. Critical to the 

recognition of policy analysis as a specific discipline within the Scottish context 

were two particular books: '11c Lcadcrship Class in Education' (I lumes, 1986) and 
'Governing Education' (McPherson and Raab, 1988). 11cse two books focused on 

particular policy developments and the key groups and individuals involved in them, 

exposing issues of power and 'patronage' (I fumes, 1986) in an explicit manncr. 
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Elscwherc, writers such as Kogan (1975) and Young and Mills (1978) had also 
published work on the policy development process, with Young and Mills coining 
the phrase 'assumptive worlds' which is ollen used to convey the embcdded power 
of the shared, implicit discourse that policy communities engage in. 

Such works identified the value of researching the roles and perceptions of key 

players in policy communities, and in engaging in the critical discourse analysis of 
official and unofficial documentation. I lowevcr, in order to make sense of such data, 

and to lend much needed credibility to the research methodology of policy analysis, 
the need for explicit conceptual frameworks was acknowledged. 

Trowler (1998) contributes to the range of conceptual frameworks available to policy 

analysts by contrasting 'engineering' and 'enlightenment' models of research, and 
their application to policy analysis. The engineering model focuses principally on 

quantitative methods of research which enable the researcher to identify 'facts' 

which can be used by policy-makcrs or to identify solutions to pre-defincd 
'problems'. In contrast, the enlightenment model tends towards qualitative research 
methods and considers reality to be socially constructed and therefore open to 
interpretation. Such interpretation can be used to 'enlighten' policy-makers or to 

challenge accepted wisdom about what is 'problematic' in education. While this bi- 

polar model is helpful in understanding different ends of the spectrum, it perhaps 
belies the complexities of the range of interacting ideologies and agendas which 

contribute to any piece of policy development or policy research. 

Ball (1994), on the other hand, suggests that 'what we need in policy analysis is a 
toolbox of diverse concepts and theories -an applied sociology rather than a pure 
one' (p. 14), a point also highlighted by I lumes (1997) who advises that 'the 

researcher should not fccl obliged to become fully committed to one methodological 
stance or be ovcr-conccmcd about accusations of theorctical eclecticism' (p. 24). 

Ball (ibid. ) gocs on to suggcst flu= principal ways of intcrprcting policy data, 

namcly: 
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" the 'how' of policy, which provides a descriptive account of what happened; 

" the 'why' of policy, which rcfcrs to the dominant discourse which permits 

some conccptualisations and philosophies and omits others; and 

" the 'because' of policy, which considers the wider structural and social 
context in which policy development takes place. 

These, and other, conceptual frameworks provide not only a theoretical context for 

policy analysis, but also serve to validate the discipline of policy analysis as a 
legitimate research methodology. 

The Interface between researchers andpolicy-makrs 
Trowler (1998) argues that the links between researchers and policy-makcrs arc poor, 
claiming that not only do researchers of1cn speak an inaccessible language, but that 

they also fail to take responsibility for disseminating their results to policy-makcrs. 

Ilesc observations should be set against the quest for 'cvidcnce-bascd policy 
devclopmcnt' which is apparcnt in contemporary educational discourse in Scotland 

and bcyond. I lowcvcr, and this is where Trowlcr's (1998) contrast between 

engineering and enlightenment models of policy research is pertinent. much of the 
'evidence' dcmanded by pol icy-makcrs is either 'factual' or is restricted to pre- 
dcf incd 'problems'. Both of these evidence requirements fall quite clearly within 
Trowlcr's dcrinition of the engineering model of research, leaving little requirement 
on the bchalf of policy-makcrs for the kind of research which would be produced by 

the cnlightcmncnt model, which eschews the notion of 'truth' and challenges the 

origins of prc-dcrincd educational 'problems. This situation is problematic in many 
regards, not least in relation to funding for policy research - most of which is 

controlled, distributed and dcrincd by government and othcr policy-makers. This, 

warns Nisbet (cited in I lumcs and Bryce, 200 1, p. 33 1), places academics in a 
difficult partncrship whcrc 'owncrship is negotiated' with fundcrs and independence 
is therefore compromised. 
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Social science rcscarch in general, and policy analysis in particular, have been 

subject to much criticism by those viewing research in narrow scientific, positivist 
terms. In the Scottish context, for example, Sam Galbraith, Minister for Children and 
Education from May 1999 to Octobcr 2000, and a surgeon by profession, was 

publicly critical of the quality of cducation rcscarch whcn he took up his ministcrial 

post. In an interview in 'Tlic Scotsman' (22 March 2000) he claimed to have 

reviewed many education research papcrs, of which he was 'singularly unimpressed'. 

and concluded that 'My message to rcscarchcrs is to sharpcn up on the scientific 

methods that they use and to make sure that they drop the valucjudgcmcnts within 
them'. The clear message from Sam Galbraith was that the kind of research that he as 
Minister for Children and Education wanted was scicntific, replicable and conclusive 

- not the kind of research rcquircd to explore something as complicated and dynamic 

as the policy proccss itself. 'Mis illustrates perfectly, the argument put forward by 

Olssen ct al. (2004): 

Ile development of the policy sciences, which sought to derive so-called 
'objective' valuc-froc methods for the writing and reading of policy, 

represent an attempt to give technical and scientific sophistication to the 

policy process in order to buttress its intellectual legitimacy. Such 

approaches to policy-making and policy analysis, in our view, serve to 

legitimate forms of liberal and neolibcral state hcgcrnony. (p. 2) 

17his conflict between the perceived purposes of policy research means that 

challenges to the dominant discourse can easily be dismissed as being value 
judgements'. Policy analysis, then, requires not only rigorous justirication of 

methodological and conceptual frameworks adopted, but also an explicit political 

conviction. I lumcs and Bryce (200 1) consider this when they ask the question 'If 

researchers buy into an 'cvidcnec-informcd' dcrinition of their work, will it imply a 

restriction of their role, especially that part of their role which has hithcrto involved 

criticism and interrogation? ' (p. 343). 
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Although policy analysis can be viewed as a relatively modern social science 
discipline (flumes, 1997), there is now a wealth of literature both addressing and 
adopting such an approach. Ile range of sub-disciplincs under the broad label of 
policy analysis is vast; reflecting the complexities of the policy process itself. Thrupp 
(2002) provides a useful matrix for catcgorising the foci of different types of policy 
research. Ile suggests that researchers must make considcrcdjudgcments about the 
relative weight they devote to 'global' and 'local' considerations, namely the 

respective focus on lgcncric, international policy trends' and 'national and intra- 

national contexts, and also the relative weight devoted to the related focus on 'the 
bigger picture' and 'the dctail': 'the macro level of the state... compared with the 

micro-levcl of mcssy policy making, dissemination and contestation' (pp. 321 - 
322). Thrupp goes on to assert the criticism that many accounts of policy analysis 
focus on structural issues at the expense of the role of the individuals involvcd in 

their creation. Ile concludes that 'the most compelling critical accounts of education 
policy will illustrate connections to the wider social and political context in which 
they play out but also allow for a sense of individual agency and policy messiness or 
incoherence' (p. 322). 

I lumes and Bryce (2003) address this dilcmma head on, warning that while policy. 

makers and policy researchers may subscribe to different philosophical and 
pragmatic views of policy research, there is nonetheless a need for more cffcctivc 
links. Ibcy lay down a cUlenge to poststructuralist policy analysts, who rather than 

coming to conclusions about policy issues 'prcfcr to offer ftuthcr interrogation and 
critique' (p. 186). This, cUm I lumcs and Bryce 'can never be a satisfactory stance. 
Inevitably there comes a point of closure and to refuse to take part in the policy 
debate is to allow decisions to be taken by others' (ibid. ). 

Ile evcr-incrcasing range of litcmturc on policy analysis has undoubtedly opened up 
this area to considerable debate, and in so doing has made explicit the tensions 
inherent in policy development and analysis. Rather than being swept under the 

carpct, these tensions must be acknowledged explicitly as part of any piece of policy 
analysis. 
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3.3 The Scottish context of education policy 
The Impact ofilevolution on the development of cducation policy In Scotland 
In July 1999 the first Scottish parliament in over 300 years was established, and was 
charged with a series of devolved responsibilities, including education. This function 
is carried out through a series of parliwncntary committees, all of which, unlike in 
Wcstininstcr, have the power to shape legislation. 

Significantly, the first major piece of legislation to be passed through the new 
Scottish Parliament was the Standards in Scotland's Schools etc. Act (2000). 
Although education legislation for Scotland had previously been passed separately 
under the UK parliament, the significance of Icgislation actually being developed and 
passed in Scotland was seen to be paramount - not least because it would provide a 
national focus for civic debate. 

Much had bccn written prc-dcvolution, (for example, I lumcs, 1986; McPherson and 
Raab, 1988) about the control of education policy-making in Scotland. It had been 

viewed as being 'centralized, consensual, and orthodox. [Where] Dissenting voices 
arc marginalizcd and strategies of containment limit the flow of information and 
create a conformist ideology in which discussion is restricted to procedural matters' 
(Allan, 2003, p. 290). Ilowcver, this centralised control was acknowledged as being 
led essentially by key figures in the education community. for example, members of 
I Icr Majesty's Inspcctomte of Education (I IMIE) and local authority directors of 
education, and not by Ministers (McPherson and Rub. 1988). 1 lumcs (1986) 

contends that this control by 'the leadership class' was not a conspiracy theory, but 

rathcr was 'the profoundly damaging consequences of certain forms of bureaucratic 

and professional socialisation, backed by a misleading and self-serving ideology' (p. 
203). 1 Ic goes on to offer some explanation for this position, suggesting that: 

Ile members of Scotland's educational lcadcrship class have 

progrcssivcly allowed thcmsclvcs to be locked into a system of 
bureaucratic constraints of a kind that subvert the real pwposcs; of 
education. Often they arc not fully conscious of the proccsscs at work and 
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happily succumb to the conventions into which they have been initiated 
in the mistaken bcl icf that they serve the public, not just their own, 
interest. (ibid., p. 203) 

Against this background, in the run up to the (rc)cstablishmcnt of the Scottish 
Parliament, there were many expressions of hope surrounding the potential changes 
which might transpire under this new levcI of governance: the existing education 
system having been viewed as being 'insufficiently radical' (Allan, 2003, p. 29 1). 
The new Scottish Parliament was therefore charged with the task of implementing 

the distinctively Scottish education tradition which promotes and values 
cgalitarianism (McCronc, 2003), cspousing values of social justice and state wcl fare 

to be central. 

Paterson ct al. (2001) note that education had figured as one of the highest priorities 
with voters in the 1999 Scottish parliamentary elections. They suggest that the 

prominence given to education within the political debate at that time should not be 

surprising, as historically, education has been a central focus for nationalist 

movements elsewhere, and is tied up with the notion of Scottish culture and identity, 

where education is viewed 'as a publicly-funded resource for the community, 

commanding public respect and including incomcrs into the community' (ibid., p. 
159). Indeed, the influence of this historical view is reported by Mcntcr ct al. (2004) 
in a contemporary comparative study of two particular aspects of CPD policy 
development in England and Scotland, where they conclude that 'the differences in 

the policies rcflcct both the different cultural positioning of education - including 

fundamentally different educational ideologies - and more particularly different 
forms of governance' (p. 211). 

I lowever, Paterson (2000) cautions that some of the prc-dcvolution consensus in 

Scottish politics and policy making was more the result of anti-Conscrvativc and pro- 
devolution feeling than it was rational, informed and genuine consensus. This, 
Paterson warns, could result in tensions and division within Scotland being much 
more apparent post-dcvolution than prc-dcvolution. 
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Tle suggestion has also been made that one of the attractions of a devolved Scottish 
Parliament was that it would create a more focused point for debate by all those 
involved in Scottish affairs. Indeed, Paterson (1998) reiterated I lumcs' (1986) 

argument about the existence of 'the leadership class, contending that Scottish 

education policy development prc-dcvolution was principally controlled by an 
'unknown elitc' (p. 273) including Scottish Mice administrators, I IMI, the GTCS 

and local authority directors of education. Ilercforc, argued Paterson, a Scottish 
Parliament would serve to provide a focus for dccision-making which would draw all 
of these groups together alongside Members of the Scottish Parliament (MSPs). This 

view accords with Bryce and Humes' (1999) proposal in a bricring paper to new 
MSPs that 'cducationists and politicians have ajoint responsibility to resolve the 

growing conflict between uniformity of educational provision and the need to allow 
for diverse solutions to diverse problems' (p. 5). 

Ilowcvcr, Gillics'(2001) study of the effect of the new Scottish Parliament on 

educational policy making, with particular reference to the development of the 
Standards in Scotland's Schools etc. Act (2000), concl udcs that 'the process as a 

whole would lead an observer to describe it as "enlightened elitist" policy-making, at 
best' (p. 44). Indeed, Gillics claims that while parts of the process appeared to bc 

more opcn and participative than had been the case hitherto, ultimate control was still 
held largely by Ministers and civil servants, with some of the cUmcd 'participative' 

engagement being little more than a public relations exercise. I Ic concludes by 

warning that 'unless the culture of openness can be allowed to flourish, the 
likelihood is that a form of close, centralist control will emerge, merely drcsscd in 

"inclusive" rhetoric' (ibid., p. 45). 

Allan (2003) appears to present a slightly different view of the activities of the Sport, 

Education and Culture Committee, to which she had acted as adviser. She claims that 
$rny experience as adviser suggests that the Inquiry genre has provided a new 

product. ive space for policyrnaking which disrupts the usual forms of closure' (p. 
289). Ibcse two views arc not perhaps as different as they might initially seem. 
While Allan cxplorcs; the workings of the particular parliamentary committcc with 
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responsibility for education matters, Gillies is exploring the wider context within 
which this committee is set. In other words, Gillics claims that control is centralised 
and exercised principally by Ministers and civil servants, while Allan makes 
observations about the manncr in which those 'clitc' identified by Gillics go about 
their business. The real debate, therefore, is perhaps more about the extcnt to which 
Ministers and civil servants involve other stakeholders in policy debate and decision- 

making. 

Gillies (ibid. ) does, however, acknowledge that the process of passing legislation is 

only one aspect of policy-making; one which inevitably involves MSPs to a' 
significant extent. 11c establishment of the Scottish Parliament has had a much 
widcr reaching effect on policy development and debate than the mcrc passing of 
legislation - not least of which is the duty of parliamentary committees to hold 
inquiries, such as that reported by Allan (2003), into aspects of public life. The 

relationship of education policy to other social policy must also be seen as important, 

with Bryce and I Iumcs (1999) arguing that'schooling alone cannot solve all 
society's ills. It has to be seen in relation to a range of other social policies - on 
housing, employment, poverty and health' (p. 4). 7bcy go on to caution that the 
Scotfish Parliament would have to find ways of exploring the interconnections 

between these policies in 'an innovative and co-ordinated way' (ibid., p. 4). 

The development of CPD policy in Scotland 
Ile starting point for the development of contemporary CPD policy in Scotland is 

commonly acknowledged as being the Sutherland Rcport (1997). From this point, a 
number of connected developments and events precipitated action related to CPD 

policy, principally: the McCrone Report (2000) and subsequent Agreement (SEED, 
2001); and the Standards in Scotland's Schools Ctc. Act (2000). Alongside these 
formal policies were a number of other influential factors: the contribution of Sam 
Galbraith to the debate on CPD across professions; the cxistcncc of devclopmcnt 

work in the Scottish Qualification for I leadship; and the work of the Tcachcr 
Induction Development Project. This mixture of legislative and non-legislativc 
policy dcvclopmcn4 being undertaken by a number of different stakcholdcr groups, 
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means that the development of CPD policy has been complex and non-lincar, being 
influenced by a number of different agcndas. 

Nonetheless, a significant focus for the development of Scottish CPD policy was 
undoubtedly the Ministerial Strategy Committee for CPD (MSQ. Imis committee, 
despite its name, was not constituted at the beginning of the recent CPD 
developments; rather it was formed in October 2000, after the McCronc Report was 
published in May 2000, and in anticipation of the resulting McCrone Agreement. 
I lowcvcr, plans to convene the committee were underway well before the McCronc 
Report was published. On 9 February 2000, the Minister for Children and Education, 
in response to parliamentary question from Nicola Sturgeon (Scottish National Party 

Member for Glasgow), announced that the rcmit of the MSC would be: 

" To oversee the development and implementation of a national strategy for 

teachers' continuing professional development; 

" To ensure that the strategy rcflccts national priorities for school education, in 

particular the raising of standards and improvement of levels of attainment; 

" To ensure the effective promotion and marketing of CPD to teachers, parents, 

policy makers and other stakeholders; 

" To ensure the strategy, and the standards and programmes forming part of the 

strategy, address future as well as current requirements of school and teachers; 

" To consider any other strategic issues relating to teachers' professional 
development. 

http: //www. scottish. parliamcnt. uk/busincss/pqa/wa-00/wa02o9. htin 

Clearly these aims provided a broad scope for the MSC. enabling it not only to 
influence the implementation of the McCronc Agreement (SEED, 2001), but also to 

shape existing CPD policy and practice within an overarching framework. Ile 

constitution of this committee is also of considerable signiricancc: an issue that is 

explored further later in the thesis. 
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Scotland's size, in both geographical and population terms, is also relevant to the 

policy development process, as it means that the policy community is more tight-knit 
than might otherwise have been the case in a larger country. This is highlighted by 

one of the intervicwces in the study carried out by Mcntcr ct al. (2004) which 
compares Performance Threshold Assessment in England with Chartered Teacher in 

Scotland: two different policies aimed at mid-carccr teachers. Ile intcrviewec, 

catcgoriscd as a Scottish 'policy analyst', explained that: 

... people know each other. People have long histories. Ile people in the 
Inspcctomtc were students with lots of the people who are headtcachcrs 

you know. It's a much smaller set up [than England) and people know 

each other and how the system works. (ibid., p. 197) 

This clearly has significance for how policy in general is developed as well as for 

how CPD policy in particular has bccn developed. Comparison with the policy 
development position in England is ofIcn used to highlight the positive side of 
Scottish education policy-making. As Mcntcr ct al. (ibid. ) describe it: 'in Scotland 

there is a view that the policy community has been able to flourish and develop its 

consensual, harmonious mode of working without constantly looking over its 

shoulder' (p. 197). 1 lowcvcr, while there might be some truth in the analysis that 

central government control is not as tight in Scotland as it is in Englandý this does 

not necessarily mean that the process is entirely democratic. rather it suggests that 

there might be a diffcrcnt pattern of control. This would concur with I lumcs' (1986) 

analysis of the 'policy community', with its multiple membership, and relative 

control over policy development. 

Undoubtcdly, the cxploration of rclationships bctwccn thosc individuals and groups 
involvcd in the policy dcvclopment proccss is fundamcntal to any analysis of policy. 

3.4 Summary 
This chapter began by stressing that policy is a dynarnic process which is influenced 
by both political and educational ideologies. It is also subject to influence at both 
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local and global levels. The recognition of the complexity of the policy process 
precipitates a need for effective conceptual frameworks to be employed in its 

analysis. In addition to providing a theoretical basis for any analysis, the explicit 

adoption of appropriate conceptual frameworks helps to validate policy analysis as a 
research methodology. 

Ibc relationship of policy researchers and policy-makers was also discussed; 

acknowledging the communication barriers that exist and the sometimes very 
different views of the purpose of policy research as either instrumental or as 
contributing to the construction of social reality. Tlicsc tensions, together with the 

range of different policy foci - macro/micro, global/local - need to be acknowledged 

explicitly in any attempt at policy analysis. 

The final part of the chapter focused specifically on education policy developmcnt in 

Scotland, sctting the context through a discussion of the implications of the devolved 

Scottish Parliament. Ccrinane to this was the idea of the cgalitarian Scottish 

education tradition and the importance of education to the Scottish clectoratc. 

Ile chapter prcscntcd differing intcrprctations, both historical and contemporary, of 
the ways in which policy power was, and is, exercised, highlighting the debate over 
the balance of powcr between politicians and other mcmbcrs of the educational 

community. Central to this dcbate is the influcncc of views presented through 

comparative rcscarch, particularly in relation to the English context. 

Finally, somc of the kcy influcnecs on the devclopmcnt of CPD policy wcrc 

considcrcd in rclation to the forcgoing discussion on policy analysis, concluding that 
the cxplomtion of rclationships bctwccn individuals and groups is fundamcntal to 

policy analysis in gcncmi, and to this study in particular. 
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4 TEACHERS AND TEACHING 

Underpinning any policy that impacts on what teachers do must be some notion of 

what it is that teachers should be doing or might be doing. Ilis chapter considers this 

assumption in relation to two particular aspects: conceptions of teaching; and 
conceptions of professionalism. arguing that dominant assumptions about each have 

the power to influence CPD policy. 

4.1 Conccptions of Icaching 
Continuing professional development, by its very name, implies continuation, and 
perhaps enhancement, of professional action. In order to understand fully what is 

meant by CPD it is necessary to identify what the professional action is that is being 

developed, i. e. the teaching. To assume that there is a shared and common 

understanding of what teaching is/is for would be unwise; in seeking to understand 

stakeholders' perspectives on the purpose of CPD, it is therefore crucial to examine 
their conccption(s) of teaching. 

It would seem reasonable to assume that thcrc is a causal rclationship bctwcen 

models of CPD and their impact on professional action. In other words, a particular 

conception of the purpose of teaching would suggest a particular modcl of CPD, 

which would cause a particular cffect on professional action. I lowcvcr, the fact that 

there is no one agrccd conception of teaching undcrpinning the Scottish CPD 

framework makes it unlikely that the chosen modcl will facilitate cnhanccmcnt of the 
full range of conceptions of teaching. Examining a range of thcorctical conccptions 

of teaching should help to analyse the responses of stakelioldcrs in this study. 

Conceptions of teaching flow from basic understandings about the purpose of 

education, and in particular, the purpose of schooling. Traditionally, cducation has 

bccn viewed as serving three main purposcs, namcly: cultural tmnsmission, the 

cconomic prosperity of the nation and the creativity, expression and cmotional well- 
being of individual pupils. I lowcvcr, Portcr (1998) argues that as a result of 

globalisation, the balance of these thrcc elements has shifted in recent years to focus 

more keenly on schooling as a means of cnsuring cconomic prosperity in a globally 
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competitive marketplace. This fundamental shift in the purpose of education and 
schooling clearly influences the conceptions of teaching that underpin a nation's 
approach to the organisation of its schools and teacher education. 

Initial teacher education 
It could be argued that ITE, perhaps more than CPD, sets the parameters of the 

accepted conception(s) of teaching in any nation. Indeed, ITE in Scotland is 

governed by standards and rules laid down not only by the professional body (the 

General Teaching Council for Scotland), but also in primary lcgislation. For 

example, the First Minister's approval is rcquircd for any univcrsity to offer a 

recognised teaching qualification; a necessary prcrcquisite for teaching in a state- 
funded school in Scotland. This, together with the rigorous requircments of the 

annual Memorandum of Entry Requirements to Courses of Teacher Education In 

Scotland (SEED) is commonly viewed as contributing to the enhancement of 
teaching standards in Scotland, but could also be seen to limit divcrsity through 
increasing government control of education. it is interesting to note that Scotland 

regulates both content and providers of ITE. whereas thcrc have been moves In other 

countries to rcgulatc content but to dc-rcgulatc providcrs (I lartley, 2002). The ITE 

experience of any teacher qualifying in Scotland will therefore have bccn highly 

regulated and located primarily within one dominant conccpdon of teaching. 

Further, Patrick ct al. (2003) contend that CPD 'tends to be viewed as further 

development of skills adduced from ITDT [initial teacher cducation/tmining] 

compctcnccs and standards for ful I registration' (p. 23 8). thereby supporting the 

notion that the dominant conception of teaching influencing ITE also influences 

CPD. 

Frameworks of understanding 
A number of frameworks exist which might usefully be employed in exploring the 

particular conception of teaching dominant in contemporary Scottish teacher 

education. Most commonly, however, such frameworks pcrtain principally to 

analyses of initial teacher education. For example, Zcichncr (1993) outlines four 
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traditions of teaching evident in his analysis of a number of initial teacher education 
programmes in the US: (1) the academic tradition which cmphasiscs teachers' own 
subject knowledge and general education; (2) the social ciriciency tradition which 
Mies on 'scientiric' evidence about the nature of teaching, and sits comfortably with 
a standards-bascd approach; (3) the dcvclopmcntalist tradition, based on a 
constructivist approach to both teacher and pupil learning; and (4) the social 
reconstructionist tradition which embraces social and political dimensions of 
teaching and focuses on preparing pupils to be critically aware participants in a 
democratic society, with the ultimate aim of promoting greater social justice. 

These traditions, while deriving from analyses of initial teacher education 

programmes, serve as a useful framework for considering the underlying 

philosophies behind approaches to CPD. For example, in considering initial teacher 

education in Scotland within the context of this framework, the highly regulated 
nature of its structure and content, while clearly not failing cntircly within any one of 
Zeichncr's traditions, is located principally within the academic and social efficiency 
traditions. In fact, the existence of the General Teaching Council for Scotland 

accreditation and review procedures and the annual publication of the Memorandum 

of Entry Requirements to Courses of Teacher Education In Scotland (S EED), 

highlights a clear alignment with the academic tradition in which a teacher's own 
academic achievement is a fundamental prcrcquisite for entry to the teaching 

profession in Scotland. While the origins of the academic tradition can be traced 
back many years in Scottish teacher education, the social efficiency tradition, with its 

emphasis on accountability through compctcnec and standards-bascd systems, is a 
much more recent, but nonetheless influential one. 

Analysing ITE using Zcichner's traditions hclps to highlight the uniformity of 
provision in teacher education across Scotland, but it could be claimed that 

continuing teacher cducaflon, as cncompassed by the CPD framework, allows for 

more diversity. I lowcvcr, as long as teachers align to a particular philosophy of 
teaching promulgated through ITE, the power of this diversity will be limited. This is 

particularly the case where new teachers arc subject to the views of more 
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experienced members of staff in the school setting, where dominant staffiroom voices 
have the power to shape the school's culture (Nias, 1989). 

Another useful conceptual isation of differing orientations in teaching comes from 

Bottcry and Wright (2000a) who argue that recent government policy in England has 

encouraged a technical-rationalist approach to teaching at the expense of public and 

ecological orientations. The 'public' orientation of a teacher's role, argue Bottery and 
Wright, relates to the responsibility inherent in public service, with a particular 

emphasis in this case on the development of a participative democracy in schools, 

while the 'ecological' orientation concerns itself with teachers' awareness of the 

global position in which the nation state is situated and the concomitant pressures 

that flow from this (p. 482). This critique, while pertaining to England, could also be 

seen to reflect current trends in Scottish teacher education. 

Analysis of conceptions of teaching is aided by the use of frameworks such as those 

of Zcichncr and Bottcry and Wright, but should not be constrained by them, as they 

too could be charged with promoting particular conceptual views on the relevance of 

certain aspects of teaching. For example, while Zcichncr's framework derives from 

an analysis of the structurc and focus of ITE programmes, Bottcry and Wright 

attempt to catcgorise the forces which influence the design of such structures. 11c 

two frameworks do not merely use diffcrcnt categories to describe the same aspects; 
they indicate different ways of conccptualising and prioritising aspects of teaching. 
Indeed, Bottcry and Wright's public and ecological orientations could both be seen to 
fit within Zcichncr's social rccontructionist tradition, yet Bottcry and Wright make 

clear distinctions between them. 11cir technical rutionalist orientation would fall 

broadly within Zcichncr's social cfficicncy tradition, but is only a small part of what 
that tradition implies. There is, however, no direct match between the various 

categories, and both frameworks can therefore usefully be deployed in assisting the 

analysis of conceptions of teaching. 
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Globalisation and standardisation 
A particular influence on current conceptions of teaching in Scotland and further 

aricld is that of globalisation (Apple, 200 1; 1 larticy, 2002), whereby the need for 

nation states to produce suitably skilled workers to allow them to compete in a global 

market place has had a significant influence on the focus of schooling. In contrast to 

the widely-held assumption that standardisation and central quality assurance will aid 
this, Hartley (2002) argues that to service this new knowledge economy, it is not 

necessarily the short-term cffccts of standardisation that are required, but rather long- 

term investment in education which ultimately will help citizens to work crcativcly 

and collabomfively and to be scir-managing. 

I lowevcr, the dominant approach to teachcr education in Scotland, as c1scwhcre in 

the UK and beyond, is becoming increasingly standards-bascd. Wtially conrincd to 

ITE, this approach has now become firmly embedded in CPD. We now not only have 

benchmarks for ITE, but also the Standard for Full Rcgistration (SFR) and the 

Standard for Chartered Teacher (SCI), both of which wcrc published in 2002, and 
the Standard for I Icadship, originally published in 1998. Indeed, a CPD guidance 
booklet published by SEED in Novcmbcr 2002 conf irmcd that 'the CPD framework 

will be based around three Standards' (SEED, 2002b, p. 9). thcrcby acknowledging 

the central importance of the standards, and implicitly, the mcasurcmcnt of 
individuals against these standards. 

Ile standards-bascd approach is being sold in Scotland as a more flexible alternative 

to the compctcncc-bascd approach. For example, the SFR includes 'holistic quality 
indicators' which arc to be viewed as 'a useful way of supporting judgements' but 

6arc not a formal part of the SFRI (GTCS, 2002a, p. 9), and the 'illustrations of 

practice should not be used as a checklist' (GTCS, 2002b, p. 19), yet it is also 
described as 'a professional standard against which rcliabic and consistent decisions 

can be made on the fitness of new tcachcrs for full rcgistration' (GTCS, 2002b, p. 2). 

So clearly while the rhetoric is suggesting an clcmcnt of flexibility, the expectation is 

that the implementation of the Standard will be consistent. 

31 



Standardisation, by its very nature, limits diversity of both action and thought. Fullan 
(1993) cautions against a move in this direction in that it does not allow educators to 
drive, or indeed cope with, change. So, while the rationale for a standards-bascd 
approach to tcachcr education is that it is a uscfal tool for raising attainmcnt, the 

attairuncnt that is raised will not necessarily allow future citizens to succeed in an 
cvcr-changing society. Rather its focus is on technical competence and compliance. 

Standards-bascd and compctcnce-based approaches to teacher education suggest the 

pursuit of a scientific solution to the replication of good teaching, which will result in 
increased pupil learning. It is, however, devoid of attention to the social, cultural. 

political and philosophical aspects of schools and schooling. Scotland, however, is 

not alone in following this pathway. Beycr (2002), writing about the manifestation of 
the standards movement in the US, suggests that 'teaching and the preparation of 
teachers is again being positioned as something like a science' (p. 240). If this is 

indccd a growing and global phenomenon, then we must explore why this is so. If, as 
is frequently postulated, (Portcr, 1999; Apple, 200 1; Wolf, 2002) the principal reason 
is economic bcnefj4 then it could be suggested that in adopting a standanls-bascd 

approach to the development of the Scottish CPD framework, its raison d6trc is to 
fulfil economic ideals. 

I lartley (2002) also argues that the increasing cmphasis on standards-based 

approaches is driven by an economic imperative, but instead of focusing on nation 

states' ability to compete in the global markct-placc, he suggests that incrcasing 

regulation and standardisation is an cconomy-drive, i. e. cheaper and therefore better 

value for the public purse (pp. 252 - 253). 1 Ic goes on to caution that while it might 
be financially attractive in the short tcrm, it leads to less motivated teachers and to a 
dearth of social capital. 

Alternatives to a standards-bascd approach 
Whilc thcrc is incrcasing cvidenc-c of a worldwidc growth in standards-bascd 
approachcs to tcachcr cclucation, and somc undcrstanding of the influcnccs bcWnd 

this growth, it would bc unfair to criticisc this mcKicl without cxploring altmatives. 
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Atkinson and Claxton (2000) attempt to do this in their edited collection of chapters 
on 'the intuitive practitioner' where they 'take issue with the dominant tradition 
which sccs rational, explicit, articulate understanding as the central ingredient in both 

practice and dcvclopmcnt [of teaching), and which, in conscqucncc, stigmatizes or 
ignores other ways of knowing' (p. 1). 1 lowcvcr, in his critical oycrview of the book, 
Eraut (2000) concludes that 'both the assessment of studcnts and the evaluation of 
teaching need to integrate several different kinds of evidence, some gained 
intuitively and some gained systematical ly and rational ly' (p. 265). E sscntial ly, whi le 

recognising a need for greater account to be taken of the place of intuition in the 

practice and evaluation of teaching, Eraut does not advocate that it should become a 
wholesale replacement for othcr more traditional methods. 

I loban (2002) also suggests that there is a need to develop more theoretical ly 

complex and dynamic frameworks for "dcrstanding, and presumably, therefore, for 

evaluating, teacher learning. Ile contends that the current dichotomy between 

cognitive conceptions and social ly-situated conceptions of teacher learning has 

'resulted in the inability to develop a coherent theoretical framework to guide long- 

term teacher learning and neglects the richness gained from fostering interplay 

between different learning conditions' (p. 65). Ile therefore proposes a 'systems 

thinking approach' to teacher learning which would combine aspects of different 

approaches, attributing value to each. 

I loban goes on to argue that 'professional development' should be rcconceptualiscd 

as 'professional leaming', contending that development implies a linear process 

whereas learning is a non-lincar process. I le proposes a framework which 

acknowledges a number of co-rcquisite conditions which arc needed if professional 
learning is to take place: 

"A conccption of tcaching as an art or profcssion; 

" Rcflcction on patterns of changc rcsulting from dynamic rclationships; 

" An awarcncss of the purposc of learning; 

" An acknowlcdgcmcnt of the timcframc as long-tcrm; 
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"A sense of conununity; 
"A willingness to experiment and test new ideas in the classroom; 

" Conceptual inputs for learners based on a variety of knowledge sources; and 

" Ile centrality of student feedback on what is being tried out in the classroom. 
(ibid., p. 69) 

Key to this framework is the importance placed on relationships and the value placed 
on fccdback from others involved in the education process. 

The need for schools to go beyond their doors and engage with their communities is 

a theme developed by I largreaves and Fullan (1998), who suggest that in order to 
thrive in a world of increasing complexity and rapid change. schools and teachers 

need to go 'vidcr' by forging cffcctivc links with their communities, and 'deeper' by 

rediscovering the 'passion and moral purpose that makes teaching and learning 

exciting and cffccflvc' (p. xii). They do acknowledge a need for standards to be 
defined (p. 133), but suggest that the development and the meeting of these standards 
should involve collabomflon and capacity-building which will allow teachers to 
respond to change without have rcsponses'prcscribcd for them. 

It would seem then, that criticisms of standards-based approaches to teaching arc 
based principally on their cxclusivity and narrow definition. Objections raised above 
have been more firmly focused on the dominance of narrowly defined standards- 
based approaches than their existence per sc. The writers cited above have all, in 

their various different ways, suggested that a variety of complementary approaches 
to teaching and teacher learning arc more likely to result in sustainable development 

and cfTective Icarning than any one approach on its own. 

The relationship between teaching and learning 

The assumption implicit in the promotion of a standards-based approach to teacher 
education is that meeting 'standards' in teaching has a direct impact on pupil 
learning, yet there is a paucity of research to back this up. Fcnstcrmachcr (quoted in 
Dcycr, 2002) attacks this assumption with the contention that '[While] there is a very 
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tight connection between teaching and leaming,... it is not the kind of connection 
that supports the claim that there can be no teaching without learning' (p. 243). In 

other words, while there is a fair chance that good teaching will lead to pupil 
learning, good teaching alone is not the cause of all pupil learning. Beyer (2002) 

asserts that it is misguided to assume that teaching is the most crucial part of 
successful learning, and argues that 'for many chi ldrcn the more equitable 
distribution of resources and opportunities may well be the most important clement 
of successful learning' (p. 243). I'llis notion is in direct conflict with the principle of 
standardisation in teaching, as different pupils have different needs. 

That such a pervading approach to teacher education can be allowed to flourish 

without being founded on a firm cvidcnflal basis, suggests that teacher education 

programmcs, whether at the initial or continuing stages, arc oilcn based on 

assumptions and beliefs rather than evidence (Delandshcre & Arens, 2001). 'Mis 

therefore nullifies the principle on which the standards movement relics; that it is 

based on 'scicntiric' evidence of what constitutes good teaching. Dclandsherc & 

Arcns (ibid. ) query the evidential base on which standardisation and uniformity in 

teacher education is based, pointing to the fact that thcrc Is littlc, if any, cvidcncc that 

uniformity improves Icarning, education or society. They go on to suggest that in the 

cases they analysed 'in many instances foundational stances appear absent from 

teaching standards'. An analysis of the origins and development of the current 

standards in the Scottish CPD framcwork also fails to reveal an evidencc-based 
foundation (Purdon, 2003). Indeed, it could be argued that this lack of evidence. 
based development points more clearly to political or ideological influences being 

central to the dcvclopmcnt of the CPD framework as opposed to an cvidencc-based 

rationale. 

71c political dimension 

71e political dimension of teaching and teacher education is a contested area; indeed, 

the extent to which teaching should be deemed a 'political' endeavour is a 
contentious area of debate. Ginsburg and Lindsay (1995) contend that there is 

disproportionate focus on academic, professional and technical aspects of teacher 
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education at the expense of 'socialization for the political roles that teachers play' (p. 
8). They go on to highlight the emphasis of much recent research in the area of 
political socialisation on a passive acceptance of dominant ideological concepts. 
I lowcvcr, they argue that the process of political socialisation is much more 

complex, pointing to a contrasting body of research which takes as its premise the 

notion that political socialisation can be transforming in that it contributes to both the 
'reproduction and the transformation of the structural and ideological context' (p. 9). 

While theoretically this contention sounds perfectly valid, what is missing from 

Ginsburg and Lindsay's account is acknowledgement of the fact that that teachers as 
individuals or as a professional grouping will not always have equal opportunity to 
both reproduce and to transform; there arc limiting and enabling factors outwith an 
individual's control which impinge on their ability to experience a balanced political 

socialisation. 

Thc notion that teachers' political socialisation impacts on their pracdcC is inherent 

in Sachs' (2001) representation of professional identities. At a basic level, parallcls 

can be drawn between Sachs' 'entrepreneurial identity' and the abovc notion of 

political social isation as ideological reproduction, whereas the 'activist identity' 

relates closely to the idea that political socialisation can lead to rcronn and 

transformation. Sachs outlines the conditions necessary to develop each identity, 

contending that the entrepreneurial identity is individualistic; competitive; 

controlling and regulative; and externally dcrined, whereas the activist identity is 

Primarily concerned to 'reduce or eliminate exploitation, inequality and oppression' 
(p. 157). The rormcr demands compliance whilc the latter advocates a principled and 

proactive stance. it is easy to see, then, why govcrruncnts might bc tempted to 

support and nurture the entrepreneurial identity at the expense of the activist identity. 

Power and Influence in shaping dominant conceptions ofteaching 
Zcichncr (1993) claims that little has been learned in the USA from past reform in 

teacher education, particularly 'with regard to the theoretical and political 

commitments underlying specific reform proposals' (p. 1). 1 lowcvcr, there may be 

several different explanations for this. Bottcry and Wright (2000a) rcfer to research 
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carried out by Bottcry in 1998, where teachers were interviewed about their reactions 
to the proposals contained in a Green Paper on teacher reform (I)ME, 1998). A 

number of explanations were uncovered for the perceived disintercst, including: 

overwork; press= to implement other initiatives taking priority and therefore 

energy; a fccling of powerless in the policy development process; and a sense of 
demoralisation at the portrayal of teachers by politicians and the media. 

Ile power of discourse to shape dominant conceptions is discussed in dctail in 

Chapter 6, but it is also worth highlighting here. In particular, the development of a 
series of standards for teachers' professional development. while allowing them to 

share a common language, can result in alternative conceptions not being considered, 
therefore maintaining the status quo without critique or debate. 

I lowever, it is not only what is written that serves to shape dominant discourse, but 

also what is not written. Bottcry and Wright (2000a) discuss this point when they 

point out that not only is what is written in government policy papers significant, but 

so too is what is omitted, as omissions serve to limit diversity and to dcf ine a singular 

conception of tcaching acceptable to government (p. 480). 

Analysing current buzzwords in education provides a useful way of exploring the 

conceptions of teaching implicit in the development of the CPD framework. Words 

such as rcflcctivc practitioner, standards; competence; accountability; and of course 

professionalism arc all used to convey particular notions of what teaching is. Indeed, 

none of these words individually is value free, but used together they provide an even 

stronger basis on which to advocate a particular conception of teaching. 

41 ProfC33ionalism and profemilonal Identify 

The foregoing section discussed conceptions of teaching, concluding that personal 

and organisational constructs of the purpose of teaching have a powerful influence 

on the nature of teacher education, both at the initial stages and through continuing 

professional dcvclopmcnL 11is scc6on takes that argument further, suggesting that 

conceptions of teaching, and therefore of teacher education and professional 
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development, are themselves influenced by constructs of professionalism and 

professional identity. 

The conccpt of professionalism is a difficult one to define. After all, it is used in 

many different capacities. For example, it is in common usage in cvcryday language. 

oflen to mean an occupation/activity for which one is paid as opposed to doing 

voluntarily, for example, a 'professional footballcr'. Ile term is also used to classify 
the respective status of an occupational group. I lowcvcr, incrcasingly the term 

professionalism is used to empower or to control tcachcrs. Ile nature of the debate 

over professionalism in general, and teacher professionalism in particular, has 

developed significantly over the years from being principally a means of sociological 

classification to an instrumcnt of political control. 

The term 'new professionalism' is used by Sachs (2003) to distinguish between 'old' 
forms of professionalism which debate characteristics of professions and the extent 
to which occupational groups might be acknowledged as profcssions, and 'new' 
forms which, cUms Sachs, assume a6 changed analytical perspective' and am seen 
to be more 'positive, principled and post-modcrn' (p. 7). The distinction bctwccn old 
and new forms of professionalism is useful, although the notion that new forms of 

professionalism arc necessarily 'positive' and 'principled' should be considered with 

caution, as there is also evidence of a less 'principled' discourse in action. 

This section of the thesis focuses primarily on the contemporary debate on teacher 

professionalism, or 'new prorcssionalism', but also acknowledges, bricfly, the 
importance of traditional sociological conceptions, the impact of which is still 
cvident. This review of professionalism will build on the issues considered in section 
4.1 in highlighting the way(s) in which conceptions of teaching and of teacher 

professionalism influence. or arc influenced by, notions of the purpose of CIT. 

Traditional sociological analyses ofprofessions 
Tmditional concepts of professionalism ccntrc on the classification, organisation and 
role of professions - an aspect of sociology considered in most gcncml sociological 
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texts (see for example, I laralambos and I lolborn, 2000). I'lic nodon of classifying 

certain occupational groups as professions is, however, a contested one, and there is 

certainly no one agreed dcrinition of what constitutes a 'profession'. Indeed, Day 

(1999) claims that 'professions arc more easy to instance than define' (p. 1), but 

nonetheless many attempts have been made to list ch=ctcristics of professions (for 

example, Downie, 1990). These lists arc generally based on characteristics apparent 
in tradi6onal and elite professions such as medicine and law. While there is no 

overall agreement as to exactly what constitutes a profession, them arc certain key 

aspects which arc commonly cited as being likely to pertain to an occupational group 

sccking claim to professional status. 71cse generally include rcfcrcnec to specialist 
knowledge, autonomy and responsibility (I loyle and John, 1995). Professionalism, 

therefore, implies that such characteristics arc cvidcnt in an individual's work. 

In addition to debates surrounding the definition and characteristics of profcssions, 
sociologists arc also keen to cxplorc and dcbatc the idcological considcrations which 

pcrpctuate the existence of professions. Two principal ideological pcrspcctivcs are 
commonly idcntiried: the functionalist and the Wcbcrian. 11csc pcrspectivcs focus 

on the perceived reasons for the rewards accruing to mcmbcrs; of the profcssional 

group in tcrms of status and salary. I 

Under a functionalist perspective of professionalism. the key principle Is that the 

profession is trusted to carry out a service to Socicty. This trust Is evident through the 
deployment of professional scif-rcgulation as a quality assurance mechanism. It Is 

argued that the accompanying rewards to members of the professional group rcflcct 
society's appreciation of the trust that it has in the profession to carry out the 

particular service (Barber, 1963). Tic motivation for carrying out the professional 
service is essentially altruis6c, and the accompanying rewards acknowledge that 

contribution. 

In contrast, a Wcbcrian pcrspcctivc would focu3 primarily on the rcwards reaped by 

the professionals as opposed to the service provided by them, and would argue that 

professional status serves to increase the exclusiveness of the occupational group, 
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thereby increasing the rcwards that can be claimed. The central focus here is on the 

acquisition and maintenance of power through exclusivity (I laralambos and I folborn, 
2000), and the rcwards that can be commanded by this exclusive status. These two 

perspectives rcflcct what might essentially be (crmcd as either altruism or self- 
interest as the key motivators. 

Using traditional sociological frameworks, it is possible to analyse leaching in terms 

of its ckim to professional status. I lowcvcr, given that the majority of sociological 
analyses originate from the elite profcssions, then this exercise could arguably be 

portrayed as little more than a crude comparison of teaching against traditional, elite 
professions. Nonetheless, the origins of the debate on professionalism arc rclcvant to 

contemporary debate, particularly in rclation to the motivations for the perpetuation 
of the concept. 

T'here is a wealth of literature addressing this question of the extent to which 
teaching can be considered a profession. Most of this literature adopts a comparative 
approach where teaching is judged against the characteristics of the established, elite 
professions such as medicine and law. For example, Etzioni (1969) classifics 
teaching as a 'scmi-profcssion, while I laralarnbos and I lolbom (2000) describe it as 

a 'lower' profession. If we accept the traditional argument outlined above that the 

classification of occupational groups as professions relates to their relative status and 
related capacity for reaping reward, Own it is understandable that occupational 
groups would wish to be seen as professions, in order to maximise such status and 

reward. 

Central to this debate is the mr-changing nature of occupat. ional groups and their 

relationship with society. In this sense, perhaps the validity of the study of 
'professions' itself is questionable, as professions themselves are only identifiable as 
occupational groups judgcd against the somcwhat clusive conccpt of 

profcssionalism. Eraut (1994), rcfcrring to the work of Johnson, chooscs to classify 

profcssional ism as an ldcology as opposcd to an attcmpt to 'distinguish "truc" 

profcssions from othcr contcndcrs' (p. 1). lndccd, morc rcccnt critical analyscs of 
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profcssionalism, (Smyth ct al., 2000) tend towards the view that professionalism is 

principally an ideology linked to matters of control. 

It is therefore pcrh3ps not possible to identify a workable dcrinition of 

professionalism: 

... to seek a rixcd position is futile: professionalism has always been a 

changing concept rather than a generic one ... I see the concept and 

practice of professionalism as a site of struggle, especially as it relates 

to meaning. 

(Sachs, 2003, p. 6) 

This 'site of struggle' pertains to the ways in which the term. and the 

concept, of professionalism are used by different stakeholder groups. Smyth 

ct al. (2000) argue that the concept has not only been used to control 

teachers, but has also been used by them 'as a weapon to maintain and/or 

regain some control over their work' (p. 45). 

So, despite the existence of considerable debate surrounding the extent to which 

teaching can be classcd as a profession, this paper takes as its premise the notion that 

the existence of this debate itscifis proof of the ideological nature of the concept of 

professionalism. Ilat, is, the struggle to dcrinc professions and professionalism is 

indicative of the interplay of power among stakeholders. Ilercforc, the question of 

whether or not teaching is a profession, in terms of traditional concepts, is perhaps 

not as relevant as the qucsdon of why and how the concept of prorcssionalism is used 
in relation to teaching. 

Contemporary discourses of tcacher professionalism 
The dynarnic nature and multiple interpretations of professionalism make any 

analysis of it as a static, homogenous concept somewhat difficult. It would appear 
that much of the existing body of literature, which explores professionalism from a 
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traditional sociological perspective, is now being superseded by developing concepts 

of professionalism that support particular political agcndas. Contemporary writers 

prominent in the field of teacher professionalism appear to be highlighting two 

contrasting models. While these arc dcrincd slightly differently and attributed 
different names according to particular writers, broadly speaking they equate to a 
4managerial' perspective and a 'democratic' perspective - terms used by Sachs 

(2001). The managerial perspective values cffcctivcness, cfficicncy and compliance 

with policy, whereas the democratic perspective holds dear such values as social 
justice, fairness and equality. The dynamic nature of the concept of professionalism 

rcflccts a response to 'changing social, economic and political conditions' (Sachs, 

2003, p. 6). 

Sachs (2001), writing from an Australian perspective, claims that managerial 

professionalism is now the dominant discourse and is'mandated by the state' (p. 

15 1). She claims that the existence of this discourse is illustrated through employing 

authoritics'policics on CPD'with their emphasis on accountability and 

Cffectivcncss' (p. 149). This model has its roots in the corporate world of business, 

where ciTicicricy, targets and accountability are deemed central to cffcctive 

organisations, resulting in teachers 'increasingly [being] expected to follow 

directives and become compliant operatives' (Smyth ct al., 2000, p. 1). 1 lowcvcr, the 

drive towards a conception of professionalism which ensures increased efficiency is 

neither accidcntal, nor neutral. Apple (1996) argues that 'the institutionalization of 

cfficicncy as a dominant bureaucratic norm Is not a neutral, technical matter. It is, 

profoundly, an instance of cultural power relations' (p. 54). 

While this might help to explain the structure and impact of managerial 

Professionalism, it does not account fully for the influence behind its seeming 

popularity. 11c growing trend towards a managerial conception of professionalism 
has arguably come about as a result of global reforms in education (Carlgrcn, 1999). 

1 lowcvcr, it is the ideological underpinning of these reforms that influence the way 
in which concepts of professionalism develop. Ilic recent growth in managerial 

professionalism has been attributed to Slobalisation (Smyth ct al., 2000), and its role 
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in driving economic competition among countries, resulting in an emphasis on the 
dcvclopmcnt of markctable skills in pupils. 

In contrast to the concept of managerial professionalism discussed above, democratic 

professionalism 'sccks to dcmystify professional work and build alliances between 

teachers and excluded constituencies... on whose behalf decisions have traditionally 
been made either by profcssions or by the state' (Sachs, 2001, p. 152). Key to the 

concept of democratic professionalism is the importance of collaborative action 
(Sachs, 2001) between and among teachers and the communities in which they work. 
The demystification of professional work is, however, at odds with the traditional 

notion of professions as the preserve of the educated few, and hence can be perceived 

as threatening to a profession such as teaching which Is still struggling to be viewed 

as a 'true' profession. 

In a similar vcin to Sachs' not. ion of dcmocra6c professionalism. Goodson (2003) 

advocates 'principled professionalism' -a term be uses to convey a 'new moral order 

of teaching... (which] will unite around moral definitions of teaching and schooling 
(p. 132). 1 lowcvcr, the power of the dominant managerial discourse, which espouses 

market principles, militates against wholesale adoption of such a stance. 

In essence, there is a recognition that the dominant view of professional ism across 
the majority of English-speaking, capitalist countries is that 'as state functionaries, 

teachers maintain a stance of neutrality in rclation to social issues' (Gale and 
Densmore, 2003, p. 86). Notions of fairness and impartiality arc espoused, but are 

communicated by a profession which for the most part consists of white, middle 

class, mono-culturcd people. Tbis, claim Gale and Densmore, has led to the 

subconscious reinforcement of 'undemocratic conditions where interests of non- 
dominant groups have remained unaddressed' (P. 86). 7bis is exacerbated by 

traditional notions of professionalism which focus on status and privilege, and which 

ultimately have thc capacity to increase the gulf between teachers and many of the 

communities in which they work. So, while there arc arguably two differing 
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discourses of professionalism dominating current debate, their influence is by no 

means cqual in pragmatic terms. 

. 4ccountability 

Accountability features heavily in any discussion of professionalism however, it 

should not bc assumed that there is a shared conception of what the term means, or 
indeed that the term is a neutral or objective one. It was claimed earlier in this 

chapter that autonomy and responsibility arc deemed to be key tenets of the 

traditional conception of professionalism. Autonomy and responsibility, however, are 
inextricably linked, and accountability features in each. In contemporary, managerial 

conceptions of professionalism, accountability is used as an external form of control, 

whereas in morc democratic conceptions of professionalism. accountability is seen as 
being much more in the hands of professionals, and is about accounting for the 

quality of service to learners and their communities rather than to government or 

other external agencies. Eraut (2000) notes this, going on to suggest that 'Ile key 

distinction to be made from the outset is between central prescription and 

professional accountability' (p. 265). 

I lowcvcr, in an education system where a managerial conception of professionalism 
dominates, accountability becomes cquatcd to the external wrification of prc-dcrined 

standards being met. Criticism of accountability then rclatcs to criticism of this 

particular notion, not of the fundamental principle that professionals should be 

accountable. 

What it perhaps missing from many contemporary conceptions of professionalism is 

the recognition that accountability can be achieved in a number of ways, and that it 

can come from within the profession as opposed to being externally imposed. 

7he concept of : professlonallsation' 
If, as argued in this chapter, professionalism is viewed as a dynamic concept, then 

the process of profcssionalisation is surely significant to the debate. Ibc term 

'profcssionalisation' is often used to describe the process through which 

44 



occupadonal groups seek and gain acceptance as professions (I loyle and John, 1995). 

In this sense, professional isation is a process through which a def tried end-outcome is 

achieved. I lowcvcr, Gale and Densmore (2003) add an extra dimension to this 

particular debate when they draw distinctions between profcssionalisadon as 
'political advocacy', particularly on the part of professional associations, and the 
drive by teacher educators to have teaching positioned as more of a 'science' (p. 73). 

Ibis drive to have teaching viewed in 'scientific' terms is particularly relevant to 

current discussions of CPD policy and its rationale, and reflects the dominant 

managerial view of professionalism. Patrick ct al. (2003) writing about CPD and 

professionalism in both Scotland and England, support this view when they warn 
that: 

... the danger is that CPD will further compound the supcrficial notion of 

professionalism demonstrated in IT Ur [initial teacher education/training] 

compctcnccs and in standards for full registration, and that opportunities 

to step outside the government's agenda and redefine prorcssionalism 

through CPD will be overlooked. (p. 242) 

I lowcvcr, Gale and Densmore's distinction suggests that professional 

acknowledgement can bc achieved in a number of ways, and that the way in which it 

is achieved is highly significant in shaping professional Identity. It Is not simply a 

case of gaining acccptancc as a profession that is important, but the nature of that 

acceptance and its impact on the professional identity of individuals within and 

outwith the group. 

Ile idea that profcssionalisation is not merely a means to an end, but rather is 

concerned with the process through which the identity of the profession is 

acknowledged, increases the relevance of the concept to this thesis. In essence, if 

professional isation is considered as the process through which the professional 
identity of the occupational group is negotiated and acknowledged, then this is not a 

process that leads to a definitive cnd-outcome; rather it is a perpetual process through 

which identity is articulated, shared, sh3pcd and renewed. If professionalism itself is 
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indeed a dynamic conccpt, then professional isation too must surely be a continual 

and rcncwing process, and provides a means through which the differing discourses 

might vie for dominance. 

The foregoing discussion of profcssionalisation relates to the professional or 
occupational group as a whole. What is also relevant to this study is the notion of 
professionalisation as a proccss through which individuals negotiate their 

membership of the profession. Ilus the argument would follow that individual 

profcssionalisation is the process through which an individual would go in order to 

enable them to articulate their own professional identity. So, if profcssionalisation is 

about the process through which cither the occupational group as a whole, or 
individual members within it, strive to have their professional idcntity articulated and 
acknowledged, then this shifts the meaning of profcssionalisation considerably. CPD 

policy itself could arguably be presented as a form of profcssionalisation. If this is 

the case, then what needs to be investigated is the particular notion(s) of 

professionalism being promoted through the development of the CPD framework-. 

The politics ofprofessionalism 
New professionalism, in which managerial and democratic perspectives create either 

end of a spcctntm, is arguably not so much a concept of professionalism as a 
description of movement in the debate over prorcssional ism, a dcbatc which is 

inherently political. Sachs (2001) claims that 'the new professionalism now 
developing and mandated by the state (Australia] is what I describe as managerial 

proressionalism' (p. IS 1). Whitty (2002) considcrs this development, arguing that it 

has the potential to split die profcssion into 'those who are prepared to -m=gc" on 
behalf of their employers... [and who] may gain enhanced status and rewards' (p. 

69) and those who pursue a traditional lwclrarist' agenda who will be 'no longer 

trusted and have to be controlled more directly' (ibid. ). Ile clear message here being 

that if teachers arc not prcparcd to comply with and implement the forms of control 

prescribed through the managcrialist agenda they will then have to be controlled by 

more overt and dircctivc means. Even more worryingly, not only %ill this control 
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impact on teachers directly, it will be divisive in such a way that limits collective 

opposition through a stratcgy of 'divide and rule'. 

The growing imposition of a managerial, busincss-focused approach to education Is 

a development that Goodson (2003) speaks quite categorically against, claiming that 

'once the moral and ethical vocation of teaching is elevated to a priority, it becomes 

clear that importing business methods of research, accountability and performance 

pay arc peculiarly ill-suited methods' (p. 133). 

Indeed, Wolf (2000) adds to this argument suggesting that not only is there no moral 

or ethical rationale for the adoption of a business model in education, but that there is 

also no evidence to support the claim that business knows best what the education 

system should provide. She highlights the extensive role played by the Confcdcration 

of British Industry (CBI) in the development of UK education policy, and asks the 

question 'why have the representatives [the CBIJ of what is essentially a lobbying 

organization for big businesses been so active in education policy ... ? (ibid., p. 127). 

Despite the existence of such views, the business model appears to be an accepted 

principle on which to base education. 

Ile discussion so far contends that the concept of profcssionalism is ncidicr static 

nor neutral - it can be used to cmpowcr or to exploit teachers. I largreavcs and 
Goodson (1996) argue that professionalism can be viewed as 'a rhctorical ruse -a 

way to get teachers to misrccognize their own exploitation and to comply willingly 

with increased intensification of their labour in the workplace' (p. 20), however, they 

go on to state that their pmfcncd conccption of professionalism is one that is guided 
by 'moral and socio-political visions' (ibid. ). 'Ibis view clearly aligns itself with 

what has been tcrmcd in this paper as democratic professionalism -a counter 

perspective to the currcntly dominant discourse of managcrial professionalism. 

In summary, concepts of professionalism derive from ideological concerns about the 

state and society. Essentially, what can be seen in the debate over contemporary 

notions of professionalism is the argument over wlicdicr economic or societal 
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concerns should take priority in influencing what happens in schools. Tbe concept of 
professionalism is used as a tc*I to promote or to stifle particular ideological 

agendas, and as such must be seen as a political issue. 

The debate about contemporary concepts of professionalism is cxplorod cxtcnsivcly 
in the literature, presenting a cumulative view that while the managerial perspective 
is currently dominant in the UK and beyond, democratic professionalism should be 

made more prominent in policy and in practice. 

43 Summary 
The first part of this chapter argued that dominant conceptions of teaching are 
influenced heavily by established patterns of initial teacher education. Using 

Zcichncr's (1993) framework this means that for various historical and cultural 

reasons the Scottish context is dominated by a combination of the 'academic 

tradition' and the 'social cfricicncy tradition'. 

In the second part of the chapter, which cxplored conceptions of professionalism, a 

similar pattern was found, although differcnt terminology was used. The dominant 

form of professionalism in the Scottish context was found to be based very heavily 

on a managerial conception, which relates closely to the 'social cfficicncy' tradition 

of teaching referred to above. 

It can therefore be concluded that the conceptions of teaching and of professionalism 

are inextricably linked, and together serve as a very influential means of shaping 
CPD policy. Any analysis of policy rclating to teachers must therefore take on board 

the influence that dominant conceptions of teaching and of professionalism might 
have. 
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5 MODELS OF C111) 

The area of teachers' continuing professional development is of growing interest in 

Scotland and internationally. I lowcvcr, while an increasing range of literature 
rocuscs on particular aspects of CPD, there is a paucity of literature addressing the 

spectrum of CPD modcls in a comp=tivc manncr (I loban, 2002). 11is chapter 
examines a range of modcls of CPD and proposes a framework through which they 

can be analysed. Ilis analysis rocuscs on the perceived purpose of each modcl, 
identifying issues of power in rclation to central control, Individual teacher autonomy 
and profession-widc autonomy. 71c chaptci proposes nine categories under which 
models of CPD might be grouped. It= nine categories arc then organiscd along a 
spectrum which idcntiries the relative potential capacity for transrormativc practice 
and professional autonomy inherent in each. Ile premise of this being that such 
conditions require teachers to be able to articulate their own conccptions of teaching 

and to be able to select and justify appropriate modes of practice. 

CPD can be structured and organiscd in a number of differcnt ways, and for a 
number of different reasons. While most CPD cxpcricnccs might be considered as 
means of introducing or enhancing knowledge, skills and attitudes, it cannot be 

assumcd that this is uncontcstcd. For example, 1'=ut (1994) argues that it is not 
merely the type of professional knowledge being acquired which is important, but the 

context through which it is acquircd, and subsequently used, that actually helps us to 

understand the nature of that knowledge. Analysing the means through which CIID 
for teachcrs is organiscd and structurcd may help us to undcrstand not only the 

motivation behind such structures, but also die nature of professional knowledge and 
professionalism itself. Eraut (1994) idcntiries three major contexts in which 
professional knowledge is acquired: die academic context; institutional discussion of 
policy and practice; and practice itself (p. 20). 

Clearly, knowledge acquisition is not situated exclusively within any one of these 

three contexts, but the idcndrication of the different contexts is uscrul in analytical 
tcrTns. Emut does not give explicit consideration to the role orinfonnal profcssional 
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discussion and reading that takes place outwith the institutional context, yet this, too, 

is surely a relevant context. Tbc models discussed in this chaptcr reflect varying 
degrees of importance placed on each of these contexts as potential sites of 
knowledge acquisition, and their considcration aids the analysis of the underpinning 

agcndas that arc supported by the various models. 

This chapter presents a framework in which the main characteristics of a range of 

models of CPD are identified and catcgorised. It considers the circumstances in 

which each particular model might be adopted and explores the form(s) of 
knowledge that can be developed through the particular model. In broad terms nine 

models arc idcntiricd, which have been catcgorised as follows: 

" The training model 

" The award-bearing model 

" Ibc deficit model 

" The cascade model 

" 71c standards-based model 

" The coaching/mcntoring model 
The community of practice model 
The action research model 
The transformativc model 

Each of these models will be considered in turn, drawing on specific examples from 

the Scottish context, before moving on to discuss their interaction and their relative 

capacity for supporting Uunsformadve practice. I lowcvcr, it should be noted that the 

nine models arc not proposed as necessarily exhaustive or exclusive; rather they are 

an attempt at identifying key characteristics of different types of CIID with the aim of 

enabling deeper analysis of, and dialogue about, fundamental issues of purpose. 

5.1 The training model 
The training model of CPD is universally rccognisable (Little, 1994; Kelly & 

McDiarmid, 2002) and has in recent years arguably been the dominant form of CIID 
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for teachers. 71is model of CPD supports a skills-bascd, technocratic view of 

teaching whereby CI'D provides teachers with the opportunity to update their skills 
in order to be able to demonstrate their competence. It is generally 'delivered' to the 

teacher by an 'expert', with the agenda determined by the deliverer, and the 

participant placed in a passive role. While the training can take place within the 
institution in which the participant works, it is most commonly delivered off-sitc, and 
is oflcn subject to criticism about its lack of connection to the currcnt classroom 

context in which participants work. Day (1999) identifies one of the principal 
difficulties as being the fail= of such training events to 'connect with the essential 

moral purposes that arc at the heart of their [teachers') professionalism' (p. 49). 

The training model of CPD is compatible with, although not always related to, a 

standards-bascd view of teacher development where teachers strive to demonstrate 

particular skills specified in a nationally agreed standard. The model supports a high 

degree of central control, oftcn veiled as quality assurance, where the focus is firmly 

on coherence and standardisation. It is powerful in maintaining a narrow view of 
teaching and education whereby the standardisation of training opportunities 

overshadows the need for teachers to be proactivc in identifying and meeting their 

own development needs. Ile dominant discourse in Scotland, as in many other 

countries, supports this notion that standardisation of training equates to 
improvements in teaching, learning and pupil attainment. Indeed, Kirk ct of. (2003), 

in outlining the context for the development of the chartered teacher programme, link 

the standards-bascd approach with an associated training modcl of CPD when they 

say that 'Statements of compctcncc and standards, derived with the support of the 

profession should help to ensure that development and training are clearly related 

and cffcctivcly targeted at the skills and knowledge teachers require' (p. 3). 

Despite its drawbacks, die training modcl is acknowledged as an cffectivc means of 
introducing new knowledge (I loban, 2002), albcit in a decontextualised setting. What 

the training model fails to impact upon in any significtuit way is the manner in which 

this new knowledge is used in practice. Perhaps cvcn more significantly, though, in 

tcrnis of the relative power of stakcholdcrs the training model provides an cffcctive 
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way for dominant stakeholders to control and limit the agenda, and places the teacher 
in a passive role as recipient of specific knowledge. 

5.2 The award-bearing model 
An award-bcaring model of CPD is one that relics on, or cmphasiscs, the completion 
of award-bcaring programmes of study - usually, but not exclusively, validated by 

universities. Ilis external validation can be viewed as a mark of quality assurance, 
but equally can be viewed as the exercise of control by the validating and/or funding 
bodies. 

Ile introduction of the chartered teacher programme in Scotland provides an 
interesting example of the way in which university validated award-bearing 

provision can become the bedrock of a particular CIID structure. While it has been 

argued that this, together with GTCS accreditation, provides a necessary clement of 

quality assurance and continuity, in practice it also serves to limit the availability of 

other award-bcaring provision (Purdon, 2003) and to standartlise the experiences of 
those working towards chartered teacher status. 

However, in current education discourse in Scotland there is an emphasis on 

professional action, which is not always supportive of what is perceived to be 

4 academic' as opposed to 'practical'. T'herc is therefore a pressure for award-bcaring 

courses to be focused on classroom practice, oflen at the expense of issues of values 

and beliefs (Solomon & Trcsman, 1999). 

Ile fundamental meaning of chartered teacher status has been the subject of 
extensive and public debate by high-prorile individuals in the Scottish teacher 

education scene (for example, I Icriderson, 'Rift over path to chartered status, Times 
Educational Supplcmcnt, 15/03/2002). Arguments have ccntrcd round die emphasis 
on 'professional' as opposed to 'academic' routes. This discourse of anti- 
intellectualism has led to accusations of the irrelevance of the 'academic' work 
undertaken by universities and has placed CMplMi3 instead on the practice-based 

element of teaching. To interpret 'professional' and 'academic' as antonyms conveys 
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worrying messages about the conception of teacher professionalism in dominant 

education discourse. 

What this particular example illustrates is the way in which the dominant discourse 

has influenced providcrs of award-bcaring courses, in turn rcflccting particular 
ideological imperatives potcntially at the expense of academic and intellectual 

autonomy. 

53 The dcricit model 
Professional development can be designed specifically to address a perceived deficit 

in teacher pcrforniance. This may well be set within the context of pcrfornmec 

management, which itself is subject to debate over its fundamental purpose. Rhodes 

and Beneickc (2003) point out that pcrfonnance nutnagemcnt can be viewed as a 

means of raising standards or 'as an element of government intervention to exact 

greater cfricicncy, cffectivcness and accountability' (p. 124). Nonetheless, 

performance management requires that somebody takes charge of evaluating and 

managing change in teacher pcrformancc, and this includes, where necessary, 

attempting to remedy perceived weaknesses in individual teacher performance. What 

is not always clear, however, is what the expectations are for competent 

pcrfonnancc, and whose notion of compctcncc they rcflcct. 

While the dcricit model uses CPD to attempt to remedy perceived weaknesses in 

individual teachers, Rhodes and llcncicke (2003) suggest that the root causes of poor 

teacher performance arc related not only to individual teachers, but also to 

organisational, and management practices. Indeed, to attribute blame to Individual 

teachers, and to view CPD as a means of remedying individual weaknesses, suggests 

a model whereby collective responsibility is not considered: that Is that the system 
itself is not considered as a possible rcason for the perceived failure of a teacher to 

demonstrate the desired competence. It also assumes the need for a baseline measure 

of competence, and once this has been committed to paper, it can begin to adopt an 

authority of its own. 
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Borcham (2004) discusses this issue of individual and collective competence, 

arguing that in the school contcxt,! cffcctivC collective competence is dependent on 
leadership which promotes three particular conditions, namcly: making collective 

sense of events in the workplace; developing and using a collective knowledge base; 

and developing a sense of interdependency (p. 9). This argument is clearly at odds 

with the notion of the dcf icit model which attributes blame for perceived under- 

performance on individuals, and fails to take due cognisancc of collective 

responsibility. 

5.4 The cascade model 
The cascade model involves individual teachers attending 'training cvcnts' and then 

cascading, or disseminating, the information to colleagues. It is commonly cmploycd 
in situations where rcsourccs am limited. Although very popular in Scotland in the 

early 1990s, after local government reorganisation resulted in tighter resource 
allocations (Markcr, 1999), this model is not quite as popular in Scotland now. 

Day (1999) reports on a case study in which the cascade model %-as employed by a 
group of teachcrs as a means of sharing their own (successrul) learning with 

colleagues. 77hc group reported on what they had learned, but 'no detailed 

consideration was given to the very principles of participation, collaboration and 

ownership which had characterized their own learning' (p. 126). 

In addition to such issues surrounding the conditions required for successful learning, 

Solomon and Trcsman (1999) suggest that one of the drawbacks of this model is that 

what is passed on in the cascading process is generally skills-focuscd, sometimes 
knowledge-focuscdý but rarely focuses on values. 77his is an argument which is also 
articulated by Nicto, (2003) when she cUms that teacher cducaflon'necds to shift 
from a focus on questions of -what" and "how" to also consider questions of "why" 
(p. 395). 

It could therefore be argued that the cascade model supports a tcchnicist view of 

teaching, whcre skills and knowledge are given priority ovcr attitudes and values. 

54 



Ile cascade model also neglects to consider the range of leaming contexts outlined 
by Emut (1994), instead assuming that it is the knowledge per sc that is the important 

part of the process and not necessarily the context in which it is &ncd or used. 

5.5 The standards-hased model 
Before considering the ch=cteristics of the standards-based model of CPD, it is 

worth giving some considcmtion to the terminology used. 'Standards' as opposed to 
6compctcnccs' arc now de rigucur in Scotland, with their most vigorous proponents 
extolling the relative virtues of standards as opposed to their predecessors - 
compctences. I lowcvcr, in analysing the difference between the two, while the 
language has changed, it is difficult to discern any rcal difference in either practical 

or philosophical terms. While the language may have shifted to hint at issues of 

values and commitment etc, the real test is in the implementation of standards. 
Within the Scottish chartered teacher programme, for example, the emphasis is 

firmly on the 'professional actions", which arc seen as the way of demonstrating that 

the standard has been met. The emphasis on cvidcncc-bascd, demonstrable practice 

surely renders the SCT compctcncc-bascd, despite claims to the contrary. Indeed 

Kirk et al. (2003), in writing about their experiences as members of die Chartered 

Teacher Project Team, state that the team was committed to the proposition that 'the 

assessment of potential Chartered Teachers has centrally to focus on compctence in 

professional performance' (p. 38). It is therefore contested that in real terms, and in 

contrast to popular academic discourse, there is very little substantive difference 

between compctcnccs and standards, other than, in linguistic terms. 

Tbc standards-based model of CPD belittles the notion of teaching as a complex, 

contcxt-specific political and moral cndeavour., rather it 'represents a desire to create 

a system of teaching, and teacher education, that can generate and empirically 

validate connections between teacher cffcctivcncss and student learning' (11cycr, 

2002, p. 243). This 'scicntiric' basis on which the standards movement relies limits 

the opportunities for alternative forms of CPD to be considered. It also relics heavily 

on a bchaviourist perspective on learning, focusing on the compctcnce of individual 

teachers and resultant rewards at the expense of collaborative and collegiate lc=ing. 

55 



Smyth (1991) argues that externally imposed forms of accountability and inspection, 

such as standards, indicate a lack of respect for teachers' own capacities for 

rcflectivc, critical inquiry. Indccd, this argument could be takcn farthcr to suggest 
that not only is it a lack of respect, but that it sets clear cxpcctations rcgarding the 

extent to which teachers should take responsibility for thcir own professional 
learning, and encourages them to be reliant on central direction, cvcn in assessing 
their own capacity to teach. 

There arc many critics of the standards-based model of CPD. For example, Beyer 

(2002) criticiscs the lack of attention given to central and contentious questions 

regarding the purpose of teaching, claiming that 'teacher education must be infused 

with the kind of critical scrutiny about social purposes, future possibilities, Cconomic 

rcalitics and moral directions' (p. 240). Ile views the move towards increasing 

standardisation in the US as narrowing the range of potential conceptions of teaching 

to focus on quality assurance and accountability. 71is narrowing of view is surely in 

direct contrast to the above expressed notion of critical scrutiny. Beycr (ibid. ), among 

others, suggests that the move towards increasing standardisation in teacher 

education at both initial and continuing stages, is in part a response to growing 

concerns about nation states' abilities to compctc in the global economy. In this 

context standardisation can thus be equated to the pursuit of improved cconomic 

status. 

Dcspitc the existence of cxtcnsivc literature which is critical of the standards-bascd 

approach to teacher education, policies which adopt this approach do prcscnt a 
justificadon for its use. For example. within the context of the chartcrcd teachcr 

programme in Scotland, members of the development team have argued that die 

participative approach to the development of the Standard for Chartcrcd Teacher will 

rcsult in teachers being more willing to cngagc Willi it (Kirk ct al., 2003). Argitibly, 

standards also provide a common language, making it easier for teachers to cngage in 

dialogue about their profcssional practice. I lowcvcr, Drupcr ct al. (2004) note the 

tensions inhcrcnt in the standards-bascd approach, warning that 'the Standard 
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[Standard for Full Rcgistrationj itsclf may be scen as a uscful scaffold for 

profcssional dcvclopmcnt or as a sourcc of prcssurc for uniformity' (p. 22 1). 

11crc is clearly capacity for standards to be used to scaffold professional 
development and to provide a common language, thereby enabling greater dialogue 

between teachers, but these advantages must be tempered by acknowledgement of 
the potential for standards to narrow conceptions of teaching, or indeed to render it 

unnecessary for teachers to consider alternative conccptions; outwith those promoted 
by the standards. 

5.6 The coach Ing/mcntorin g model 
The coaching/mcntoring model covers a variety of CPD practices which arc based on 

a range of philosophical premises. I lowever, the Mining characteristic of this model 
is the importance of the one-to-one relationship, generally between two teachers, 

which is designed to support CIID. Both coaching and mentoring share this 

characteristic, although most attempts to distinguish between the two suggest that 

coaching is more skills based and that mcntoring involves an element of 'counselling 

and professional friendship' (Rhodes and Bcncickc, 2002, p. 301). Indeed, mcntoring 

also often implies a relationship where one partner is novice and the other more 

experienced (Cluttcrbuck, 1991). 

The mcntoring or coaching relationship can be collegiate, for cxample'pccr 

coaching", but is probably more likely to be hierarchical, as in, for example, the new 
induction procedures in Scotland (OTCS, 2002b) where every new teacher is 

guaranteed a 'supporter' who supports the CPD process and Is involved in the 

assessment of the new teacher's compctcncc against the Standard for Full 
Registration. Key to the coaching/mcntoring model, however. is the notion that 

professional learning can, take place within the school context and can be enhanced 
by sharing dialogue with colleagues. 

In contrast to the novicclcxpericnccd teacher mentoring relationship, Smyth (199 1) 

argues for a model of 'clinical supervision', which is collegiate in nature and is used 
by teachers for teachers. 'Mcsc two ends of the spectrum indicate a clear difference, 
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in conceptual terms, of the purpose of mentoring. The novicc/cxpcricnced teacher 

model is akin to apprenticeship, where the experienced teacher initiates the novice 
teacher into the profession. This initiation, while including support for the novice in 

gaining and using appropriate skills and knowledge, also conveys messages to the 

new teacher about the social and cultural norms within the institution. In direct 

contrast, where the coaching/mcntoring modcl involvcs a more equitable 
relationship, it allows for the two teachers involved to discuss possibilities, beliefs 

and hopes in a less hierarchically threatening manner. Intcrcstingly, dcpcnding on the 

matching of those involved in the coaching/mentoring relationship, this model can 
support either a transmission view of professional dcvclopmcnt, where teachers arc 
initiated into the status quo by their more experienced colleagues, or a transformativc 

view where the relationship provides a supportive but challenging forum for both 

intellectual and affcctive interrogation of practice. 

Robbins (cited in Rhodes and Bencicke, 2002) dcf incs pecr coaching as 'A 

confidential process through which two or more colleagues work together to Mflcct 
upon current practices; expand, rcrine and build new skills; share ideas; conduct 

action research; teach one another, or problem solve within the work-place' (p. 298). 
So, while Robbins acknowledges the key characteristic of the one-to-one 

relationship, his particular dcrinition of the relationship focuses on conridentiality as 

opposed to accountability. This adds a very different dimension to the relationship as 
the introduction of the condition of conf idcntial ity shifts the power relationship quite 
significantly from that described under the induction type relationship where the 

purpose is dual: support and assessment. Robbins' definition also militates against 

peer coaching as a form of accountability, instead placing it firmly within a 
transformative conception of CPD. 

Regardless of the fundamental purpose of the coaching/mentoring model as mutually 
supportive and challenging or hierarchical and assessment driven. the quality of 
intcr-pcrsonal relationships is crucial. In order for the coaching/mcntoring model of 
CPD to be successful, participants must have wcll-dcvclopcd interpersonal 

communication skills (11hodes and Bcncickc, 2002). It is interesting to note, then, 
that while the new induction arrangements in Scotland require that each new teacher 
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has a designated Isupportcr', there arc no requirements for that person to have 

particular strengths in terms of interpersonal communication or to be trained in the 

role of supporter. However, recent research into the experiences of probationer 

teachers in the new induction scheme in Scotland suggests that 'for the optimum 

relationship the supporter must want to do the job and should be trained' (Draper ct 

al., 2004, p. 219). 

So, while the key characteristic of the coaching/mentoring model is its reliance on a 
one-to-one relationship, it can, depending on its underpinning philosophy, support 
either a transmission or a transformative conception of CPD. 

5.7 The community of practice model 
There is a clear relationship between communities of practice and the mutually 
supportive and challenging form of the coaching/mcntoring model discussed above. 
The essential difference between the two is that a community of practice generally 
involves more than two people, and would not necessarily rely on confidentiality. 
I lowever, the other form of the coaching/mentoring model of CPD discussed above - 
the hierarchical, assessment driven model - is Perhaps not as closely related to the 

communities of practice model. 

Wenger (1998) contends that while we are all members of various communities of 

practice, learning within these communities involves dircc essential processes: 

evolving forms of mutual engagement; understanding and tuning [their] enterprise; 

and developing [their] rcpcrtoirc, styles and discourses (p. 95). Central to Wenger's 

thesis is a social theory of Icarning, rccognising that learning within a community of 

practice happens as a result of that community and its interactions, and not merely as 

a result of planned learning episodes such as courses. 

I lowcvcr, participants' awareness of the existence of the community is surely central 
to their intcrnalisation of such learning. Dcpcnding on the role played by the 
individual as a member of the wider team, learning within such a community could 
be cithcr a positive and proactive cxpcricncc or a passive cxpcricnce where the 

collective wisdom of dominant members of the group shapes other individuals' 
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understanding of the community and its rolcs. Ycatman and Sachs (cited in Day, 
1999, p. 183) highlight this in relation to a particular case study in Australia, where 
they obscrvc that the successful community of practice 'has developed as a formal 

and explicit relationship between practising teachers and teacher educators. 

Although not using the term 'communities of practice', Borcharn (2000) considers a 
social conception of learning in rclation to the medical profession, when he argues 
that: 

When the professional activity is collective, the amount of knowledge 

available in a clinical unit cannot be measured by the sum total of the 
knowledge possessed by its individual members. A more appropriate 

measure would be the knowledge generated by the richness of the 

connections between individuals. (p. 505) 

Borcharn makes explicit the added value of leaming in communities, viewing the 

existence of individual knowledge and the combinations of several individuals' 

knowledge through practice, as a powcrrul site ror the creation of new knowledge. 

Fundamental to successful CPD within a community of practice is the issue of 
power. Wenger (1998) argues that a community of practice should crcatc its own 
understanding of the joint cntcrprisc, thcrcforc allowing the membcrs of that 

community to exert a certain level of control over the agen& For professional 
learning to take place within this contcxt, it should be neither a form of externally 
imposed accountability nor of performance management. Indeed, Wcngcr (ibid. ) 

argues that 'negotiating a joint cntcrprise gives rise to rclations of mutual 
accountability among those involved' (p. 8 1), therefore arguably promoting greater 
capacity for transformativc practice than a managerial form of accountability would 
allow. 

It is therefore argued that while communities of practice can potentially serve to 

pcrpctuatc dominant discourses in an uncritical manncr, under certain conditions they 
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can also act as powerful sitcs of transfonnation, where the sum total of individual 

knowledge and cxpcricncc is enhanced significantly through collective cndeavour. 

5.8 The action research model 
Somckh (cited in Day, 1999, p. 34) dcrincs action research as 'die study of a social 

situation, involving the participants themselves as researchers, with a view to 
improving the quality of action within it. The 'quality of action' can be pcrccivcd as 
the participants' understanding of the situation as well as the practice within the 

situation. 

Advocates of the action research model (Burbank and Kauchack, 2003; Weiner, 

2002) tend to suggest that it has a greater impact on practice when it is s1wrcd in 

conununitics of practice, or enquiry, and indeed, many communities of practice will 

engage in action research. I lowcvcr, collaboration of the nature found in a 

community of practice is not a prerequisite of the action research model. 

Weiner (2002) discusses one particular example of research based professional 
development set within the particular national context in Sweden. Key to this 

nadonal context is an agrccmcnt among partners (universities, government and 

professional groups) that national cducation research needs to be more rclcvant to 

practitioners, and that in supporting teachers to carry out action based rcscarch the 

problem of rclcvancc will be addressed. Weiner acknowWgcs that this agrccment 

could potcritially point to a number of agendas, but she concentrates primarily on this 

move as a means of supporting 'greater participation, relevance and dcmocmcy" (p. 

3). Indeed, she claims that 'action research has practitioner devclopmcnt and 
transformation as its main aim' (p. 5). 1 lowcvcr, this particular move must be seen 

against a background of increasing dcccntralisation in the SAcdish cducation system 

where local authorities and schools arc responsible for their teachers' CPD, %ith no 

ovcrall naflonal strategy to adhcrc to. In addition, the move away from universities as 

solc producers of research could be seen as an attcmpt to wcakcn their powcr base. 

61 



Burbank and Knuchack (2003) argue that collaborative acdon research provides an 

alternative to the passive role imposed on teachers in tradidonal models of 
professional development. They advocate teachers being cnco=gcd to view 

research as a process as opposed to merely a product of someone else's crideavours. 
It is also, arguably, a means of limiting dependency on externally produced rcsc=h, 
instead shifting the balance of power towards teachers themselves through their 
identification and implementation of relevant research activities. 

Action research as a model of CPD has been acknowledged as being successful in 

allowing teachers to ask critical questions of their practice. I lowcvcr, Sachs (2003) 

queries the extent to which it allows teachers to ask such critical questions of the 

political determinants that shape the parameters of their practice. Ncvcrthclcss, an 

action research model clearly has significant capacity for transformadve practice and 

professional autonomy. 

5.9 The transform2tive model 
What is termed in this chapter as a 'transformative model' of CI'D involves the 

combination of a number of processes and conditions - aspects of which are drawn 

from other models outlined in this chaptcr. The central characteristic is the 

combination of practices and conditions which support a transrormative agenda. In 

this sense, it could be argued that the tmnsrormativc model is not a clearly dcrinablc 

model in itsclr-, rather it rccogniscs the range of different conditions required for 

tmnsformativc practice. 

I loban (2002) provides an interesting perspective on this notion of CPD as a means 

of supporting educational change. Ile draws comparisons between the knowlcdgc 

focused and contextually void model of a training approach with the context specific 

approach of a communitics of practice model which does not necessarily embrace 

new forms of formal knowledge. Ile suggests that what is really needed is not a 

wholesale move towards the teachcr-ccntrcd, context spccific models of CPD, but a 
better balance between these types of models and the transmission focused models. 
I loban's description of the two ends of the spectrum do not, however, include 
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communities of enquiry which might be based on partnerships between teachers. 

academics and other organisations, and which can involve both the context and the 
knowledge rcquircd for real and sustainable educational change. Such communities 
take 'enquiry' as opposed to merely 'practice' as their uniting characteristic, thereby 

asserting a much more proactive and conscious approach than is necessarily the case 
in communities of practice. 

It could be argued, then, that the key characteristic of the transformative model is its 

effective integration of the range of models described above, together with a real 

sense of awareness of issues of power, Le. whose agendas are being addressed 
through the process. While examples of this model might not be much in evidence, 

except for limited small-scale research activities (for example, Nicto, 2003). it 

features increasingly in academic literature. Indeed it appears to provide an antidote 
to the constricting nature of the standards, accountability and performance 

management agenda, and could arguably be catcgorised as a poststructuralist 

approach to CPD. 

I lowcvcr, an explicit awareness of issues of power means that the transronnativc 

model is not without tensions, and indeed it might be argued that It actually relies on 

tensions: only through the realisation and consideration of conflicting agendas and 

philosophies, can real debate be engaged in among the various stakeholders in 

education, which might lead to trawrormativc practice. 

5.10 A proposed framework for analysis 
While each of the above models describes a set of characteristics, it is not suggested 

that the models will, or should, stand alone; rather they describe the dominant 

characteristics of particular approaches to CPD. This allows the creation of a 
framework through which CPD policies and practice can be analysed and compared. 

What is critical to thc analysis of CPD models is not just the obvious structural 

characteristics, but also die underpinning influcnccs. expectations and possibilities. 

63 



Five key questions used in the interrogation of literature on CPD in this chapter are 

therefore proposed as tools for the analysis of models of CPD: 

I. What types of knowledge acquisition does the CPD support, i. e. procedural or 

propositional? 
2. Is the principal focus on individual or collective development? 

3. To what extent is the CPD used as a form of accountability? 
4. What capacity does the CPD allow for supporting professional autonomy? 

5. Is the fundamental purpose of the CPD to provide a means of transmission or 

to facilitate transformativc practice? 

Ilis fifth question provides a spectrum along which the nine models outlined in this 

paper can be placed. Ile perceived purposes of CPD, as represented by either end of 

this spectrum, can be idcntiried in literature which links CPD to rcfonns in education 

and schooling (Little, 1994; Villcgas-Rcimers and Reimers, 2000), naincly, that it 

can serve cithcr to cquip teachers with the requisite skills to implement such reforms 

as decided by othcrs (usually government) or to infonn, contribute to and provide 

critique of the reforms themselves. Little (1994) argues that because tcachcrs' CIID is 

ofIcn viewed as a means of implemcnting rcfortn or policy changes, this can serve to 

mask questions relating to the fundarncrital purpose of such activity. She thercforc 

suggests that one test of teachers' CPD is 'its capacity to equip teachers individually 

and collectively to act as simpcrs, promotcrs, and well-informed critics of rcfonns' 

(ibid., p. 1). 

These two distinct purposes for CPD would necessitate very different models of 
CPD. For example, CPD which is conceived of as fulfilling the function of preparing 

teachers to implement rcfomis aligns itself with the training, award-bearing and 

dcf icit and cascade models discussed earlier, supporting a 'transmission' view of 

CPD. On the other hand, CPD which is conceived of as supporting teachers in 

contributing to and shaping education policy and practicc would align itself more 

natumlly with the action research and transformativc models. Tbc other three models 

outlined in this thesis: the standards-bascd model; the coachinglinentoring model; 
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and the community of practice model, can be considercd 'transitional' in the sense 
that they have the capacity to support underlying agendas compatible with cithcr of 
these two purposes of CPD. Figure I below presents the nine modcls organiscd into 

these three broad categories: transmission, transitional and transformativc: 

Model of CPD Purpose of model 
The training model Transmission 
The award-bcaring model 
The deficit model 
The cascade model Increasing 

The standards-bascd model Transitional capacity for 

The coaching/mcntoring model profcssional 
Ibc community of practice model autonomy 
The action research model Transformative 

LThc transformative model 

Figurc 1: Spcctrum of CPD modcls 

This above categorisation and organisation of CPD models suggests increasing 

capacity for professional autonomy as one moves from transmission, through 

transitional to transformativc categories. While this can bcjustificd on one level in 

terms of the potential opportunities available for teachers to influence the agenda, 
Burbank and Kauchak (2003) argue that even within many collaborative forms of 
CPD, which might be represented in the 'transformativc' category above, the 

parameters of the activity are defined by some external party, usually in a position of 

power. So while the capacity for professional autonomy is greater in transformativc 

models, this does not in itself imply that the capacity will necessarily be fulfilled. 

It is not suggested that this is the only way in which models of CPD can be 

organiscd, or indeed that the above representation is exhaustive, but in proposing 

such a framework for the analysis of models of CPD, it is hoped that issues of 
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purpose and power will form a greater part of policy debate: that the 'why' of policy 

will be given as much attention as the 'how'. 
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6 METHODOLOGY 

The issues raised through the litcraturc reviewed in Chapters 3,4 and 5 lead naturally 
to the articulation of a set of specific research questions designed to address the 

overall purpose of the study, encapsulated in the title: 'Ilo%vr, influcncc and 
ideology: a poststructural analysis of CPD policy for teachers in Scotland. 

I laving set out the spcciric research questions, this chapter then presents a rationale 
for the general methodological approach adopted, before describing in detail the 
justification and implementation of spocific strategies. 

6.1 The research questions 

" What ideological stances underpin current CIID policy for Scottish teachers? 

" To what extent arc ideological stances identified and articulated by stakeholders 

themselves? 

" Where do the views presented in the data converge and diverge? 

" What arc the implications arising from this analysi's of CPD policy for the 

teaching profession and for society in general? 

61 Methodological approach 
71is study adopts a poststructuralist approach to the analysis Of CPD Policy 

poststructuralist in the sense that it questions the notion of rationality and seeks 

instead to question assumptions and received norms apparent in the development or 

CPD policy. 71c study challenges die positivist view of research where the central 

task is to arrive at fixed and dcrinite answers through the deployment of reliable, 

rcplicable, objective and valid research. 17hat Is not to say, however, that this study is 

not valid, rather that it seeks to challenge die restrictions placed upon research 

through the blind pursuit of rcplicablc results and unquestionable 'truth. The chosen 

approach does not seek to analysc the content of policy as such, but instead seeks to 

interrogate the assumptions made in policy development and die %iys in which 

dominant discourse normaliscs a particular ideological approach to policy. 
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A key aspect of this methodological approach is to explore what Foucault terms 
'regimes of truth' (in Rabinow, 1984, p. 74) whereby the notion of truth is used to 

perpetuate political, economic and institutional regimes. In this regard the study 

would be deemed to be poststructuralist. I lowcvcr, it should be acknowledged that 

within what might loosely be termed 'poststructuralist theory' there is a range of 
different views, including the importance. or otherwise, of the relationship between 

poststructuralism and postmodernism (see Peters, 1996, p. 19). For the purpose of 
this study, however, a detailed examination of the extensive debate in this ama is not 
feasible, but it is noted that while this is an ama orcontcntion, the theoretical 

usefulness of the concept to this particular study can be found in writing that is 

termed both poststructuralist (for example Peters, 1996) and postmodcm (for 

example Atkinson, 2003). 

Ile aim of this policy critique is not to engage in nihilistic criticism of the status 
quo, rather to engage in Icthico-political criticism" (Atkinson, 2003. p. 10). central to 

which is a sense of political and social responsibility. Indeed, Foucault contends that 
'the real political task in a society such as ours is to criticize the working or 
institutions which appear to be both neutral and independent' (cited In Rabinow, 

1984, p. 6). Such critique dcpcnds on a thorough and specific analysis of discourse: 

in particular subscribing to the view of discourse developed by French 

postst, ructuralists, which Peters (1996) describes as 'a view that investigates the 

opacities inherent in language and holds that consensus can be established only on 
the basis of acts of exclusion' (p. 9). 

Aflcr all, discourses scrvc to create and maintain social constructions and social 
idcntitics. In terms of CIID policy, this discoursc is shared to a greatcr or lesser 

cxtcnt by all thc stakeholders: teachers who engage in CPD; tcachcr educators who 
deliver CPD; local authority pcrsonncl who organisc, pay for and quality assure 
CPD; and SEED who crcatc CPD policy and demand measures of accountability. 
I lowcvcr, while the discourse is shaped principally by the powerful and dominant 

stakcholdcrs, it is shared by the wholc range of stakeholders. As Atkinson (2003, p. 
9) points out: 'through the pervasive and pcrsuasivc force of hcgcmony, we have 
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become agents of our own silence'. In other words, if %%v are compliant in operating 

within a particular discourse, %kv are helping to maintain it. So this study takes as its 

central aim the identification and articulation of the discourse that permits such 
hegemony, with the ultimate aim of enabling challenges to be made and alternative 
discourses to be considered. 

Ilie term 'stakeholders" is used throughout this thesis to mean those groups, bodies 

or organisations that have an interest and/or influence in the subject: CPD policy for 

teachers in Scotland. Given the focus of the study on interrogating the reaches of 

power that influence the discourse, the stakeholder groups selected for analysis arc 
those that would be deemed to have particular power in influencing discourse, and 
therefore in shaping policy. For this reason, while teachers are of course key 

stakeholders in education, they arc the group that is subject to the policy and 
therefore not in a dominant role. Tbc study does not claim to be exhaustive or 

exclusive, as other views and influences may also play a part, but the ovcrull aim Is 

to interrogate the dominant discourse perpetuated by the educational clite. A further 

future extension to the study might well be to explore teachers' views on the 
findings, as well as to share the findings with the clitc Intcrvicwccs and to explore 

their views and reactions. 

Given the overall aim of the study, and the foregoing consideration of general 

principles, the particular approaches adopted in this study arc elite interviewing and 

critical discoursc analysis. Each of these is discussed in more detail later in this 

chapter, but it is important to highlight their interrelationship. Firstly, elite 
interviewing differs from traditional conceptions of interviewing which are 

charactcriscd by 'designated roles, search for objective knowledge, and a lack of 

political consciousness' (Oubriurn and I folstein, 2003, p. 3). The aim of elite 
interviewing is to cxplorc the perceptions of elite individuals and to consider the 

power that they have exercised in influencing discourse. In this respect, then, the 

analysis of elite interviews could arguably be subsumed within a cridcal discourse 

analysis approach. In the following sections of this chapter detailed consideration is 
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givcn to the appropriateness of each approach and to the ways in which they have 

been employed in the study. 

Being qualitative in nature, the chosen methodology for this study could be subject to 

criticism in relation to its reliability, validity and credibility. I lowcvcr, much of this 

criticism is based on a view of credible research in the traditional scientific vein, or 

as Silverman (2001, p. 220) describes it 'the systematic test of explicit hypotheses*. 

As with all rigorous research. the findings can only be credible if the methodology is 

appropriate to the research question. In the case of social science research, and this 

study in particular, the aim is not to try to prove or disprove a particular hypothesis, 

rather to gain a deeper understanding of a sociological issue. 711Mt is not to say that 

social science research cannot be rigorous, just that it requires a particular kind of 

rigour. 

The complexities of cnsuring die quality and credibility of qualitative rcsc=h have 

exercised generations of social scientists. Patton (2002) suggests that the key to 
idcntifying quality is in gcncrating appropriate critcria against which tojudge the 

research. I Ic also acknowledges that diffcrcnt audicnccs may consciously or 

subconsciously judge a piece of rcscarch against diffcrcnt critcria, according to their 

particular view of the purpose of die rcscarch. Patton goes on to outline five 

organising themes from which such criteria might be developed: 

1. Traditional scientific research criteria 
2. Social construction and constructivist critcria 
3. Artistic and cvocativc critcria 
4. Critical change criteria 
5. Evaluation standards and principles 

(Patton, 2002, p. 542) 

I'lic principal critcria on which this study should bcjudgcd fall under the social 

construction and constructivist criteria and the critical change criteria. In particular, 
the acknowledgement of subjectivity and political bias, triangulation and the aim of 
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enhancing and deepening understanding - belonging to the fornier category - and the 

exposure and articulation of die ways in which those with power shape discourse and 
action - which would come under the lattcr category. 

While part of the discussion on critical discourse analysis in section 6.3 explores the 

notion that discourse is two-way, and is as much about the interpretation as it is 

about contribution, this issue is worth raising at this point. In essence, while the 

research design, implementation and rcporting have been developed in accordance 

with a particular perception of the purpose of the study, the writer cannot take full 

responsibility for the ways in which Individual readers might interpret it. In line with 
the particular approach taken in the study, the reporting of it should be acknowWgcd 

as one part of a communicative event, the other part being the engagement of the 

reader and their interpretation of it in relation to their own context, knowledge and 

experience. This theme is explored in more detail in the following section. 

63 Critical discourse analysis 
What Is critical discourse analysis? 
Critical discourse analysis (CDA) is 'a programme of social analysis that critically 

analyses discourse' (Scollon, 2001, p. 140). It focuses on die ways in which 
knowledge, power and social relations arc constructed through the analysis of written 

and spoken communications, or as van Dijk (200 1) describes it 'a - critical - 
perspective on doing scholarship: it is. so to speak, discourse analysis 'with an 

attitude' (p. 96). It is used widely in social science as a means of exploring the 

context and power relationships in a particular setting or environment. 

On a cautionary note, CDA Is arguably not a research method as such. but rather 
should be considered as a theory or approach. For example, Fairclough (2001) 

expresses reservations about CDA being classified as a single methodology, 

preferring to consider it as a theory or method which is in a dialogical relationship 

with other social theories or methods, which should engage them in a 
"transdisciplinary"' rather than just an interdisciplinary way' (P. 12 1). In emnec, 
Fairclough cUms that CDA is not a stand-alone research methodology that can be 
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learned and then applied; rather it involves a range of theories including 

microsociological perspectives, Foucaldian theories orsocicty and power, theories or 

social cognition and of &=mar (Meyer, 2001) as well as theory of linguistics. 

Wodak (2001) too, highlights that CDA is more than a methodology, suggesting that 
it implies more ora common research agenda than a particular theory or method. 

MacLurc (2003) outlines what she defines as 'two broad discourse traditions' (p. 
174): one has its origins in European philosophical and cultural theory and associates 
itself with poststructural ism, and the other originates from Anglo-American 
linguistics. While a certain level or linguistic analysis is clearly a necessary 
component of any discourse analysis, the approach tAcn in this study aligns itself 

morc cxplicitly with the first of thcsc traditions, rocusing morc directly on 
poststructuralist theory. Discourse within a poststructuralist analysis can be 

considcrcd as 'practices ror producing meaning, forming subjects and regulating 
conduct within particular societies and institutions, at particular historical times' 
(MacLurc, 2003, p. 175). 

MacLure's idcntification of two broad traditions provides a uscrul spectrum along 

which various approaches to CDA might be placed, but inevitably the relationship of 
CDA to such a range of theoretical positions means that there is no one way or 

carrying it out. Tlicrc is, however, a common research purpose in all traditions of 
CDA; that is to idcntiry the ways in which people exercise power through their 

engagement in discourse. Van Dijk (200 1) suggests that rather than subject an entire 

piece of text to analysis, it makes sense to concentrate on analysing those factors 

which enable the speaker or writer to exercise power. 'strcss and intonation. word 

order, lexical style, coherence, local semantic moves (such as disclaimers), topic 

choice, speech acts, schematic organization, rhetorical figures and most rorms of 
interaction arc in principle subject to speaker control' (van Dijk, 2001, p. 99). 

While the focus of discourse analysis is on language, the 'critical' elcment of CDA is 

the considcration of the context within which the language is used, and the odopdon 

of a political stance in rclation to this context (Wodak-, 2001). In particular, CDA 
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examines the relationship between language and power and the way in which 
interactions through social structures and processes create meanings. Wodak (2001) 

claims that there are three concepts underpinning CDA: 'the concept of power, the 

concept of history, and the concept of ideology' (p. 3). Ile notion of power and 
dominance is central. Social conventions and accepted 'norms' become legitimated 
by dominant groups who have the power to shape and influence discourse. CDA 

aims to expose this domination by identifying and questioning its existence as the 

norm. In essence, social interactions or conventions that arc conceived of as natural, 
or &cornmon sense$ cannot be neutral - they have derived from a particular ideology 

conccptualiscd by dominant groups through their shaping of discourse. Tbe cffcctivc 
use of CDA therefore has the power to question and resist dominant assumptions. 

This resistance can also be lcvcllcd as a criticism of CDA. due to its inherently 

political nature and the resulting stance adopted by such researchers. Widdowson 

(1995) takes this criticism further, suggesting that CDA thercrorc involves 

ideological interpretation, and not analysis. I Ic claims that it is inherently biased, not 

only in terms of die ideological stance of the researcher in the first place, but also in 

terms of the selection of text to be analysed. I lowcvcr, the extent to which any 

research agenda or methodology can be valuc-rrec is questionable, and one thing that 
CDA does have in its favour in this rcspoct is its explicit acknowledgement of die 

political engagement of the researcher. Indcoil, van Dijk (2001) acknowledges this 

potential criticism as a fundamental part of CDA: TDA does not deny but explicitly 
defends its own socio-political position. I'hat is, CDA is biased - and proud of it' (p. 

96). I'liat CDA is political is perhaps not surprising irwc arc to accept Gee's (1999) 

claim that 'languagc-in-usc [discourse] is everywhere and is always political' (p. 1). 

Gee has criticised die claim that language is essentially a me= of giving and 

receiving information, instead suggesting that as well as carrying out that function, it 

serves to provide a framework for social interactions and provides a means by which 

cultures, social groups and institutions can share, create and recreate their realities. 
So, in essence, rcscarchcrs who subscribe to a CDA approach are actively and 

consciously engaging in a political cndeavour, which might usefully bcjustirjcd by 
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rcfcrring to Griftiths (1998) who asserts that 'bias comes not from having ethical and 

political positions - this is inevitable - but from not acknowledging them' (p. 133). 

I lowcvcr, CDA is not only concerned with exposing Issues of power and control, but 

also, argues van Lccuwcn (1993), is concerned with discourse as an instrument of the 

social construction of reality. Crucially, CDA acknowledges that 'rcadcrs/hearcrs arc 

not passive recipients in their relationships to texts' (Kress. 1989), that is, that the 

meaning of text is made through interaction - it cannot exist In a vacuum. or in 

Wodak's (200 1) words 'language is not powerful on its own - it gains power by the 

use powerful people make of it' (p. 10). Ibis view of discourse is dominant in a 

number of prominent CDA scholars' work (Mcycr, 200 1; Wodak-, 200 1; van Dijk. 

2001; MacLurc, 2003). Interestingly, and perhaps in contradiction to this position, 
Gee (1999) proposes a di ffercritiation between 'discourse' and 'Discoursc. I le 

suggests that discourse is 'langiiage-in-usc' whereas Discourse is the 'non-languagc 

stuir (p. 7). Tlis distinction challenges the dominant proposition that discourse is 

not purely about language but is about the use of language - the context inwhich it is 

used, who uses it, and how they use it in certain situations. Indeed, Gee claims earlier 
that language is about more than the giving and receiving of information (p. 1), yet 
his distinction between the two forms of discourse appears to support avicw of 
language as the means of communication, with contcxt, body language, cic as the 

domain where meanings are constructed. To scparate these two intrinsically bound 

aspects arguably suggests a view where language can be viewed as neutral and non- 

political. This is not, then, a view which supports the critical element orCDA, and so 
for die purpose of this study 'discourse' is Ucn to rcfcr to all aspects of a 

communicative event. 

Why use CDA In this study? 
In seeking to focus principally on die cducatiOnal clite and on oftlicial rcprcscntations 

of CPD policy, this study hopes to uncover issues of power and control in rclation to 

the ways in which CI'D policy has been dcvclopcd and the ideological standpoints 
which underpin it. Elite interviewing. as discussed in section 6.4, Is one way of 

approaching this, and CDA can be seen as a complementary and at times co-cxisting 
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approach. According to Mcycr (200 1) CDA 'endcavours to make explicit power 

relationships which are frequently hidden, and thereby to derive results which are of 

practical rclcvancc' (p. 15). It is not, however, suggested that this hidden power is a 

result of some conspiracy theory, rather that common understandings or 'social 

rcprcscntations' (Mcycr, 2001, p. 21) arc generally shared by members of a social 

group, or in this case, a professional group. The implicit nature of these shared social 

representations makes it difficult to Identify them and to conceive of alternative 

representations; CDA is an approach that can assist in this. 

As with many other approaches in qualitative social science research, CDA is subject 
to criticism about its quality and rigour. Traditional measures of validity and 

reliability cannot be applied wholesale without adaptation in accordance with the 
fundamental aims of the approach. The wide range of theoretical positions 
influencing a CDA approach can be seen to be an advantage in ensuring validity. For 

example, a piece of analysis which involves analysing die language used in the text, 

the intcrtcxtual relationships, the immediate context of the situation and the wider 

socio-political and historical contexts decreases the likelihood of researcher bias 

(Meyer, 200 1). 1 lowcvcr, much as bias can be limited, it is not suggested that CDA 

will ever be cntircly'compictc' and 'cormt'. Gee (1999) acknowledges this, arguing 
that the validity of CDA, and indeed other qualitative research. should not be seen as 
'once and for all' (p. 94), rather that all analyses should be subject to continued 
discussion and debate and should be informed and revised by later work in die ficid. 

Due to the central role of the researcher in interpreting the discourse under 
investigation, triangulation is essential (Scollon. 2001). 11iis might involve analysing 
'different types of data, participants' definition of sipiricancc and issue based 

analysis to establish the signifi=cc of the sitcs of engagement and mediated actions 

under study' (Mcycr, 200 1. p. 30). In this study, the analysis of clitc interview data 

together with documentary analysis provides a range of different types of data, and 
the use of NVivo software in aiding an issuc-based arialysis allows the signifi=cc 

of key themes to be established, and provides a necessary element of triangulation. It 

is therefore argued that CDA is a highly appropriate approach to take in a study such 
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as this, which aims to identify and question fundamental assumpt. ions about the 

purpose and nature of national policy for teachers' CIID. 

Data selectlor4 collation, analysis and Interpretation 
11c interview data were analysed in two distinct ways: flicniatically across the range 

of transcripts; and individually in relation to two specific questions asked of each 
intcrvicwcc (described in section 6.4). As part of these processes the transcripts from 

the elite interviews were subject to CDA, thereby widening the interpretation and 

ensuring triangulation of that set of data. The validity of the study is enhanced further 

by the CDA of a selection of documents representing the official position presented 
by key stak-choldcrs. 71is material has been gathered over the period of dme between 

the publication of the Sutherland Report in 1997 and the completion of the data 

gathering phase of this study in 2004. An outline of die material is presented in the 
'Chronological Record of CPD Events' in Appendix 1. 

In selecting pieces of text to bc- analysed, consideration must be given to the 'text- 

context theory' (van Dijk, 200 1) whereby the topic under investigation informs the 
types of sources likely to be rclcvanL Also of note in the tcxt-contcxt theory is the 

context within which the text %vas produced and the audience for which it is 

acknowledged. So while critics of CDA might view aI imitcd number of data sources 

selected by the rcse=hcr as potentially invalid, the choice of text is actually 
informed by the careful consideration and framing of the problem under 
investigation, and is therefore more appropriately focussed than a %idcr selection 

might be. 

While an awareness of the range of potential approaches to CDA is important. 

catcgorising an individual study within a particular tradition of CDA is not 

necessary. Nonetheless, in terms of identifying and justifying an appropriate method 
for carrying out the analysis in this study, van Dijk's 'socio-cognitive' approach 
(2001, p. 97) provides a useful structure. In line with other scholars of CDA, van 
Dijk highlights the multidisciplinary nature of CDA, acknowledging, however, that 
for particular research questions. focussing primarily on one or two key disciplines 
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might well be more appropriate than attempting to consider a wider range. The socio- 

cognitive approach acknowledges the importance of the interaction bctwccn 

cognition (of both the individual and of society) and the construction of socictal 

norms. In rclation to this particular study, this would mean the ways in which key 

stakeholders acquire their knowledge of policy making in gcncral, and CI'D policy in 

particular, and how that influences their actions and reactions in this area. Van Dijk 

(ibid. ) cxcmplirics his use of a thoorctical framework in the socio-cognitivc tradition, 

suggesting the following structure for interrogation: 

I. 'Topics: scmanticmacrostructurcs, 
Essentially, this level of intcffogation Mates to the Wntification of key topics 

evident in the text; it is a summary of the key propositions. From these key 

propositions it may be possible to idcntiry a paitcm of particular Ideological or 

political stances. 

2. 'Local meanings' 
This level of analysis includes the meanings attributed to particular words (both 

explicit and implicit) and the structures and intcrrclationships between the key 

propositions. 711cse local meanings derive from the spcak'cr'$/%%Titcr's selection 

of text. Worthy of analysis in this respect is what van Dijk describes as a strategy 

of 'positive sclr-prcscntation and negative other presentation' (2001, p. 103). 

3. 'The relevance of subtle "formal" structure' 
This rcfcrs principally to semantic structures that convey particular meanings or 
bclicfs. At this level of analysis the focus is on those aspects of tcxt, or talk which 

arc less consciously controlled by the speaker or writer. for example: intonation, 

syntactic structurcs, turn taking. pauses, hesitation and body language. 17hesc 

structurcs can convey hidden or subtle messages about die cinotions or opinions 

of die spcakcr/writcr and dicir views of die co-participants (for cxwnple, views of 

the status of the interviewer, if die data are an interview transcript). 
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4. 'Context models' 
Within the above analyses consideration should be given to both the global and 
the local contexts. Global contexts include the historical, cultural and political 
structures; local contexts include the particular situation in which the piece of 
tcxt/talk occurs, the participants involved and die knowledge and intentions of 
the participants. Van Dijk (2001) argues that the theory of context lends 

relevance to discourse analysis. adding the 'critical' edge necessary for CDA, 

claiming that context models 'arc die interface between mcntal information 

(knowledge. and so on) about an event and actual meanings being constructed in 
discourse' (p. I 10). 

5. 'Event models' 
Ilis aspect focuses on the interrogation of the 'mcntal models' created by 

spcakcrs/writcrs of specific events or facts mfcrrcd to in their text or talL It 

should be noted that in any one episode of communication the %Titcr/spcakcr will 

not necessarily reveal all that they know or believe about an event; rather they 

will present a representation of their own mcntal model of the event based on 

what they want the listcncr/rcadcr to know. 

Ile above fivc-stage framework outlined by van Dijk forms a useful guide for the 

analysis of data in this study, and will be used in particular to inrorm the analysis of 
the official positions presented by key stakeholders - as outlined in the 
Thronological Record of CPD Events' in Appendix 1. 

6.4 Elite Interviewing 

Jusly7cationfor ellic IntervicwIng 
Elite research has rcccntly grown in popularity as a viable mcthodology for social 

scicntists, perhaps with the cxccption of those researching in die ficid of politics, for 

whom it has traditionally been employed (I Icrtz & Imbcr, 1995). This has been in 

part attributcd to the growing rcalisation that examination of the ways in which 

power is distributed and exercised can help to explain a varicty of sociological 

situations (Cookson, 1994). Traditionally, social scientists have tendcd to focus their 
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research on the subjects with the least power - those affected by policies developed 

by the powerful - who could provide valuable data on the cfrects of the policies, but 

not on the reasons for their creation and their underlying ideologies. One of the 

accepted, but perhaps not verified, outcomes of this approach has been that it serves 

to empower disenfranchised subjects. If we accept this reasoning, thcn it could be 

argued that if research serves to empower the subjects, elites do not need to be 

empowered and therefore arc not deserving of such research focus as subjects. 
I lowcvcr, Hertz & Imbcr (1995) argue that one of the kcyjustirications for 

undcrtaking clite research is to expose the reach of power in the hope of clarifying it 

for those who arc subject to it' (p. viii). 

Elite interviewing is one methodology which allows social scientists to explore such 
issues as: why particular policy developments have been focused on; who will 
bcncrit most from them; who has been responsible for their development and wimt 
the intended outcomes arc. Kogan (1994). however, warns of the 'problem of truth' 
(p. 68) in elite interviewing, suggesting that the position espoused by elite 
intcrvicwccs is not always necessarily factual. Foucault's exposition of tile concept 

of 'truth' is relevant here: 'by truth I do not mean "the ensemble of truths which are 
to be discovered and accepted, " but rather "the ensemble of rules according to which 
the true and the false arc separated and spcciric cffccts of power attached to the true" 
(in Rabinow, 1984). In other words, truth is not about identifying the 'right' answer. 

rather it is about identifying the power that accords the status of 'true' to a particular 

perception or idea. This is consistent with Peters' (1996) argument that 

Poststructuralist theory implies Idle rejection of truth as correspondence to reality' 
(p. 3). It could, then, be argued fliat the fundamental purpose of elite interviewing is 

not to identify the factual truth, if indeed such a thing can be identiflod, but to 

explore issues of perception, interaction and individual influence by virtue or 

position. In order to analysc these issues systematically. Cookson (1994) idcntirics 

four elements of the 'power discourse': 'the ideological field. die institutional setting, 
the individual actor, and syntactical style' (p. 121). 11cre am, of course, other 

conceptual frameworks suitable for analysing elite interview data - these arc 
discussed later in the chapter. 
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Documentary cvidcncc from the various stakeholders has also been analysed as part 
of this study, both to gather facts about the framework and, through cridcal discourse 

analysis, to examine the messages that each has been trying to convey. I lowcvcr, it 

should be acknowledged that despite being able to subject such cvidcncc to discourse 

analysis, such documents do present only inrormation which has been deemed to be 

suitable for public output - the 'official line. What is not always explicit in this 

source is data on the underlying ideologies of respective stakeholders and issues 

rclating to the power balance and shift bctwocn and among them. 

It is, therefore. not only the content of such documents that arc of interest, but how 

and why they have been dcvcloped. 7"he ways in which the corporate statements in 
documentary evidence have bccn developed. and the 'assumptive worlds" (Young 

and Mills, 1978) within which die policy-makcrs Influcricing their devclopmcnt work 
arc of fundamental importance in this study. Phillips (1998), m-cognising these two 
distinct types of data, i. e. what happened and why it happened, advocates clite 
interviewing as a means of trying to 'syndicsise the divide bctwccn historical and 
sociological methodologies' (p. 7), both of which clearly have a place in this study. 
Indeed, Wal ford (1994) goes further in suggesting dmt: 'the factual information 

gathered through such intcrvicws may be less important thari die knowledge gained 

about the social and political context of policy-mak ing at this high lcvcl. ' (p. 5) 

Each of the stakcholdcr groups involvcd In the dcvclopmcnt of die CI'D framework 
is led by influential individuals, each of whom has a unique and privilcgcd position 
with rcgard both to the influence and the knowledge that they hold. In bcing part of 

an influential policy nctwork such powcrful figures also hold useful information 

about who or what c1sc is deemed to be significant within their particular sphere of 
expertise. 77his information, radicr than bcing vicwcd as a by-product of clitc 
interviewing, should be sccn as an intcgral pail of die process of engaging with 
policy nctworks. Gilham (2000) points out that this valuable inrormation, vcry much 
the preserve of clitc figures, could otherwise casily have been missed by the 

rcscarchcr. 
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Selection ofand access to Interviewees 
It was not unduly difficult to identify an initial list of potential intcrviewccs who 
could be classed as elite figures in the Scottish education world with an interest in, or 
involvement with, CIID. Mis was done by listing the key stakeholder groups and 
then identifying and approaching the most senior figure in the organisation. Other 
intcrvicwccs, however, were approached as a result of the recommendation of one or 
morc of the original group of intcrvicwccs, and were sometimes approached aftcr 
having been 'primed' by a previous intervicwcc. Despite the apparent advantages of 
this in terms of physical access to intervicwccs, sometimes through by-passing 

several layers of gatckccping (Gilham, 2000), there are nonetheless reservations 
which must be borne in mind. In suggesting that someone clse be interviewed, the 

original intcrvicwcc is exerting an influence on the ovcrall sample of intcrvicwccs. 

Whatever the mofivation for suggcsting someone's Inclusion - it could be a genuine 
desire to assist the researcher, a desire to have one's own vic%%point validated or 

possibly the playing out of a personal fcud (McPherson & Raab, 1988) - it is 

nonetheless crucial that the researcher takes this into account in weighing up the pros 
and cons of following-up such suggestions. 

Sixteen interviews were carried out over a period from March 2002 to June 2003. it 

is Worth noting that in only two cases were requests for interview not granted under 
the full terms requested: in one case a senior Minister was approached, but the letter 

was passed to a civil servant who then offered to be interviewed in the Nf inistcr's 

place - an offer which was accepted. In another case a potential lntcrvicwcc declined 

to be interviewed formally, but did agree to an off-the-rccord discussion. 1"his 

discussion was used as background information and to Identify other potential 

sources of information; it has not been used in any formal way within this thesis, and 
is not included in the sixteen interviews rcporlcd. So despite common perception. 

and in line with the experience of other researchers (Kogan, 1994; Phillips, 1998; 

Duke, 2002), it did not prove to bc as difficult to gain access to these powerful 

people as might have been expected. Duk-c (2002) asscrts that this relative 

willingness on the part of clitcs to be interviewed is particularly likely to be the case 

where the professional credibility of the researcher has already been established to 
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some extent within the elite network under consideration (in the context of this study 
I had established professional credibility through my previous experience as a 

primary school teacher, as Professional Officcr with the GTCS and then as a lecturer 

in the University of Strathclyde). Tbc particular naturc of the elite network would 

appear to be crucial to the case, or otherwise, of access. Researchers working in 

education and similar areas report surprising case of access - perhaps this surprise is 

due to the number of general sociological texts which talk of 'elite rcscarch" as if it 

elites were one homogenous group. 

It is also acknowledged that in entering policy nctworks, the key players in the 

network can scrvc to help or to hinder die researcher (Gamson. 1995; Duke, 2002). It 

is therefore vital not only to gain access, but to work at maintaining it. By their very 

nature, networks involve interaction of their members and die sharing of inrormation; 

when the cycle of interviews begin, key players in the network will share inrormation 

on die perceived value of the research and the manncr in which the researcher 

conducts hcrthimsclf (McPherson and Raab, 1988; Cookson, 1994). Securing a good 

rcputation early on, and maintaining it, is therefore vital to continued access to the 

policy network of the elite intcrvicwccs. 

In this particular study it could however be argued that the relatively positive 

reaction to the development of a CID framework might also have been a 

contributing factor to the relative case of access. Where a policy is particularly 

controversial or fiercely contested, the likelihood of accessing elite intcrvicwccs 

diminishes (Walford, 1994). It is thcrcrorc reasonable to suggest that the opposite 

might also be true; that where a policy initiative has enjoyed a relatively positive 

reaction, elites might be more inclined to accept the opportunity to talk about their 

particular involvement. 

Respcalvepowcr 

In clite interview settings it is very Olen flic case that the intcrvicwcc enjoys greater 

status and power Umn the interviewer. I'llis is particularly acknowledged to be dic 

case in relation to doctoral students, as the vast majority of such students across dic 
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range of diSCiplincs complete their degree on a full-time basis and therefore do not 
have a professional role or title on which to rely. Early writing on elite interviewing 

appeared to take little account of this, or perhaps elite interviewing was not a 
technique commonly applied by doctoral students: however, recently, and notably in 

the work of Duke (2002) and Neal (1995), the unique status of the doctoral 

researcher in elite interview settings has been explored. It is also interesting to note 
that in both the abovc-citcd works, the researchers have been female and the elite 
intcrvicwccs predominantly male. I Iowcvcr, despite an increase in research on the 

signiricancc of the researcher's status in elite interview settings, i. e. doctoral student 
or funded researcher, the particular situation pertaining to this study is not a 
frequently reported one - being both a doctoral student, and thercrorc arguably free 

from the constraints of a funding agreement, and holding a full-time post in the field 
in which professional credibility has already been established. 

Much of the power of elites is perpetuated through their control of educational 
discourse; they 'create a public conversation that sets legitimate boundaries of 
discourse' (Cookson, 1994. p. 116. ) '17his dominant discourse becomes accepted as 
the 'authoritative narrative' (Cookson, 1994, p. 126) and serves to suppress divergent 

or opposing viewpoints. It would, however, be a mistake to think that all elite 
intcrvicwccs were somehow involved in a great conspiracy of ideological control, as 
the researcher too is subject, often subconsciously, to the accepted 'norms' of the - 

area in which she or he is investigating. Kogan (1994) remarked that he had found, 

when replaying interview tapes, that his 'own assumptive world peeps through the 

supplcmcntary questions' (p. 75). Ibis is a particular difficulty when both the 

researcher and the entire interview sarnplc work within thc same policy network and 

arc all familiar, and probably accomplished, users of the dominant discourse. 

Wbilc by their very dcrinition 'clitc intcrviewecs' arc powerful people, it would be a 

mistake to assume that the power relationship in die interview situation is purely 
hicrarchical (Duke. 2002). Indeed, while the researcher may have lower professional 

status and power in relation to die intcrviewocs, she/he does reserve the power to 
interpret and disseminate die rcscwth. Nonetheless, elites do hold power and are 
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used to being treated with deference. This can bring with it difficultics for the 

researcher in determining how to behave. On the one hand these powerful, important 

and busy people have granted time for the interview and should arguably be treated 

with deference and grace. On the other hand, if the interview is to yield significant 
data then it is vital that die interviewer asks probing, and at times, confrontational, 

questions. Duke (2002) addresses this issue, admitting to perhaps having been over- 
dcferential at times in an attempt not to 'rock the boat' (p. 53), butJustifics this in the 
knowledge that she was working at being accepted within die network and that 

gaining some information was better than altogether alienating the intcrvicwce, and 

potentially others in the network. 

Procedures 

Potential intcrvicwccs were sent a letter outlining the study, explaining why they 

were being invited to take part, suggesting that the interview would take 

approximately one hour and offering to send a list or interview topics. A brief CV 

was also sent with the letter. 

rourtccn of the sixteen interviews took place in the intervic%ves' workplaces, and 
the remaining two in the interviewer's workplace. Fifloen of the intcrvicws were 

recorded on mini-disc, and subsequently transcribcd. Although the interviews %%vrc 

recorded, ficid notes were also taken to log particularly striking commcnts or dicnics, 

and to rccord obscrvations such as body language, environmcntal factors and other 
such factors which would not be evident through die mini-disc recording. In the one 
interview where the mini-disc mordcr had not worked, the ficld notes were used to 

provide a summary which includcd any direct quotes that had bccn noted; this was 
then approved by the intcrvicwcc. While ficld notes were made during the 
interviews, post-intcrvicw observations wcre also made. outlining general 
impressions of the intcrvicw, and in particular noting factors relating to the 

relationship bctwccn intervicwcc and intcrvicwcr. 

Subsequent to each interview flic recording was transcribed and then sent to the 
intcrvicwcc for amendment and/or editing. At this point intcrvicwccs were asked to 

84 



give their permission for the approved version of the transcript to be quoted, and 

possibly attributed, without further requests. In response to this request: 6 

respondents approved their transcripts without amendments; 6 approved their 

transcripts with minor amendments; and 4 requested that phmscs/passagcs be deleted 

or marked as 'off-the-record'. A number of the intcrviewccs also made comments to 

the cffect that much of what they had said in the interview was timc-specific, and 

that account should be taken of the fact that as CPD policy developed, their 

comments might be outdated. I lowcvcr, of the sixteen intcrvicwccs, only two asked 

that if specif ic quotes were to be attributed to them. then additional permission 

should be sought; the rest gave blanket permission for their transcripts to be used. 
This freedom was seen as a crucial part of the methodology, something that 

McPherson & Raab (1988) highlighted in their study of policy elites, claiming that 

the 'freedom to interpret evidence' (p. 60) is a fundamental part of the research 

methodology, and that providing a context for the interpretation might well result in 

intcrvicwccs withdrawing permission. 

Permission to attribute quotes was sought because the nature of the clitc positions 
held by the intervicwccs meant that guaranteeing anonymity could have been 

difficult in many cascs. I lowcvcr, individual identities have not been revealed in this 

thesis; mthcr intcrviewccs have bccn identified by their current post, for example, 
#senior IIMIE I"igurc' or'scnior OTCS official'. Noncthclcss, readers familiar with 
the Scottish education scene will doubtless be able to identify some of the 
intervicwccs, hcnce the request for pcrmission to attribute quotes to individuals. 

The interviews were all scmi-structurcd in nature, allowing the flexibility necessary 
to cl icit information from a unique group of intcrvicwccs. I lowcvcr, in having a 
schedule, albcit detailing topics rather than specific questions, a degree of control is 

also maintained over the interview process. This is crucial when interviewing elites, 

as by virtue of their positions, they are skilled at controlling interviews and at 

regulating the release of information (Fitz &I lalpin, 1994; Gilham, 2000). 
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Four key interview topics were idcndrjcd: (1) the purpose and outcomes of the CPD 

framework; (2) the development process; (3) current and future progress; and (4) 

personal rcflcctions. Not all intcrvicwccs were asked the same questions within these 

topics, and indeed the order of the four topics was adjusted to suit the particular 
interview situation (see Appendix 2 for example of interview schedule). As the 
interviews progressed, and a picture of the complex policy network began to 
develop, use was made of data gleaned in earlier interviews to infonn later questions. 
Due to the unique nature of the professional roles of the intcrvicwccs it would have 

been inappropriate to have gcncraliscd the interview structure or the analysis. Ile 

crux of the study was to consider differing perspectives, and it therefore seemed 
inappropriate to attempt to do this through asking a uniforni set of questions. 

Interviewer behaviour 
Consideration has been given earlier in this chapter to the need to develop a good 
reputation within the clite network in order to gain and maintain access - an 

acknowledgement that in part the researcher must 'play the g=c'. I lowcvcr, 

attention was also drawn to the dangers of being subsumed within the assumptivi: 

worlds of the policy makers. There is therefore a tension for the researcher in 

determining the extent to which their behaviour should conform to cxpcctcd norms. 
In reporting his interviews with I lollywood elites, Ownson (1995) advocates 'rule. 

breaking' as a methodological approach in clite interviewing, claiming that some or 
his more significant and interesting interview data has come 'through the cracks 

opened up by ruic-brcaking' (p. 83). 'RuIc-brcaking' in this instance is defined as In 
faux-pas, an intrusion, a roll of the eyes' (P. 83). Pierce (1995) also reports the 

advantages of such behaviour, although in her situation breaking the rulcswas 
behaving in a way contrary to that expected of ajunior, female colleague (in an 
American law firm) and brought with it some difficult ethical dilemmas. 

Deciding when and how to 'break the rules' relics on judicious assessment of the 

possible pros and cons of such bclmviour, as die more outrageous cnd of die 

behaviour spectrum could result in interview access being denied throughout the clitc 

network. There are of course other, perhaps less obtrusive, ways in which 
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researchers can alter their behaviour in order to change the dynamics and outcome of 

an interview. Knowing how much to know is one such example; the rcscarchcr must 

consciously decide how they wish to appear to the intcrvicwce in terms of their 

subject knowledge. Tbcre are times, claims Kogan (1994), when die researcher 

should pretend to know far less than they do in order to be able to ascertain the 
intcrvicwcc's version of events. While perhaps less obvious to the intcrviewcc than 

the ruic-brcaking behaviour discussed above. this approach is not cntircly without 

risk, as a researcher who comes across as not having done their homework could 

potentially be seen as less committed to the research and less likely to do itjusticc. 

Tberc is thcrcforc a fine balance to be struck between modifying one's behaviour in 

an attempt to access important data on the one hand, and risking denial of access to 

the elite network on the other. 

Analysis of Interview data 

Data derived from clitc interviews are arguably not typically suited to content theme 

analysis in the same way that other Interview data might be (Gilham, 2000). 

I lowcvcr, the idcntirication of shared themes allows the interview data to be 

organiscd in such a way that CDA can be employed to explore the ideological 

underpinning of individual intcrviewccs' conceptions of key issues. In addition to 

adopting a thematic analysis, the interview data were also subject to individual 

analysis in rclation to two key questions which were asked of each intcrvicwCC, 

namcly their views about what they would want the CI'D framework to achieve and 
their views on suitable indicators for evaluating its success. 71iis complemcntary 

approach to interview analysis allows for greater depth of comment to be made. 

In order to assist this dual approach to intcrvicw data analysis, use was made of 

computcr-assistcd qualitative data analysis software (CAQDAS), n=cly, NVivo. 

One of the particular strengths of NVivo ovcr other CAQDAS progmmcs is its 

capacity for supporting an exploratory approach to data analysis; it supports not only 
the attribution of text units to particular catcgorics, but also supports an lncrcment-al 

and experimental approach to both the organisation and the analysis of data. 71is is 
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particularly useful when the analysis seeks not only to consider content, but also 

contcxt, as it allows notes to be made and linkcd in a way that they can be retrieved 

casily, and cross-linkcd or rcorganiscd at a later date. 

Individual transcripts were analysed for key themes under two supcr-ordinate 
categories: subject content and contextual meaning. Ile categories, or 'nodes' as 
they arc referred to in NVivo, were built up from the data Itself, developing a 
freestanding and dynamic framework. and therefore supporting an inductive 

approach (Patton, 2002). Ile flexibility of NVivo is particularly suited to this type of 

approach, where the data can be organiscd, rcorganiscd and linked to other parts of 
the data, as wcl I as to other documents, on an ongoing basis. Details of the actual 

nodes, and the way they were organiscd for analysis, am given in CIMptcr 8 which 

reports on the themes cmcrging from the interview data 

Gilham (2000) also suggests the use of direct quotations and a minimum of 
interpretation in order to maintain the meaning of die data. I lowcvcr, it is also argued 
(Fitz &I lalpin, 1994) that the context within which die intctvic%kcc speaks is of as 

much signif icancc: as the words themselves, and that any evidence deriving from die 

interview must be interpreted within this context. It is therefore presumably not 

sufficicnt to use mcrc quotes without paying due attention to the situation in which 

they arc uttered, and is therefore reasonable to query die validity of die advice to use 

a 'minimum of interpretation. 

Consideration must also be givcn to the cxtcnt to which Intervicwces arc responding 
fully and accurately to the questions, or whether they am using the Interview as an 

opportunity to reiterate the official line. MacPherson & I; Utab (1988), in their 
interpretation of elite interview data, surmised that those intcrviewccs who require 
least Witing of the interview transcripts are most likcly to have made measured 

rcsponscs in the first place. While not a fail-safe mcans of identifying such 

responses, as other factors may also have a bearing on die cxtcnt to which 
intervicwccs arc happy to cndorsc what might have been spur of the moment or gut 

reaction responses, such an indication is useful. 
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Elite intcrvicwccs are selected on the basis of their unique positions and experience, 

and their own individual perspectives are therefore deemed to be valuable data. 
I lowcvcr, by virtue of their powerful positions within organisations they may also be 

representing the views of the organisation, which may or may not concur with their 

personal viewpoint. It is thcrcforc important to consider the data in terms of whether 
it is an individual or corporate response; the distinction between which is not always 

made explicit during the interview. 11iis illustrates the clear links bctwccn the use of 
CDA and the analysis of elite intcrvicw data. 

6.5 Summary 

The central aim of this study is to identify and articulate the ideological views that 

underpin current CPD policy, and to explore the ways in which stakeholders 

perpetuate these views. In addressing this aim it employs the critical discourse 

analysis of documents in the public domain that outline official policy positions. It 

also employs CDA and both individual and thematic analyses to interpret data 

gathered through clite interviews. In so doing it draws on a variety of theoretical 

frameworks, including: Patton's (2002) five organising themes for developing 

criteria against which to judge the quality of research; van Dijk's (2001) rivc-stage 

framework for analysis of discourse in the socio-cognitivc tradition; and Cookson's 

(1994) four elements of the power discourse. Given the overall aim of the study, this 

should be seen as a strength as it allows for a more thorough analysis and should 

limit, to some extent, the possibility of omission associated with strict adherence to 

one spccific approach. Indeed, I lumcs (1997), discussing Stephen Ball's work on 

policy analysis, points out that the researcher should not fccl obliged to become 

fully committed to one methodological stancc or be ovcr-conccmcd about 

accusations of theoretical eclecticism' (p. 24). 

The methodological approach is csscntially poststructuralist and thcrcrorc sccks to 

probe assumptions made and to opcn up the arca, to funher debate about possible 

alternatives. Where quality of research is measured in rclation to traditional natural 

science research, such an approach might be criticiscd due to its political naturc. I'his 
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is, howcvcr, dcfcndcd, and indecd promotcd. as a fundamcntal part of any critical 

rcscarch. 
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7 INTERROGATING THE DISCOURSE IN DOCUMENTARY 
EVIDENCE 

Tbe cvidcncc in this study is prcscntcd and discusscd in fivc principal chapters: 

Chapter 7- Interrogating the discoursc in documcntary evidence; 
Chapter 8- Conceptions of teaching and prorcssionalism in the interview data; 
Chaptcr 9- Policy structures and the policy process: views from the interview data; 
Chapter 10 - Tensions and resolutions in the interview data; and 
Chapter II- The exploration of power through the interview process 

11c rationale for this particular structure follows from the premise that die majority 

of people with an interest in CPD will gain most of their impression from public 

presentation by key stakeholder groups. 71is is, after all. the way in which the 
dominant discourse is expressed and in turn perpetuated. Ibcrcforc, the presentation 

of this 'public view' sets the scene for the potentially conflicting views given by key 

individuals in interview (Chapters 8,9 and 10). Chapter 8 explores each individual 

interview transcript with a view to identifying die extent to which each intcrvicwcc 

might be said to subscribe to either a technical-rationalist or to a social democratic 

conception of teaching and professionalism. I'his is followed by two chaptcrs which 
deal with the interview data on a thematic basis. Aflcr the presentation of the 
interview data, Chapter II deals with issues of power and control in die interview 

setting, and in so doing raises questions of individual and organisational innucncc. 

Together, these five chapters provide an overview of both documentary and 
interview data, and of thematic and individual concurrences and contradictions. 

The documentary evidence analysed in this chapter has been drawn primarily from 

the'Chronological Record of CPD Developments'- a summary of %hich is 

presented in Appendix 1.11iis documentary evidence has been subject to critical 
discourse analysis, drawing principally on van Dijk's (200 1) 'socio-cognitivc' 

framework, which is discussed in detail in Chapter 6. While van Dijk's structure 

provides an analytical frarncwork-, the data have been organised in relation to the key 
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topics addressed in die literature review chapters, namely: the policy process; 

conceptions of teaching; professionalism and professional identity; and models of 
CPD and their purpose. Issues failing outwith these kcy headings, but appearing to be 

prominent in the dominant discourse on CPD, arc also rq)ortcd. Key themes evident 
in the dominant discourse expressed through documentary cvidcncc arc then 

summariscd, before concluding with a section which outlines challenges to, or 
deviation from, this dominant discourse. 

7.1 The policy process 
The language emanating from the Scottish Officc Education and Industry 
Department (SOEID) in the early days of the curmnt CI'D developments pointed 
towards a hierarchical approach where the Government was very much in control, 

and, although engaging in consultation, viewed teachers' CPD as something that 

would be provided for thcm. For example, in announcing the national consultation on 
teachers' continuing professional development in 1998, Brian Wilson, the then 
Scottish Education Minister, announced that the Government wanted to 'offcr a more 

coherent framework [for CPD1' (SOEID News Release. 7 July 1998). 'Offcr' 

suggests that the framework would be presented to tcachcrs, as opposed to them 
being centrally engaged in its development. There was furthcr evidence of an 

element of central control in this same news rclcasc, where it was explained that the 

consultation sought views on a framework of compc1cnccs. standards and associated 

qualifications': at no point did it suggest that the consultecs should be engaged in 

developing the underpinning philosophy of any policy on CPD. rathcr the focus or 
the consultation was on the dctail of a prc-dctcrmincd approach. 

I lowcvcr, on a cautionary note, it should be acknowledged that the nature of news 
releases as pieces of documcntxy evidence is important: they %ill not have been 
drallcd, redrafted and debated to the same cxtcnt as official policy documents, and 
will not reflect the mediated position derived through discussion across the range of 

stakeholder groups. Rather the news release should be interpreted as a slightly less 

guarded representation of official view than many other pieces of publicly available 
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documentation. The question of audience is also important I= the principal 

audience for news releases being die media, and not necessarily die profession. 

Ile view discussed above was also evident in the summary of responses to the 1998 

consultation (SOEID, 1998c), which acknowledged that'gcncrally, those who 

responded [total of 75 responses) felt that a framework for the continuing 

professional development of teaching staff in Scotland was a positive step' (p. 1). 

I lowcvcr, in the very next sentence, it moved from the broad agreement that a 
framework was seen as desirable to promote the 'proposed framework' outlined in 

the consultation documcnt. Further on in the paper, SOEID acknowledged that while 
'there was considerable support for a framework... there wcrc diffcrcnt 

intcrprctations as to what it might include' (ibid., p. 2), but concluded that 'the 

responses rcccivcd arc sufficiently encouraging for the Department to proceed 

towards the development of a national framework of CPD' (ibid., p. 4). In summary. 

this means that the SOEID were prcparcd to use a mcrc 75 responses to a national 

consultation, many of which were intcrprctcd as being unclear as to what a CI1D 

framework might entail, to endorse their plans to go ahead and introduce a standards- 
based framework of CPD. 11c adoption of standards-bascd approaches to CI1D is a 

global phenomenon, and it has been suggested elsewhere (Bottery, 2000) that 

focusing on raising pupil attainment by increasing teacher accountability through 

CPD, can be seen to be a primary means of developing nation states" economic 

competitiveness. I lowcvcr, while it would appear that Scotland is following a global 

trend in terms of its adoption of a standards-basW CPD framework, the precise 

reason for such a move is not easily determinable from the data available in this 

study. 

So, while flic responses to the 1998 consultation, which were rclaflvcly few in 

proportionate terms, indicated sonic confusion over what a CIID rhanicwork might 

entail, by April 1999 this was being presented much more unequivocally. In a news 

release announcing proposals for the developments of a 'standard for expert teacher' 
(the rorc-runncr of what was to become die Chartered Teacher). I Men Liddcll, by 

then the Minister for Education, claimed that 'die development of die framework -a 
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range of competencies, standards and associated qualificaflons - was given wide 
support in a recent Scottish Officc consultation' (SOE- ID News Release, 9 April 
1999). By November 1999, this was then presented as a fait accompli by Sam 
Galbraith, the new Minister for Children and Education, who announced forrnally the 

establishment of the new CPD frarnmork, outlining that: 

At the core of the new framework there will be three agreed standards of 

compctcncc for teachers. Ilesc will cover. 

" Full entry to the profession at the end orprobation. 

" Tbe standard to be achieved by an cxpcrt teacher. 

" Ile standard for headship. 

Sam Galbraith, SEED Ncws Relcaw, 6 Novcmbcr 1999. 

While the decisiveness over the nature of the framework had increased 

significantly over the previous year, what had rcinaincd constant was the use of 
terms such as 'compctcnce' and 'standards'. By the time of this particular 
announcement in late 1999, these terms had aircady bcgun to crccp into the 
&assumptivc worlds' of both policy makcrs and stakcholders - evidence for this 
being that it was no longer dccmcd necessary to raise the nature of the 
framework as being in any way contentious. 

One of the principal ways in which the development of the CID framework was 
taken forward was through the establishment of the Ministerial Strategy Committee 
for CPD (MSQ, which was to have 'responsibility for drawing up a strategy for 

continuing professional development for die school sector' (Sam Gal braith. SEEM 
News Release, 6 November 1999). In announcing the establishment of the 
Committee, Sam Galbraith commented on die constitution of the group, explaining 
that 'in keeping with the importance of its task I am inviting cmincnt people from the 

education sector and elsewhere to serve on the Committee' (ibid. ). So not onlyAcre 
those not deemed to be 'eminent people' denied membership, but membership was 
by invitation only and not therefore open to die prorcssion in general. It Is probably 

94 



fair to say that to bcjudgcd as cmincnt in the eyes of the Minister for Children and 
Education, an individual would be expected to hold views which were both respected 

and encouraged by him, and would therefore be likely to support and promote the 
dominant discourse on CPD. 

While these developments were taking place in relation to the CIID framework, the 
Independent Committee of Inquiry into Professional Conditions of Service for 
Teachers (Thc McCronc Committee) was carrying out its remit which involved a 
widc-ranging inquiry into 'how teachers' pay, promotion structures and conditions of 
service would be changed in order to ensure a committed, prorcssional and flexible 

teaching force... ' (SEED, 2000, p. 1). The McCronc Committee %-as set up in 
September 1999 and reported in May 2000. I'lic McCrone Report (SEED, 2000) 

reported under eight main headings: education and the cconomr, developing and 
supporting the profession; career structure; par. conditions orscrvicc; ensuring 
quality; future negotiating mechanism; and costs, savings and next stcps. So, while 
teachers' CPD was clearly a part of the McCronc Inquiry, it was a small part - the 

majority of the inquiry relating to issues orpay and conditions of service. 17his was 
reiterated in a news release on die day of die publication of die McCrone Report, in 

which Sam Galbraith thankcd the Committee, explaining that be had established the 
inquiry because 'an impasse had yet again been reached in the discussions on pay 
and conditions' (SEED News Release, 31 M ay 2000). IMis would appear to support 
the contention that the motivation for the development of policy leading from the 
McCronc Inquiry was essentially aligned to Trowlcr's (1998) 'engineering' modcl, 
where policy-makcrs focus on trying to find solutions to prcderined problems - in 

this case the problem being a stand-off between teachers and employers over pay and 
conditions. While this aim is in some part understandable, it fails to take advantage 
of the potential bcncrits of a more 'enlightened' approach where the origins of the 

pre-dcrined problems arc cxplorcd rather thart merely addressed by a short-term 'fix'. 

Despite thc fact that the McCronc Agrccmcnt (S EE A 200 1) is widely held to be one 
of the major influences on current CIT policy devclopmcntsý the McCrone Report 

(SE-E-D, 2000) itself made very little substantivc comment under thc sub-licading of 
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'CPD'. othcr than to acknowledge that SEED was already working on the 
development of a framework, and that this was wclcomcd and sccn to be 'long 

overdue' (ibid., p. 9). 1 lowcvcr, in saying rclativcly little, and ccrtainly saying 

nothing contradictory to the message emanating from Government at that time, the 
McCronc Rcport served to Icgitimate what was already happening in relation to the 
development of a standards-bascd CPD framework. 

In contrast to its discussion of CPD in general, the McCrone Report delivered a very 
different message in rclation to the probation period, describing the current situation 
as 'little short of scandalous' and 'no way to treat a new entrant to any profession. let 

alone one that is as demanding and of such public importance as teaching' (ibid., p. 
7). This marked change in tone was unique in the Report and served to highlight the 

message in a very striking way, coming as it did in an 'independent' and high status 
report. 

I'lic combination of contractual and professional issues addressed by the McCronc 

Inquiry quite clearly focused more on the contractual side than the professional side. 
17his was made particularly clear in Sam Galbraith's announcement regarding the 

establishment of a McCronc implementation Group (SEED News Relcasc, 12 

September 2000). The group, which was to be chaired by Sam Galbraith himself, 

was to be 'tripartite, including representatives from employers, teacher unions and 
SE ED. While a series of sub-groups would focus on particular aspects of the 
Agreement, the focus of the group overall was quite clearly on contractual issues of 

pay and conditions. The absence of any representation from the GTCS or the 

universities, for example, helps to strengthen the argument that this particular policy 
initiative did indeed fall undcr what Trawler (1998) would term an 'engineering' 

perspective of policy dcvclopmcnt, where the key focus was to rind consensual 

solutions to prc-dcfined problems. 

NonctlicIcss, while thcrc arc scvcral indicators pointing towards tbe primacy of 
issucs of pay and conditions in the McCronc ncgotiations, dierc is also some 
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evidence of the perceived importance of a wider. social agenda. For example, the 
introduction to the report claims that the Agreement: 

... represents a unique opportunity to put in place the prorcssional 

conditions of service which teachers in Scotland deserve and which they 

need to have if they are to deliver our shared objective of a world class 

education service which will fit our children well for the 21" century. 
(SEED, 200 1, p. 2) 

In terms of overall balance, however. die dctail of die McCrone Agreement focuses 

much more rcadily on technical issues of pay and ca=r structurcs than it does on 
issues of extended profcssionalism and cducational transrormation. , 

So, while there appear to have been different ideological routes contributing to the 
development of CPD policy - the scemingly'Profcssional' ideology behind the 
SOE ID consultation on the development of a fmmcwork in 1998, and die 

contractual, political ideology fuelling the McCrone Inquiry - the distinctiveness or 
these two potentially conflicting influences became bluffcd over time. So much so 
that in 2002 when SEED published a consultation paper on die development of 'A 
Framework for Prorcssional Review and Dcvclopment', an aspect that might 
logically be sccn as flowing from a professional idoological stance, the rationale was 
set principally within the context of die contractual rcquircrncnts sct out in tile 
McCronc Agrccmcnt (SEED, 2001). 11is would sccm. to suggest that while 
Trowlcr's (1998) contention that policy influcnccs can flow from cithcr cducational 
ideologies or political ideologies, in reality die situation is much more complex, and 
perhaps more akin to Olsscn ct al. 's (2004) proposition that policy must be socn as a 
set of practices within political, social and historic contexts. 

7.2 Conceptions of teaching 
In announcing flic national consultation on teachers' continuing professional 
development in 1998, Brian Wilson was quoted as saying that he wanted to ensure 
that flic prorcssion had a more colicrcnt and structured approach to development af1cr 
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their initial training' (SOEID News Release, 7 July 1998). 1 Ic went on to indicate 

why this was deemed to be important by stating that 'our aim Is to raise levels of 

attainment by pupils in Scottish schools. To do this we need teachers who arc 

cffcctivc and ciricient'. This statement mflccts Zeichncr's (1993) social efficiency 
tradition of teaching which relics on Iscientific' evidence about what constitutes 

good teaching and in so doing limits diversity and creativity. 11c perceived equation 
between 'good teaching' and cffcctivc learning is illustrated in the consultation 
document itself, where it is claimed that one of the bcncrits of the 'presence of a 
framework. with compctcnces, standards, and where appropriate, qualifleations' 
(SOEI D, 1998, p. 6) is that 'when teachers arc better prepared the quality of teaching 

and learning improves with a consequent bencrit to pupil attainment and cnhancod 
job satisfaction' (ibid. ). This is a bold claim to make. and one which would not 

appear to be bome out by evidence (rcnstcrTnachcr, in Myer, 2002). Ile pursuit of 
4cffcctivc' and 'cfficicnt' teachers also indicates a certain sympathy with a 

managerialist conception (Sachs, 2001) of teaching. where demands for 

accountability promote cffcctivcncss and cfficiency as priorities. 17his Is evident in 

the text of the 1998 consultation itself (SOEID, 1998a) which suggests that 'such a 
framework might take the form of guidance for teachers, schools, and education 

authorities on the compctcnccs, standards and qualifications required in the wide 

ranging teaching and management roles that teachers undertake at different stages in 

their careers' (p. 1). While it is only suggested that the framework 'might take' this 
form, it certainly does not propose any alternative forms or indeed make any mention 

of the potential disadvantages of following what appears to be a fairly technocratic 

view of teaching. 

1"he language which points towards a technocratic view of leaching Is not only 
restricted to Government pronounccments*o it is also evident c1scwhere. Ile severe 
criticism of the probation wTangcmcnts in the McCmnc Rcport (St' T-D, 2000), as 

rcportcd above, also hinted at a tcchnocratic, skills agenda. For cxampic, the Rcport 

acknowledged that a satisfactory probationary cxpcricnce is 'of major importance in 

furthcr developing a teachers' skills' and that it should be 'regarded as an extcnsion 

of training' which would help to ldcvclop dicir skill in an appropriate learning 
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environment' (ibid., p. 7). The terms 'training' and 'skills' arc used %idely, whereas 
terms such as 'values', 'knowledge, 'attitudes' and 'education' arc noticeable by 

their omission. So, while the McCronc Report undoubtedly scrvcd to put the 

probation issue firmly on the agcnda, the language used supported a fairly spccific 

skills and training-based view of the probation pcriod. Ilis conccption orteaching is 

highlighted further in a statement which acknowledged the McCronc Committee of 
Inquiry's awareness of the ongoing work on (he 'development ora comrictcncc 
framework for full rcgistration' (ibid. ). 

In the final McCronc Ag=mcnt (SEED, 2001) there is recognition in the 
introductory section of a wider education reform agenda, with claims that die 
Committee had a 'shared agreement on a number of critical areas'. including: 'die 

central role teachers play in the quality and cffcctivcncss of learning in school and 
the importance of the critical relationship between teacher anil pupil' and 'a 

recognition that this was a unique opportunity to address the question of teachers' 

esteem, professional autonomy and public accountability in away which would 
enhance the capacity of school education to meet the challenges of the 21" century' 
(SEED, 200 1, p. 3). 1 lowcvcr, despite these statements, the detai I of the report 
cmphasises spcciric technical aspects of the Agreement as opposed to underpinning 

philosophical considerations. While this is perhaps to be expected In such a report, 
the emphasis on technical aspects of the Agreement arguably conveys a mcss3gc 
about expectations in terms of implementation; that technical and bureaucratic 

aspects of the Agreement assume priority and will be used as Indicators of its 

Successful implementation. 

Tbc SEED (2002c) consultation document on the new framework for professional 

review and development also claims, albeit Implicitly, that there is a simplistic causal 

relationship between cffcctivc teaching and cffectivc Icaming. It asserts that the 

professional review and development process 'leads to better leadership and 

management of the teaching process, brings about practical improvements in the 

classroom and directly bcncrits pupils by raising the quality of their learning 

experience' (ibid., p. 2). Tilis sccins to point towards a conception of teaching A in to 

99 



Zcichner's (1993) social ciTicicncy tradition, which rclics on Iscicntific' evidence 
about the nature of good teaching. Absent from this conception is any 
acknowledgement of the potential impact of social or cultural factors on pupil 
Icaming, assuming that the cause of pupil leaming is good teaching. 

This position is illustrated yet again in the OTCS guidance for chartered teachers 
(OTCS, 2003). In a section outlining the aims of CID, the document states that a 

world class education system that maximiscs opportunity for all, depends on a high 

quality teaching profession. Throughout their careers, teachers must have access to 

opportunities to refresh and enhance their skills, so that pupils can be cffectively 

supported and higher standards in education can be reached' (ibid., p. 1). While it is 

not disputed that professional development can lead to better teaching, it is the 

relationship of this to pupil le=ing that is crucial. The CITCS statement omits to 

acknowledge the importance of social and cultural factors on pupil leming, as with 
the examples discussed above. The suggestion that die solution to raising standards 

of educational achievement lics purely in improving teachers' skills presents a 

somewhat narrow, managcrialist view of teaching. in direct contrast to what Zcichncr 

(1993) terms the social rcconstructionist' tradition of Icacliing, which cmphasiscs 
die key role of education in promot, ing social justice, thereby enabling access to 

Icaming for all. 

7.3 Professionalism and professional Identify 

Ilic 1998 consultation on the development of a national rmmcwork of CPD ror 

teacliers stated t1lat a commitment to lirc-long prorcssional learning and 
development is die hallmark orcvcry prorcssion' (SOEID, 1998a. p. 4). 1 lowcvcr. it 

went on to claim that beyond gaining full registration with die GTCS, 'Lh= is little 
incentive for tcaclicrs to continue tlicir prorcssional development' (ibid. ). Put 

together, dicsc two statements arguably suggest that teachers am thercrorc not 

professional, or not professional cnoug1L Vic SOE-l D conception of what it mcans to 
be professional was illustrated again furtlicr on in the consultation document where 
one of the purposes of CPD was dcrined as ensuring 'die supply of trained 

professionals ncedcd... ' (ibid., p. 5). In this plinise, the word 'professionals' appears 
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to be used to try and appeal to teachers, whereas the rest of the phrase Is basically 

saying that teachers are personnel trained to implement the needs orthc state. 

In the summary of responses to the 1998 consultation (SOEID, 1998c), die 

Government stated that the proposed framework reflected its Manircsto commitment 
to 'raise the morale and status of teachers by increasing their professionalism ... I (P. 

1). T11is turn of phrase indicates a perception on behalf of the Government that they 

can increase teachers' professionalism for them. thereby denying teachers ownership 

of their own prorcssionalism. Illrorcssionalism' therefore becomes a political token - 
something that can be bartered with and exchanged for status and morale. 

In November 1999, Sam Galbraith, as Minister for Children and l3ducation. 

announced the establishment of the new CPD framework. claiming that 'we 
[Government) aim to promote greater professionalism among teachers" (SOEID 
News Release, 6 November 1999). Quite what he conceived oras 'greater 

professionalism' was not articulated, but the statement nonetheless Indicates that 

professionalism is something that Government could pmmote, and again limits die 

notion of teachers having responsibility for their own professionalism, either 
individually or collectively. 

71c idea of motivation, in the professional context, Is evident In various pieces of 

public documentation. For example, in proposing the introduction of chartered 

teacher status, the McCronc Iteport (SEED, 2000) noted that ̀ wc anticipate that 

teachers wi II be motivated to achieve it' (ibid., p. 22). Mile the Report was not 

explicit about what the exact motivation might be. the fact that it was reported within 

the section on 'career structure' (ends to suggest that increased status perhaps, but 

pay certainly, would feature highly as motivational rewards. 1lic seemingly central 
importance of these kinds of rcwards indicates a fairly traditional view or 

professionalism which upholds the focus on status and reward cvident in a Wcbcrian 

perspective on prorcssionalism. 
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Indeed, the full title of the McCronc Committee - the Committee of Inquiry into 

Professional Conditions of Service for Teachers - provides another indication of die 

use of the concept of 'professionalism' in current discourse. Ilic insertion of the 

word 'professional' appears to make no substantive difference - dial is - dint 

'conditions of service for teachers' is unlikely to be interpreted any differently in real 
terms from 'the professional conditions of service far teachers". What the inclusion 

of the word 'professional' does do though, is to subliminally give the Inquiry an 

additional sense of status; it acknowledges that this is professional work that is being 

considered as opposed to non-prof: ssional work. Inherent In this is an obligation on 
bchalrorthe members of the professional group to act in a 'prorcssional' way, or in 

other words, it provides a lever by which Government can exact some additional 

control over teachers, highlighting die highly political nature of the term 

professional', as discussed in Chapter 4. 

'Mcrc is a further, similar example of die political use of die word 'professional' in 
the consultation document on the SFR (GTCS, 2001). As %vll as rcrcning to the 
Standard for Full Rcgistration, the document also talks about die 'prorcssional 

standard for full rcgistration' (ibid., p. 6). Once again, bcgging die question whether 
the addition of 'professional' to this statement makes a substantive, or mcrcly a 

semantic, difference. Arguably, die diffcrcnce here is semantic, but flizit is not to say 
that it is thcrcrorc incrt. On the contrary, it gives an implicit message about cxpoctcd 

norms of 'professional' Wmviour, once non using the term 'prorcssional' as a 

means of control. 

Ile SEED (2002c) consultation document on die new framework for professional 
review and development also conveyed a particular conception of professionalism in 
its introductory comments. it outlined the process of professional review and 
development as one by which individual needs of staff arc asse"ed in rclation to, 
'their current practice, the requirements of die school/authority development plan, 
the widcr and longer term needs of die education service, and taking into account the 

national priorities' (ibid., p. 2). 11is list of influences appett" to omit completely any 

reference to individual professional requirements, presenting the teacher as a servant 
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of the statc as opposcd to an autonomous profcssional with individual carccr 

aspirations. 

The suggestion that the concept of professionalism can be used to control teachers 

(Smyth ct al., 2000) was raised in Chapter 4, and appears to be evident in tile way 
that Cathy Jamieson (Minister for Education and Young People, November 2001 - 
May 2003) handled what was perceived to be 'sniping from some quarters' (SEED 

News Release, I November 2002) about the implementation of the McCronc 

Agreement (SEED, 200 1): 

Critics and opponents of the Agreement need to ask themselves which 

side they arc on and what they really want. Am they on the side of reform, 
local agreements and local decision making. and the proper recognition of 
the professionalism of teachers? Or would they prefer a return to poor 

morale, bad fccling and suspicion and outmoded working practices? 

(SEED News Release, I November 2002) 

This statement polariscs the argument, seemingly suggesting that those who do not 

support the implementation = failing to acknowledge teacher professionalism 

properly. 11crc is no room in this statement for debate on different wjys of 

rccognising teacher professionalism, merely a suggestion that if this particular 
pathway is not supported then professionalism is not being rccogniscd. It is a subtle, 

yet pervading way of exerting control over teachers by questioning their commitment 
to their professionalism. 

7.4 Modcls of C111) and thcIr purposes 
In omitting to acknowledge that there might be alternative forms of CI'D frameworks 

worthy of consideration, the summary of rcsponscs to the 1998 consultation (SOEID, 

1998a) stated that 'the proposed framework would outline the compctenccs that 

should be associated with the various milestones in a teaching career... ' (p. 1). 11is 

gives a quite clear message about die perceived purpose of CPD: it is viewed as a 
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means of satisfying role-rclatcd critcria. Ile idea that it is easy to identify the 

compctcnccs that 'should be' associated with particular teaching roles dcnics that 
these might in any way be contentious, problematic, or indeed, dynamic. 711is 

conception of CPD supports a view of teacher development as individual and role- 

related, thereby failing to acknowledge what Borcharn (2000) describes as the value 

of collective development. 

In November 1999 Sam Galbraith, as Minister for Children and Education, 

announced the development of a national framework of CPD for teachers in 
Scotland. The press release (SEED News Release, 6 November 1999) stated that: 'In 
keeping with its commitment to att=4 motivate and retain high-quality teachers the 
Scottish Executive is creating a new framework for the continuing professional 
dcvclopmcnt of teachers. ' - suggesting an agenda motivated principally by 

recruitment and retention issues, one that would clearly be control led SEED, and 
interestingly made no mention of the contribution of other relevant stakeholders. 

Ile content and tone of subsequent CPD-rclatcd news releases from SEED changed 
over time, presenting a variety ofjustifications for the CIID framework and using a 
variety of registers to speak to different interest groups. For example. in October 

2000, Peter Peacock, the Deputy Minister for Children and Education, announced the 
first meeting of the Ministerial Strategy Committee, using son, fccl-good language to 
highlight the partnership nature of CPD development. I le assured us that CPD 

would address 'the current and future needs and expectations of schools, pupils, 
parents and teachers themselves. In January 200 1. Jack McConricil, then Ministcr 
for Education, Europe and External Affairs, introduced yet another reason for 

teachers' CPD - to prepare teachers 'to adapt to an ever changing world'. McConnell 

also hinted at equality of access for teachers, engaging In a discourse of teacher 

empowerment where, in direct contrast to Sam Oalbraith'3 1999 statement, he 

expected teachers to take some control or the CPD agenda. 

It is apparent from the examination of such official statements that SEED has not 

sought to advocate one particular rationale for die development of the CIID 
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framework. This apparent lack of agreement on the intended purl)osc of the 

framework indicates that perhaps the Government's motivation comes from 

elsewhere: 'Governments seek to use education for specific purposes: as a means of 
improving economic productivity, as workforce training, as a sorting and selection 

mechanism for distributing opportunities' (Ozga. 2000, p. 10). Ozga then goes on to 

suggest that in addition to economic motivations, governments can also address 

cultural concerns through education; a purpose which could be seen as particularly 

rclcvant within the post-dcvolution context in Scotland: '... education has been 

understood as a site of cultural transmission, as a place where national identities 

could be fostered - or revised - and as a way of protecting and honouring ideas of 
heritage that connect to nation and identity' (ibid. ). Perhaps for some of the reasons 

suggested by Ozga, the Govcr=cnt's principal reason for supporting the 

development of the CPD framework might well be more to do with having control of 

the teaching profession than it is about professional outcomes. Indeed, Sachs (2001) 

points out that this phenomenon is evident in many countries, including the UK, 

USA and Australia. She claims that despite rhetoric to the contrary, die articulation 

of professional standards is more tightly focused on standartlising practice than it is 

about enhancing quality. If this is the case in die Scottish context. then it Is highly 

unlikely that such an agenda would be openly articulated in off icial SEED press 

releases. 

In subscribing to a standards-bascd approach to teaching we are in cffect 'uncritical ly 

participat[ing] in the standards-based movcmcnt' (Dclandshcrc & Arms, 200 1, p. 
547). If this is the case then it could be argued that the SFR and the SCT, and indeed 

the entire CPD framework, arc more about encouraging a certain way of thinking 

about teaching and teachers than they arc about planning a cohcrcnt framework for 

the profcssional dcvclopmcnt of teaching. 17hat is not to say that standards are in 

thcmsclvcs necessarily bad, rather that their wholesale, uncritical adoption is pcrhaps 

an issue of concern. 

In this regard, it is interesting to note that the McCronc Rcport (SEED, 2000) 

addresses the idea of cl=crcd teacher within the section on 'carcer structure' as 
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opposed to the section which deals with CIT. Ilis gives an indication that the major 
focus of the introduction of chartered teacher is more closely affiliated with 

structural concerns than it is with the professional development of individual 

teachers, an argument cxplorcd in detail in Chapter 5, which contends that externally 
imposed forms of accountability, serve to limit the need for teachers to be rcflcctivc, 

critical cnquircrs (Smyth, 199 1). 

Ile publication of the McCronc Agreement (SEED, 2001) produced seven bullet- 

pointed recommendations under die heading of 'professional development'. 17hese 

recommendations covered initial teacher education, the probation pcriod, chmicrcd 

teacher and ongoing CPD. One of the recommendations related to the establishment 

of a national register of CI1D providers, noting that 'not all CIID will be accredited, 
but there should be maximum opportunity for accrcditation' (ibid., p. 16). 1 lowcvcr, 

there was no apparcntjustirication for the desirability of accredited CPD. Rcading 

this particular recommendation in conjunction with other rccommcndations tends to 

suggest that the desirability of accreditation relates to accountability. For example, 

the Agreement states that CPD 'should be a condition of service' that 'should be 

accessible and applicable to cvcryonc' and that 'it is the cmploycrs' responsibility to 

cnsurc a wide range of CPD opportunities' (ibid. ). So, if it is the employers' 

responsibility to ensure that CPD opportunities arc available, and these opportunities 
have to be applicable to cvcryonc, it is reasonable to suggest that the applicability 

will relate to the employers' pcrccption of what it necessary or desirable. In 

instigating a national register, it is also likely that there will be increasing uniformity 

across the country, thereby increasing central control. Ilic cmphasis on applicability 

echoes with Solomon and Trcsman's (1999) contention that the pressure for award. 
bearing courses to focus on classroom practice can be at the expense of attention to 
issues of values and beliefs. Analysis of die professional development 

recommendations in the McCronc Agreement mirrors closely the discussion in 

Chapter 5, which contends that award-bearing C11D has the capacity to support a 

transmission model, where central control and accountability feature highly. 
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7.5 Other key themes 
Consultation 

Ile issue of consultation, while arguably failing under the 'policy' umbrella, has 

played a significant part in the current CPD discourse, and i's therefore worthy of 
particular comment. Throughout the recent developments in CPD policy, 
consultation has been used differently in different aspects of the framework. For 

example, in much of the development of the SFR and related guidance on induction, 

consultation was very much downplayed. Responsibility for the creation of the SFR 

was shared between SEED and the GTCS, and thisjoint responsibly undoubtedly 
contributed to the protracted timcscale for its dcvclopmcnL I loAvvcr, this protracted 
timcscale was not extended to the consultation period: the drall version finally went 
out for public consultation on 25 September 2001, with responses to be made to the 
GTCS by 19 November 2001. The consultation launch was fairly low-key, and while 
the consultation document stated that it would also available on the GTCS wcbsite, it 

appears not to have been available online until 10 December 2001 - almost a month 
after the closing date for responses. 

Results of the consultation were not published, but the consultation documcnt did 

state that all rcsponscs would be made available on rcqucst unless respondents 
indicated their wishes to the contrary. On making such a rcquest to view the 

responses, 58 were made available, with the accompanying summary indicating that 
this was the total number of responses received. Given that thcrc are approximately 
75 000 registered teachers, 3000 schools, 32 local authorities and six teacher 

education institutions in Scotland, not to mcntion numcrous cducation-rclated 
organisations and bodies, 58 rcsponscs would not seem to be a particularly large 

response to a national consultation cxcrcisc. Ilic brcak-do%km of respondent categories 
is shown in Appendix 3. 

Included in the documentary evidence made available for inspection %us the grid 

used to record amendments made. or action taken, in rclation, to cach of the 
individual responses received. Individual issues raised in the responses had been 

collated and then attributed a category of cidicr: 
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'action' (presumably meaning that the GTCS would follow-up, but not 

necessarily change, the SFR); 

'noted' (implies no immediate action); 
'support and guidancc'(issuc to be dealt within documentation outlining 
induction framework); or 
'inserted' (incorporated into revised SrR). 

Interestingly, in addition to the above categories there was one other comment to be 
found in the 'action' column. In reference to a response that had expressed 
disappointment at merely being given the opportunity to comment on the dctail of the 

proposals rather than being consulted on the underpinning philosophy of die SFR, the 

comment 'incorrect statcmcntl' had been written. While of course this had not been 

written for publication, it does lend credibility to Bottery's (2000) view that die 

cffect of government control on the policy development process 'is to limit the 

ability of citizens to think in terms other than those which policy-makcrs wish to 

prioritiscl (p. 59). 

Thcrc was no way of telling from the material available for Inspection whether the 

responses had been treated difrcrently according to their origin, or whether some 
categories or sources of response were viewed as being more valuable or significant 
than others. Of the fifty-cight responses, if cacti individual response was attributed 
equal value, then schools would have had the biggest say in the consultation. making 
up 3 8% of the total. I lowcvcr, as sonic of die responses fmm schools merely 
indicated agreement or approval at a very gcncral level, then it is questionable how 

this type of response could be given equal weighting to one which considcrcd 'issues 
in a more detailed and multifacctcd way. 

71c responses varied greatly in terms of quality, quantity and focus. Some quite 
clearly, and perhaps quite rightly, were from singic-issue groups and made little 

comment on widcr issues. Odicr responses merely indicated general approval with 
flie documcn4 whilc some went dirough cach parzigmph and 'professional standard' 
in detail, indicating approval or otherwise and suggesting changes to wording. Other 
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responses, however, made a much more conceptual analysis of the standard, 

querying its nature and purpose and its role in rclation to the wider CPD framework. 

Many of the responses focused on issues related to the need for guidance on the 
implementation of the induction year (the first year of post-qualification teaching); 
issues which while connected to the SFR, were not within the scope of this 

consultation. Another frequently made point was a perceived need to review the ITE 

standard which was thought to be 'ovcr-demanding', 'too ambitious' and 'a lot to 

achieve in one year'. 

It must be rcmcmbcrcd that the status of the SFR differs to that of other standards in 

the framework in that it is obligatory in relation to the achievement of full 

registration, and has legislative backing. Ilis was rccogniscd In many of the 

responses, which questioned how the SFR could be sccn as part of continuum of 

professional development if its primary role was to satisfy professional registration. 
Indccd one of the responses suggested that 'to bolt togcthcr systems which have been 

designed for different purposes may not be the best approach'. 

Consistcncy in applying the SFR was seen as a contentious issue, widi some 

respondents seeking clearer guidance on howjudgcmcnts should be made, making 
the point that it was consistency of implementation that would allow the SFR to meet 
its primary objective. In rclation to this point many respondents raised the issue of 
die status of die 'holistic indicators" which wcrc to be seen as 'a useful way of 

supporting judgements' but '= not a formal part of the SFIV (GTCS, 200 1, p. 7). 

This seemingly contradictory statement could be seen to be an cffort to appease 

critics of a compctcncc-bascd standard. I fcxtall and Mahony (2000) report a similar 

position in rclation to the English situation where it had been reported that Teacher 

Training Agency CIFTA) officers attempted to create covert pcgs on which 
institutions could hang progressive intcrprctations of the Standards' (p. 325). They 

go on to question the extent to which consistency of interpretation and 
implementation can be assured if this invitation to cmploy flexibility is taken up. 
Clear parallels can be seen here with the Scottish situation, where one respondent 

suggested that there is a 'need for support in interpreting the Standard. 

109 



11c outcome of the SFR consultation exercise was not published, either in terms of a 

summary of responses or an account of the approach used in their analysis. In 

keeping with the low profile consultation. the final version of the SFR was 
introduced to schools in June 2002 as part of a package of guidance on implementing 

the new induction procedures. 

Ile development of the Standard for Chartered Teacher and associated programme, 
on the other hand, was promoted from the outset as engaging in a widc-ranging and 
open consultation process to be driven principally by teachers' conceptions of the 

characteristics of the chartered teacher. indeed, it claimed to be 'a vehicle through 

which the opinion of the educational community is taken fully into account' 
(Chartered Teacher Project Team, 2001, p. 5). I'lic consultation took die form of two 

consultation papers disseminated to every teacher in Scotland, focus groups, 
interviews with 'accomplished practitioners' and a series of eight national 
conferences. Selected developments have been documented on the Chartered 

Teacher Programme wcbsite at httpV/www. ciprogramniescotiand. org. uk. The 

wcbsitc itself was highlighted in Consultation Paper I (May 200 1) as being an 
integral part of the consultation strategy yet interestingly contained only a small 
selection of papers, with no rationale for either their inclusion or for the exclusion of 

others. For cx=plc, an interim evaluation of the project was carried out in early 
2002 and a paper outlining die impact of consultation on the development of the SCT 

was written in April 2002, yet neither of these papers wcre mentioned nor made 
available on the wcbsitc. Noncd)clcss, it could be argued that in making information, 

albeit selected information, publicly available, there would be less likclihood or 
consultation procedures being queried or challenged: compared with other such 
national consultations, there had been greater access to (some) associated 
documentation in the development of the Chartered Teacher programme. 77his is a 
fine example of how the CPD discourse can be influenced through control of the 
ilow of information; the information that is in die public domain has not only been 

sifIcd for its suitability but might also act to divert interested parties from 
investigating the existence of other information that is not publicly available. That is 

not to say that this has necessarily been an intentional strategy. rather that the 
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outcome, intended or otherwise, is that only a selection of information is publicly 

available, and that this selection is not likely to be challenged. 

Thc question of participation in consultation exercises is important, and in terms of 

quantity of participation, the SCT consultation could certainly be classed as 

successful. I lowcvcr, consideration should be given not only to the number of pcoplc 
involved in the process but also to the quality of their involvement and the relative 
importance with which their contributions were received. Responses to both 

Consultation Papers I and 2 were catcgoriscd into individual and organisational 

responses, summaries of which arc available on the Chancrcd Teacher Programme 

wcbsite. I lowcvcr, there is no accompanying statement as to how the responses wcrc 

analysed in creating the summaries, and the extent to which they each influenced 

successive versions of the SCT. 

Noncthclcss, the consultation procedures adopted in the development of the SCT 

have generally been compared favourably to those adopted for the SM. and have 

bccn viewed as being much more open, democratic and wide-=ging. Given the 

diffcrcncc in status bctwccn the mandatory nature of the SFR, and the optional nature 

of the SCT, perhaps this is inevitable. Aftcr all, prospective chartered teachers %Vill 
be customers, and as such, providers and facilitators will have to be seen to be 

responsive to customer demand. In addition. as the introduction of charicred teacher 

status was part of the McCronc Agreement (SEE D. 200 1), SEED will surely have an 
interest in ensuring that its implementation is succcssrul. Making teachers think that 

they truly did have a say in the development of the programme is one way or 
increasing the chances of success, or at least limiting the chances of teachers 

rejecting the development out of hand. 

While clear comparisons ran be drawn bct%%vcn the composition and selection of die 

respective groups involved in developing the SFR and die SCT. what Is not so clear 

is the influence of die Ministerial StrategY Committee for C111). I'lic development of 

the CPD framework has not been scqucnflal or linear. rather various aspects of It 

have originated from different places for different reasons. I lowcvcr, die MSC did 
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have responsibility for developing CPD strategy, with one of its spocif ic rcmits bcing 

to oversee the work of the Chartcrcd Teacher Programme. 71c rcspcctivc balance of 

power in this relationship was by no means clear. 

The validation of individual policy initiatives, such as the SFR and the SCr, is 

crucial to the success of the Government in creating their wider policy vision of a 

national CPD framework. Clearly, in the case of both the SFR and the SCT 

consultation procedures, one of the driving forces has been to achieve consensus. 
Consultation in pursuit of consensus is more akin to the cffcctive selling of a policy 

vision than it is about the generation of hclpful advice, fccdback and views on Which 
to dcvc]oP and change policy. While the consultation procedures in the two examples 
discussed above were quite different in many ways, what they did have in common 

was their mutual pursuit of the acquiescent consensus so crucial to maintenance of 

the status quo. Fullan (1993) argues that this is quite the opposite of what we need if 

CPD is to support tcachcrs in developing the capacity to deal cffcctivcly and 

positively with change. It would appear to indicate that the transformative model of 
CPD discussed in Chapter 5 is not on the Government agenda. 

While it cannot be denied that teachers and othcr interested stakeholders were 

afforded the opportunity to comment on the dcvclopmcnt of both the SFR and the 
SCT,, the extent to which consultation participants were inroffned on the subject 
under consultation is questionable. Consultation of this nature could then be classed 
as 'superficial agreement' (Fullan, 1999, p. 22), and in reality is more akin to public 
validation of policy than it is true dcbatc on the nature and purpose of the policy in 

question, thereby supporting a view of the purpose of CIT which would fall under 
the 'transmission' catcgory proposed in Chaptcr 5. 

7.6 Summary of the discourse: dominant concepts 
The discourse discussed in this chapter stcms from a range of publicly available 
documents published by key stakcholdcrs involved in the development of CPD 

policy. I'lic majority of this documcntation is, understandably, from Government, 

although oflcn it has been dcvclopcd in conjunction with othcr key stakeholders such 
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as the teacher associations, cmployers and the GTCS. Therefore, the discourse is 

dominated by official positions, but it is not suggested that this necessarily rcflccts a 

single, rixcd position to which all contributors subscribe. Rather, the discourse 

rcflccts a range of dominant conccpts which feature most commonly in thc debate 

surrounding the development of the CIID framework, and arguably, given that the 
development of spcciric policy priorities does not happen in isolation, these are 

concepts which also feature in a much widcr cducational context. 

As van Dijk's (200 1) 'socio-cognitivc' framework was used to inrorm the analysis in 

this chapter, this summarising section will be presented in relation to the five aspects 
that he suggests as being worthy of intcffogation, namcly: topics, or scrnantic 
macrostructurcs; local meanings; the relevance of subtle 'formal" structures; context 
models; and event models 

'Topics: semantic macrostructurcs' 
Key topics identificd in the documentation analysed included raising pupil 
attainment, principally through the accountability-drivcn process of cnsuring that 
teachers meet prescribed standards. T'herc were also both implicit and explicit 
rcfcrcnccs to the need for effective teaching' which would improve pupil learning, 

leading to improved attainment in priority subjects. Ili= key propositions rcflect 
Bottcry and Wright's (2000b) notion of 'tcchnical-rationality' (p. 5 1). and fit ncatly 
with Sachs' (2003) conception of Imanagcrialist professionalism. 

'Local mcanings I 
In the context of this study, one of die most obvious examples of the impact of local 

meanings is the use of die concept of professionalism. which, it could been argued, 
has been used principally as a mcans of exerting political control over teachers. 11is 

was particularly apparent in rclation to the debate over the implementation of die 
McCrone Agreement, where die 'professionalism' argument was used as a means of 

ensuring that the Agreement would be fulfilled. Indeed. prorcssionalism has become 

synonymous with the well-usW phrase 'die spirit of McCronc', a spirit which does 

not appear to feature explicitly in die final published Agreement (SEED, 2001). 
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The relevance ofsubtle 'fiormal" structures' 
This appears most obviously in relation to the subconscious choice of language used, 

particularly in SEED news releases, which indicates quite clearly the sense that 
Government controls the framework and 'provides' it for teachers. Ilic pervading 

nature of this kind of language excludes the notion of genuine teacher cngagcmcnt 

and ownership. I lowcvcr, as outlined in section 7.1. it must be acknowledged that the 

very nature of news release statements means that they am perhaps not as guarded in 

their language as official published policy documents might be. 

While it is perhaps to be expected in official documents, the depcrsonalisation of 

most of the text has served to limit the potcntial cmotional impact of CPD policy by 

taking an essentially structural approach to the framework. i. e. it is about the 

standards, the qualifications and the mcans of reaching these, and not about the 

underlying ideological purpose of the framework, nor about the contention ovcr the 

teacher as autonomous profcssional or state functionary. Using official, formal 

language dcpcrsonaliscs the debate and makes the omission of contentious issues less 

noticeable. 

'Context models' 
One of the most influential context models which must be taken into account is the 

influence of the McCronc Inquiry, and the underpinning Ideological stance which 

relates much more readily to issues of pay and conditions and control than it does to 
developing professional democracy or autonomy. 71iis pervades much, if not most, 

of the dominant discourse on CPD. 

I lowcvcr, in relation to the widcr context, the pressure to compctc in a global 

cconomy is arguably an important influence on the Government's view of the nCCd 
for a CPD framework -a pressure not unique only to cducation policy, and dicrcforc 

other, wider political influcnccs must be considercd in analysing cducation policy. 

'Event models' 
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This aspect is pcrhaps more difficult to ldcntiry in lofficial'documcntation, but one 

glaring example is the use of consultation as a Justification ror, or validation of, pre- 
determined policy agcndas. Examples orthis raised in this chapter include the 

responses to the 1998 national consultation on the development of a CIID framework, 

the consultation on the SFR and, most notably. the public relations exercise, that 

flowed from the consultation cxcrcisc carried out by the chartercd teacher project 

team. A lack of apparent cngagement in debate about alternative approaches to these 

developments sccms to suggest a reliance on such consultation as a means or 

validating policy. 

7he dominant discourse 

To summarisc, one of the key themes present in the current discourse of CPD policy 

presented through publicly available documentation is underpinned principally by the 

notion of education as something which can function to pm: parc the citizens of the 
future to serve their nation well. 11is is achicvcd through a 'social efficiency, 
(Zcichncr, 1993) view of teaching which relies on a simplistic quasi-scicntiric notion 
that cffcctivc teaching will result in cffoctivc learning, thereby Increasing pupil 

attainment. 71c current drive for a standards-based approach to CPD provides die 

$scientific' formula that will supposedly result in this cffcctive teaching. 

I lowcvcr, while this broad conceptual position Is represented clearly In the 

documentation. it is not the only position to be represented, and indeed, some of the 
documentary evidence makes rcfcrcncc to an agenda which cinphasiscs social 

welfare. So, while there is clear agreement about the development of a more 

structured CPD framework being a positive step. thcrc is undoubtedly some 

ambiguity as to its fundamental purpose. 

7.7 Challenges to the dominant thcmes In the discourse 

While the above discussion and summary outlines what appear to be the dominant 

concepts in contemporary discourse relating to CIT policy, it should be noted that 

these arc not the only concepts contributing to this discourse. This section therefore 
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commentators from professional stakeholders such as the GTCS or teacher 

associations. 

T'his explicit acceptance of private funding, and therefore private agendas, being a 

welcome part of the development of teachers and schools perhaps supports the notion 
that a primary purpose of the education system is to prepare citizens to contribute to 
the nation state's economic success. In this respect it is worth noting the warning 
expressed by Wolf (2002), as discussed in Chapter 4, whcrcshc claims that there is 
little evidence to suggest that business knows best how to inform education policy. 

So, while the above example of the discourse of CIID for Ileadcrship' is perhaps not 

as much a challenge to the dominant discourse as a slightly differcnt discourse, dim 

are examples of dircct challenges to be found clscwhcrc, most notably in media 

rcports. 

Most obvious is the challenge to the use of the concept of 'professionalism' as a 
means of protecting certain privileges. Ilis is particularly evident in rclation to the 

pay increases awarded to teachers under the McCronc Agreement. fain McWhirtcr, a 
Sunday Herald columnist, illustrates this, claiming that'despitc the McCrone pay 

awards, staff seem unwilling or unable to shake off the defensive, clock-watching 

mentality they acquired during the strikes in the 1980s... ' (Sunday I Icrald, 31 

October 2004). Elsewhere in the article McWhirtcr mfcrs to this as 'the workerist 
mentality of school teachers' (ibid. ). 

I lowcvcr, it would be wrong to suggest that the media only presents this particular 
view, as dicrc is evidence orwidcr dcbate being cneouraged. For "ample, on the 
letters page of the I Icrald, a retired teacher claims that Iffic word proressionalism i's 
only used with respect to tcaclicrs as a form of moral blackmail' (Robert Gibb, Ile 
I Icrald, I November 2004), supporting die proposition put forward in Cliaptcr 4 that 
die conccpt of prorcssionalism can be used as a form of control. 
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While the official discourse espouses the virtues of professionalism and trust, 

opposition politicians have used the media to articulate a quite different discourse of 
CPD. In an article by Brian Monteith. at that time the Scottish Conservative party 

spokesperson for education, the notion of C111) as a means of improving poor 

practice, or of removing poor teachers from post, is made explicit. In die article 
Monteith outlines what the Conservative Party would do for education, one of his 

suggestions being that 'die GTC would be given the central role in the continuing 

professional development of teachers and their post-probationary assessment. III- 

suited teachers would be given help or removed from the profession' (Brian 

Monteith, The Scotsman, 14 April 1999). This is quite clearly, and unapologctical ly, 

a dcricit model, whereby C111) is used to ensure a basic minimum standard of 

compctcncc. While this appears to be contradictory to die dominant discourse, it does 

in actual fact rcflcct one of the principal purposes of die Standard for Full 

Itcgistmflon, which was to provide a benchmark by which the GTCS could carry out 
its responsibility for ensuring standards of prorcssional competence, gmtcd under 
the terms of the Standards in Scotland's Schools ctc. Act (2000). This is outlined by 

the GTCS in a document describing the way in which the Council would discharge 

its compctcncc-rclatcd duties: 'Teacher compctcncc is described in terms of the SFR 

and applies to teachers who have gained full registration with the General Teaching 

Council for Scotland' (OTCS, 2002a, p. I). While the official discourse of the GTCS 

and SEED focused principally on die SFR as a part of the induction process for 

probationer tcaclicrs, die media focused more readily on its co-use as the baseline 

dcrinition of teacher compctcncc, using headlines such as 'Incomrvtcnt teachers now 
face the sack: Up to 2000 in danger from new powers' (Gerry Braidcn. 13 vcning 
Times [Glasgow], 18 June 2002). 

Essentially, whilc the dominant discourse is charactcriscd by the centrality of issues 

such as accountability and standardisation. wrapped up in the rhetoric of 
'professionalism', the general mcdia covcragc serves to challenge some of dic basic 

assumptions being madc. I'lic tensions between different perspectives evidcnt in the 
dominant discoursc arc discussed furdicr in Chapter 11. 
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7.8 Questions arising from the documentary analysis 
While the above discussion suggests a numbcr of thcmcs cmanating from the 
documentary analysis, it nonetheless raises a n=bcr of questions relevant to the 

analysis of the interview data and the subsequent discussion. In particular. 

" 11cre is evidence of a range of concepflons of teaching and professionalism 
being promoted through the documentary evidence - some more prominent than 

others. To what extent is this reflected in the interview data? 

" Do certain types of documentary evidence assume primacy over others in die 
lived experience of the intcrvicwccs? 

" While there is evidence of consensus being reached on the need to develop a 

more structured CPD policy, does this mean that stakeholders come to a 

consensual position for die same reasons? 
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8 CONCEPTIONS OF TEACHING AND PROFESSIONALISM IN THE 

INTERVIEW DATA 

This and the following two chapters present an analysis or the interview data. I'his 

chapter focuses on individual intcrvicwccs' responses to two spcciric questions, 
analysing their comments in relation to the particular conception of teaching and 
professionalism inherent in the data. Following this, Ch3ptcrs 9 and 10 present a 
thematic analysis of the interview data, focusing on two broad areas, namcir. policy 
structures and the policy process; and tensions and resolutions. 

8.1 The Interviewees 
Sixteen interviews were carried out with people idcritifiod as having 'elite' roles within 
Scottish education. 11crc'clitc' mfcrs to the position orpowcr held by individuals in 

terms of their narrative privilcgc, or capacity to influence the discourse. I lowcvcr, it is 

not suggested that membership orthe category 'elite' necessarily implies any 
homogeneity of view, nor, thcrerorc, that the dominant discourse be idcritiflable in terms 

of a fixed view to which all members of the elite group subscribe. I lumes' (1986) notion 

of 'the leadership class' is worthy of noting in this rtspcct: he argues that it is the 

complexity of the intcr-rclationship between elite players in the Scottish education 

system that governs policy development, and that while die outcome might be 

consensual, the process is generally not. Tbcrcrorc, any dominant discourse will reflect 
the dominant features of relevant debate rather than a fixed and unanimous position. 

The intcrvicwccs were chosen by virtue of their positions in representing or leading a 
key stakeholder group. (See Chapter 6 for a detailed discussion of the methodological 

considerations of elite interviewing. the selection of the sample and the procedures 

used. ) Of the sixteen, four were female and twelve male -a figurc "hich would seem to 

be fairly representative of the gender balance in senior posidons within the education 
field. An original target list of potential intervicwccs was fairly easy to identiry, with 

other significant elites being idcntiricd by intcrvicwccs themselves. Where a name was 
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mentioned by several of the original intcrvicwecs as being of significant influence in the 
development of CPD policy, the pcrson was approached. Table I below gives a 
breakdown of the intcrviewces by stakeholder group. 

Table 1: Breakdown of intcrvicwccs by stakcholdcr group 

Interviewee JIMI I'Ll Civil 
Servant 

Director 

of 
Education 

UICS CT 
Project 
Group 

I'Vor. 
Assoc'n 

Politician 11T NISC 
CPD 

2 

3 

4 

5 

6 

7 

8 

9 

10 V, 

12 V 

13 

14 

15 

8.2 Chapter overview 
71is chaptcr prcscnts an analysis orthe intcrview data drawing explicitly on 01c 

discussion prcscnted in Clmptcr 4 which explored varying conccptions oricaching and 
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of teacher prorcssionalism. While different writers use different terminology, broadly 

speaking they idcntiry a range orpositions which might uscrully be considered to be 

contrasting in terms of their capacity to support either a technical-rationalist view or a 
social democratic view orthc purpose of teaching and role of the teacher. I'lic technical- 
rationalist view positions teachers in the role or implcmcntcrs of externally devised 
directives, where quality assurance and accountability are generally achieved through 
individuals being measured against prescribed standards. Within a social democratic 

conception, teachers arc deemed to be responsible for developing ways orpromoting 
greater participative democracy within schools, and where creative and collaborative 
work is expected. Also key to this conception is a commitment to social justice and 
equity, where social and political dimensions orteaching play a central role. Under this 
conception, quality assurance and accountability would be more likely to be generated 
rrom within the profcssion and its community. 

While some of these issues arc discussed in the thematic presentation of interview data 
in Chapters 9 and 10, these chapters do not comp= views across the entire Interview 

sampic. This chapter therefore contributes a difrcrcnt approach to the interview analysis 
by analysing this spccific theme across each of die interviews in turn, in order to make 
comparative comment on the positions presented in the data in relation to both technical. 

rationalist conceptions of (caching and proressionalism and social democratic 

conceptions. Ibis chapter also provides a greater sense of die individual Intcrvicwccs 

and their particular views than will be evident in Chapters 9 and 10. illustrating the wide 
range of views which arc held within an clitc group. Indeed, breaking down the data in 

such a way shows that while each of the intcrvicwccs can undoubtedly be described as 
clitc in terms of their role within Scottish education. belonging to such a group of people 
does not mean that they will necessarily all subscribe to the same basic cducation3l and 
ideological views. 

Due to the nature of the interviews with unique and elite figures, the interviews wcrc 
scmi-structurcd in nature (Chapter 6 provides a more detailed mtionale), meaning that 
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each interview did not follow the exact same pattern of questions. I lowcvcr. the general 
interview outline, as provided in Appendix 2, included two particular questions which 

were asked orcach intcrvicwce, namcly: 

What do you want the CPD framework to achieve?; and 
What indicators should be used to measure its success? 

In responding to these questions the inicrvicwccs were required to give a vicw, whcthcr 
personal or representative of their particular stakeholder group, of what they felt should 
be the case as opposed to what they Nt would be the case. 7"his data can then be used to 

makcjudgcmcnts on the extent to which they might be said to subscribe to a particular 

conception of tcaching and professionalism. and also allows for an element of 

comparative analysis across intcrvicwccs which is not possible with all aspects of the 
interview data. 

83 Relevant conceptual analyses from The mview of littiraturc 

At this point it is worth revisiting some of the discussion in Chapter 4, and in particular, 
focusing on the work of Zcichncr (1993), Bottcry and Wright (2000a) and Sachs (200 1) 

to illustrate the contrasting conccptions outlined above. 

Zcichncr's(1993) four traditions of teaching were discussed, two or %hich fit neatly 

within the schema being drawn on in this ch3ptcr, the two traditions being: the 'social 

cfflcicncy' tradition which relies on 'scientific' knowledge about what constitutes 'good 

teaching' and which sits comfortably within a standards-bascd approach to teaching-. and 

the contrasting 'social rcconstructionist tradition' which embraces social and political 
dimensions of teaching and focuses on prcparing pupils to be critically A%%= 

participants in a democratic society, with the ultimate aim of promoting greater social 

justice. 
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Bottcry and Wright (2000a) also provide a useful means oranalysing different 

orientations in teaching, arguing that the dominance of the technical-rationalist approach 
in England is at the cxpensc of both the 'public orientation' which emphasises the 

responsibility inhcrcnt in public service with a particular focus on the developmcnt or 
participative democracy in schools, and the 'ecological orientation' %Phich concerns 
itself with teachers' awareness of the wider global context within which the nation state 
is situated. 

Sachs (2001) Wntifics two contrasting teacher identities which also illustrates the 

contrast between tcchn ical -rationalist conceptions and social democratic conceptions. 
She describes the 'entrepreneurial identity' as being principally individualistic and 
competitive within an externally regulative and controlling framework. In contrast she 
describes the 'activist identity' as being primarily concerned with reducing or 
eliminating exploitation, inequality and oppression. These two teacher identities can be 
located within two broad traditions of prorcssionalism: managerial and democratic. 

Sachs idcntirics the principal features of man3gcrial prorcssionalism as being 

cffcctivcncss, cfflcicncy and compliance with policy, whereas democratic 

professionalism prioritiscs social justice, fairness and equality, and emphasiscs 

collaborative action. 

In addition to the above conceptual frameworks, the spectrum of CPD models 
introduced in Chapter 5 also helps to Illustrate the contrast, with 'transmission' type 

models fitting within the technical-rationalist approach and the 'trans rormativc' type 

models fitting within a social democratic approach. 

Figure 2 below summariscs the conti-asting conceptions outlined above. 
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Technical-rationalifl Writer Social democratic conceptions 

conceptions 
'social ellicicncy' tradition - Zcichncr(1993) 'social reconstruct, ionist'tradition 

relies on 'scientific' evidence or - embraces social and political 

what constitutes good teaching dimensions orteaching 

Tochnical-rationalist approach - Bottery & Wright 'public' orientation - rocuses on 
focuses on (2000a) responsibility inherrnt in public 

Compliancelcompocrice or service and emplmsises the 
Individuals teachers within development of participative 

narrow context or the classroom democracy in schools 
lecolnical' orientation - concerns 
itscirwith teachers' awareness orthe 

global position in %hich the nation 
state 13 situated. and the concomitant 

pressures 

'entrepreneurial identity' of 'activist' ldcntity- primarily 

teachers - individualistic; concerned to reduce or eliminate 

compcti6vc; controlling and exploitmion. inequality and oppression 

regulative; externally dcrined Sachs(M) 

'managerial professionalism'- *democratic proressionalism- key 

key reaturcs Include rcaturcs Include emphasis on social 

cffcctiveness, cfliciency and Justice, fairness and equality. 

compliance with policy. Emphasis on collaborative action. 

'transmission' models of CID - From review or 'transformative' modc13 Of CPD 

where content knowledge models of CPD in where C111) ackno% lodgcs social, 

assumes priority over contextual, Chapter 5 cultural and political dimensions, and 

cultural or political knowledge. helps and encourages teachers to 

and the focus lies on teachers contribute to the rormation and 
implcmcnting pre-dacrinincd development of cvJucation policy 

education policy dirwives 

Figure 2: Contrasting conceptions of leaching and professionalism 
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8.4 Anslysing the Interview daig 

Figure 2 above outlines a range orways in which icchnical-rationalist and social 
democratic conceptions of teaching and prorcssionalism might be expressed. This 

framework was used in the analysis of cacti of thc 16 interview transcripts. Responses to 

the two questions about intcrvicwccs' views of what the CPID framework should achieve 

and what indicators should be used to measure its success were analysed for comments 

which would indicate a conception of teaching or prorcssionalism which would fit under 

one of the two categories summariscd in Figure 2 above: tochnical-rationalist or social 
democratic. 

Each interview transcript is dealt with in turn, using the order presented In Table I on 

page 122, drawing out cxampics which demonstrate key aspects of cithcr of the two 
broad conceptions. 

Inteniewee I 

lntcrvicwcc I is a SEED civil servant who at the time or interview was working on the 
implementation of various parts of die McCrone Agreement (SEED, 2001), including 

the dcvclopmcnt of the CPD framework. 

The intcrvicwce stated quite unequivocally 11130thefundamental aim /ofthe CPD 

frameworAl Is the advancement of leaching and learning and making sure that csvry 

child has every opportunity' -a statement which appears to fit neatly with Sachs" notion 

of democratic professionalism %filch cmphasiscs social justice and equality. I lowcvcr, 

in the next paragraph the intcrviewce goes on to Illustrate this statement using the 

following example: 

ifyou are able to help a child... a child who's maybe struggling more, then 

whatever achievement they get. and /I mightnot be something which could 

ever be rccognised as afantastic exam result. but to that individual If that is 

a real advancement, that It a rcal achievement to them. then that Is very 
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important. I think evcrytcaclierwouldagrre with that. joyes, Ithink CPD 

has to bc about more thanjust Individual results and returns about 

affainmcnt 

So while the view would indicate that the intcrvicwee sees the purpose of CPD as 
helping individual children to achieve more. and therefore Is not subscribing to a 
tcchnical-rationalist view, it does not go as far as to set the child's achievement or 
potential achievement within the wider context in which Sachs' democratic 

professionalism sits. For cxwnpic, the above illustration sccms to describe the onc-to- 
one relationship between the pupil and the teacher, and does not go as far as considering 
the importance of collaborative action. 

In relation to indicators of success of the C111) framework-, the intervicwce's responses 
are much more clearly located within die technical-rationalist conception. Various 

possibilities arc listed, including 'monitoring completion ofCPD'-%Iiich inrers that 
CPD is episodic, locating the view within the transmission model of the CPD spectrum. 
This is supported by rcrcrcnce to the need to look at 'the quality ofCPD available' and 
'the access to CPD opportunities', inrcrTing that these have to be provided for teachers 

as opposed to teachers taking control of their own CIID. 17he word Imonitoring'is used 

extensively in the response, suggesting a reliance on external control consistent with 
what Sachs describes as the entrepreneurial identity orteachers. 

It is interesting to note that while the response to the first question about the purpose of 
the CPD framework indicates sympathy 'Willi both the technical-rationalist and the social 
democratic conceptions, the question about indicators of success relics much mom 
heavily on external monitoring and regulation consistent with a tcchnical-rationalist 

conception. 
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Interviewee 2 
At the time of the interview, Intcrviewce 2 was a senior figurc in I INI IE The 
intcrvicwce's responses adopted a vcry official tonc, Scncrally offcring the 'party line' 

rather than personal opinion. 

'Me intcrvicwcc used an analogy to describe the purpose of the CPD framework. 

suggesting that TPD becomes the motorway that gets)-ou to a desirable destination' 

and that it is 'how you build that motorway [that] Ls really quite Important'. When asked 
if it was pcrhaps also about how you definc the destination, the Intcrviewce replied: 
twell Ithink the destination Is &J7nedby Afinisters ovvr theycars ". 11iis is a clear 
indication of support ror Sachs' cntrcprcncurial conception ortexulier idcntity, which is 

ch=ctcriscd by control and regulation that is externally defined. Intcrvicwoc 2 went on 
to illustrate this by explaining that CPD rccds 'tvry directly Into clear overall 
Government targets like inclusion'. While die notion of leaching its a means of 

promoting social justice would rail within the social democratic conception, the mention 

of inclusion here appears to relate to current Government policy as opposed to equality 

as a general principle. To view the CPD framework as principally a means ordelivcring 

centrally agreed Government targets negates the concept orcoiiaborative action 

emanating rrom within the prorcssion; a key aspect of die democratic conception of 

professionalism. I lowcvcr, there was also mention of the ever-changing context within 

which teachers work, and the need for teachers to be aware of the need for change and to 
be able to 'manage that change'. 

In response to the question about indicators of success of the framc%vork, the intervicwcc 

rightly pointed out the complexities of the procem : uvJ die difficulty in being able to 

attribute improvements in teaching and Icarning to the implcmcntation of a formal 

framework of CIT. I lowcvcr, he did suggest dint I IMIC 'wouldprobablyfairly early on 

mount what we call an atpect task. which Is to look at the way the policy is bedding 

down across the countV. I le went on to suggest that thcreafter, 'Ifthere is to be an 

exivc1ation, teacher by teacher Ithat CPD Is to be accounledforl' then in the course of 
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school inspections, 'it would be ourjob to monitor whether or not that k Infact being 
delivered by the local authority. This view demonstrates several rcaturcs which would 
align with tcchnical-rationalist conception of leaching and proressionalism. For example 
the assumption that the expectation would be 'teacher by leacher' indicates an 
individualistic view, which is compounded by the expectation that it be monitored 
externally; these aspects reature highly in Sachs' entrepreneurial conception of teacher 
identity. In addition, the implication that local authorities be responsible ror 'delivering' 
CPD aligns with the transmission-typc models of C111). Ali orthcsc features rclate much 
more readily to a technical -rationalist conception than a social democratic one. 

Overall, the majority of Interviewcc 2's statements seem to suggest a clear alignment 

with a tcchnical-mtionalist conception of teaching and prorcssionalism - much more 
explicitly so than with lntcrvicwce 1.1 lowcvcr, the context of the intcrvicwcc's position 
and role is also orrclcvanec, and it is perhaps therefore unsurprising that a member or 
I IMIC- might align with a conception of teaching and proressionalism in which 

regulation, external monitoring and a focus on compliance with policy feature highly. 

Interviewee 3 
At the time of the interview, Intavicwcc 3 was a membcr of die Chatiercd Tcacher 

Project team, and hcncc. while the intcrvicw sought to focus on the CID framework as a 
whole, this intcrvicwoe's responses oflcn related purely to the chartered leachcr element 

of the framework. 

Initially Intcrvicwcc 3 outlined three main purposes of the chartcrcd teacher programme 

as opposed to the CID framework- as a whole, these being: to improve further standards 
in learning and teaching; to improve the status of teachers; and to bring financial reward 
to class teachers as an incentive for them to remain in the classroom and not scck 

promotion outwith. I le was then ask, cd if these purposes could be translated to other 

parts of the framework. I Ic acknowledged that the issue of increased financial reward 

was not quite as relevant to CIID in general, but that improvements in teaching and 
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teaming were a central plank of CPD. Ile then drew an interesting distinction, 

suggesting that while improvements in teaching and teaming would be an important 

outcome of CPD, it was'not an absolute necessity in that some ofthe CPD will he to do 

with the schoolprocedurcs'. 17his suggests that the intervicwcc was scparating the 
school environment and community from the issue of teaming. Under a social 
democratic conception of teaching, the context of teaching assumes considerable 
importance, rcndcring this intcrvicwre's comment more in alignment with a technical. 

rationalist conception of teaching in this rcspccL There is further evidence for such an 
interpretation when the intcrvicwcc goes on to highlight the central role orthe standards 
(ITE, SFR, SCT and I Icadship) in the framework, arguing that'that still leaves out the 

principal teacher - one that I think personally shouldbe there'- a view which fits 

neatly with Zcichncr's social clTiciency tradition of teacher education which relies on 
written statements of what constitutes 'good' teaching. 

The intcrvicwcc's response to the question about indicators of success was set firmly 

within the context of the chartcrcd teacher programme. One or the central issues raised 
by the intcrvicwce echoes the point discussed above. I le mported concerns voiced by 

teachers that, in studying ror the chartcrcd teachcr qualification, a teachcr might 'tale 

their eye offthe leaching andlearning going on In the clatsroom' signalling his 

agreement with this possibility with the phrase'andobviously there is a danger there, I 

think'. Again this indicates a sense that teaching and learning In the classroom is 

scparate from othcr cnvironmcntal, cultural or contextual ractors. 1 le did go on tojustify 
how the chartered Icachcr programme might bridge this perceived gap between 

academic study and practical application by explaining that: 

7hey [the potential chartered teacher] will Identify this piece of work Ithal 

they are car? ying out In school anývwl and they will rrallse that some of the 

things that they will be doing at part ofthis work relate to Ilse chartered 
leaclicrprogramme. to the competences. So they will discuss with their 

assessor how they are cosering the competences. 
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77his explanation exhibits several features consistent with a tcchnical-rationalist 

approach to teaching and professionalism, not least of which Is the way in which the 
6competenccs' or standard provide the evidence that good leaching is happening. The 
inherent compliance with externally devised policy displays key features of managerial 
professionalism. 

Inten, lewee 4 

Interviewee 4 is a high profile local authority dircctor of cducation with a kccn intcrcst 

in profcssional dcvclopmcnt for leachcrs. 

Ile intcrvicwcc began his response to the question about what he Nt to be the purpose 

of the CPD framework by providing a historical context. Interestingly he described 

developments under the previous system of local governance as being: 

... much more related to the agenda of /is time, which was mVbe perhaps 

more about performance and good performance being rewarded and so on 
because that was really, in terms ofthe management of the do,, In the pritute 

and the public sector, that was the In4hing. 

In the above statement the intcrvicwcc is clearly describing a managerial approach to 

teaching. I lowcvcr, he sets up this historic context as a con= to current policy 
developments in rclation to teachers' professionalism development - clearly suggesting 
that he does not think die purpose of die emerging CPD framework would fall within a 
technical-rationalist conception of Icaching and professionalism. 

I Ic wcnt on to dcscribc what happcned in his own local authority af1cr local governmcnt 
morganisation in 1996 talking about the CPD policy as 'a scheme to desyloppeople 

professionally andgive them support rather than a scheme to appraise them', going on 
to asscrt that the ncw policy Iwasn't to be seen as a management toot Coming doWn to 

teachers, rather something)vu ou-ned w)vur right'. Iltis conccption of profcssional 
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development falls within the social democratic conccption in that it emanates from the 
proression as opposed to being imposed on them, and Is to be used as a means of 
improving rather than as a means of accountability. The involvement of teachers in the 
policy development process falls within a transrormative modcl oran) as well as 
illustrating features of Sachs' democratic professionalism. 1 lowcvcr, Intcrvicwcc 4 did 

point out that his local authority was die first to 'get to thepoint where It [the newly 
developedprvfessional review and development scheme] was compulsory - In a nice 
way', indicating perhaps slight leanings towards the critmprcricurial identity of teachers 
where regulating of individual teachers forms a key part. Nonetheless, this intcrvicwcc 

was unequivocal in his expression of the CPD framework as something which would not 
be imposed as a management tool. 

In outlining his views on what reatures he would deem to be indicators orsucccssrui 
implementation of die CID ftmework, Intcrvicwcc 4 stated that he did not think there 

was a need ror national monitoring - rather that evaluation or monitoring of the 
implementation of the framework should be carried out at a local level -again 
demonstrating a closer alignment with social democratic principles ormanagcmcnt than 
ortechnical-rationalist principles which rely on external regulation and control. 
I lowcvcr, he did concede that nationally there might be a requirement for local 

authorities to report on progress, in which case he suggested returning data on 'Iww 

manylvople go through theframe%wrA'- perhaps signalling an inevitability that there 

would be some rorm of external, national accountability imposcd. 

Infers-lewee 5 
lntcrvicwce 5 is a scnior GI*CS official %%ho, as wcll as bcing on the Ministerial Stratcgy 
Committee for CPD, had becn involved in a numbcr orClID rclatcd devclopmcnts, 
including the dcvclopmcnt of the new tcachcr induction schcmc. 

I'lic intmimcc's response to the qucstion about what be would want to scc flie CPD 
fmmcwork achieve does not at first glance appcar to subscribe to cidier of the 
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conceptions of teaching and professionalism encompassed by technical-rationalist or 

social democratic descriptions. I le talked about wanting to 'create a culture where 
teachers see CPD as something that they are professionally entitled to'; perhaps 
indicating that entitlement is the key as opposed to cnforccmcnt, %hich would feature 

within a tcchnical-rationalist conception of teaching. I le went on to suggest that 'It's not 
the old In-service courses, it's not the old twilight courses but it is something 

professionally stimulating', here perhaps suggesting that the previous model of CPD 

relied too heavily on a transmission model ordclivcry. 

I lowcvcr, when asked about what indicators should be used to measure the success of 
the CPD framework, the intcrvicwce used language which indicated much clearer 
alignment with a (cchnical-rationalist conception: 

... a 101 ofthinking has gone Into how you ikvisc a Ostem that is consistent 

across the country, that's nationally acceptable. that has quality Wicators 

asfar af delivery Is concerned and that's asfair asfar as the competences, 

are concerned 

I'lic focus on national consistency measured against externally defincd compctenccs 
displays key features of what sachs would dcrine as die entrepreneurial identity or 

teachers working within a system of managcrial prorcssionalism. 11is was also evident 
later in the intcrvicwcc's response where he suggested that 'Ifthe GTC is to accredit 

providers [of CPDJ ... there will have to be some methcklofevaluating the provider. and 
Ithink that will have to be done annually. ' Not only does this suggestion fit within a 
technical-rationalist conception of teaching and professionalism, but the response overall 

omits any mention orcollaborativc prorcssional development orof wider social or 

political dimensions of teaching, thereby Indicating no strong allegiance to the principles 

of a social democratic conception of teaching. 
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Ile intcrviewcc did go on to acknowledge that teachers might well be expecting 
different kinds of indicators of success than other stakcholdcrs,, A, ho he suggested 'may 

be lookingfor something more concrete In terms ofsomahing), ou can assess or 

somethingy, ou can evaluate'. 

As with intcrvicwec 1, in terms of the purpose of the CPD framework, Interviewce 5 did 

not appear to align his views explicitly with either a tcclinical-rationalist or a social; 
democratic conception, but when expressing his views about indicators of success, there 

was clear evidence orsupport for a technical-rationalist agenda. 

Interylewee 6 
Intcrvicwcc 6 is a senior university figure who had bccn a GTCS council member and 
who at the time of the interview was a mcmbcr of the Chartcmd Teacher Project Team. 
Interestingly, throughout the interview this intcrvicwoc tended to express views as 
personal, for example II think' or 'I believe', rather than purporting to be giving a 
factual response or to be rcprcscnting a particular stakcholdcr group. 

11is intervicwcc: spoke about what a CPD framework would do for teachers - as 

opposed to what it would do for pupils - highlighting the benefits of establishing 
'benchmarAs, in carccr-long prorcssional development. Ile also talked about die 

recognition, both public and prorcssional, that would accrue to teachers as they passed 
through the various career milestones laid out in the CPD framework. As with 
Intcrviewcc 5 above, these comments do not lie clearly within one particular conception 

of teaching and professionalism, however, the emphasis on individual teachers does lean 

more towards some aspects of the technical -rationalist approach than the more 

collaborative social democratic approach. 17his was Illustrated In a latcr statement where 

the intcrvicwcc set the development of the CI'D framework within the context of the 

Sutherland report (see Chapter 2 for detailed discussion of die development of the 

framework), which acknowledged that 'there was an cnormous amount of CIID work 

undertaken [in Scotland] but not enough of it was quality assured. ' Inicrviewee 6 went 
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on to express his view on the need for a national framework to be consistent and 
applicable throughout the country: 

If it Is a nationalframework then each stage In theframelfork Should mark 0 
publicly agreed statement of what you henv achieved by that level. and that 

would be buttressed by ways ofassuring that the stan&W It consistently 

applied throughout the country. So having aframework Is Inot/just goodfor 
the profession but I think It Is [also] goodfor an Individual teacher to have 

targets. 

This comment contains several features that would be consistent with a technical- 

rationalist conception ortcaching and prorcssionalism, in particular. die externally 
defined statement of achievement at various levels; the notion of national measures of 

quality assurance and the compliance with policr, and the individualistic sense in which 
teachers would comply with the prescribed standartfs. 

I lowcvcr, the intcrvicwcc's commcnts were not solcly in relation to the impact of the 
framework on teachers: he did make links bctwocn the succcssrul implementation of the 

framework and improvements in pupil learning. Uls st: ltcmcnt fitted with what 

Zcichncr describes as the social cfficicncy of teaching, the intcrvicwce having talked 

about the way in which the framework would validate 'effective' proressional action, 

which would 'have apositive impact on [pupil] karning'. While this In itself might not 
indicate a wholesale subscription to a technical-ration-alist conccption of teaching and 

prorcssionalism, the absence of any rcfcmncc to widcr social and political dimensions or 
to the collaborative nature of democratic prorcssionalism, suggests that the interviewcc's 

comments would not fall within the social dcmocratic conception. 

Inten, lewee 7 
Intcrvicwce 7 is a senior official in one of the main (cachcr associations in Scotland. At 

the outset he gave a rationale for his prcfcrcncc not to use the term TIID framework', 
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based on his understanding that 'the notion ofa cohcrentframework' had come to gain 
popularity despite the fact that 'it has grownjrom apparently discreteparts'. Due to the 

nature of his understanding and belief about the origins of the rmmework, the sense or 
the question regarding what he would want a national framework of CIID to achieve is 

called into doubt. I lowevcr, he did make comment later on In the interview about what 
he would hope CPD in general would achieve. 

In drawing the interview to a close, Intcrvicwce 7 was asked who he thought would have 

most to gain from the CPD framework. I [is initial response was: 'thefaccilously OwIcal 
answer Is that there's a whole indaviry out there, about to develop, and there will be big 

Issues about quality control and accredflation', adding the rider'but that 's slightly 
flippand' I lowcvcr flippant the comment, it does hint at his acknowledgement of the 

existence of a technical-rationalist culture which focuses on such issues as external 
regulation and control, and compliance with policy directives. I lowcvcr, presenting the 

comment as he does tends to suggest he is distancing himscir from such a conception of 
teaching and prorcssionalism. 

The intcrvicwcc went on to suggest that teachers would have most to gain from the CIID 

rmmcwork: 'potentially they couldgct a huge amount ifthis all works, Illustrating this 
by giving examples of some of the demands on teachers that have surfaced recently, ror 

example, increased use of ICT and the thinking skills agen4la. I lis next comment fits 
directly under the transmission category of CPD models: 

So there's a massive deficit there [in teachersability to cope with new 
demands on them] and (Ne start to close that then I think teachers willfeel 

a lot more comfortable In theirjobs and less stressed by the challenges and 
demands that are being made ofthem. 

While this comment fits broadly under the category defined as technical-rationalist, the 
intcrvicwce did draw a distinction bctwccn this approach, albeit remedying a perceived 
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dcricit, and a more explicitly tcchnical-mtionalist conception %hich would see CIID as 
'something that's being done tojvu byjvurcmplo)rr as opposedto something thatpu 
actually choose to do and want to do. 

While at times the intcrvicwcc appears to be distancing himself from some of the currcnt 
practices which display charactcristics that have bccn defined as broadly fitting within a 
tcchnical-rationalist conception, he does not, on the other hand, subscribe to a social 
democratic conception of teaching and prorcssionalism In any cxplicit way. 

When asked about the indicators he would use to measure success of the framework-. 

Intcrvicwce 7 reported his answers under two categories: 'objectltv' measurement, for 

example, 'the scale ofactivity that has taAen place' including 'prpgression towardi 

chartered teacher' which would be measurable in terms orteachers gaining Increments 

on the chartered teacher pay scale; and more 'Indirect' things such as motivation and job 

satisfaction. I lowcvcr, he too acknowledged the complexities in Identifying which 

measures of progress in terms of pupil achievement or attainment could be attributable 
to the CPD framework. lntcrvicwcc Ts responses appear to Indicate an acceptance or 
the inevitability of the use orobjcctivc measures, but he did not state cxplicitly that he 

would support the use of such indicators. On the other hand, he did not suggest 
indicators which would appear to align themselves more readily with a social dcrnocrutic 

conception of (caching and prorcssion3lism. 

In summary, while there are indications that Intcrviewce 7 is critical ora technical. 

rationalist approach to CPD, he does not demonstrate any clear alignmcnt with a social 
democratic approach. 

Inten-lewee 8 

lntcrvicwce 8 is also a senior teacher association official; not from die $me association 

as Intcrvicwcc 7 above. I lis traditional trade union stance Is clear throughout much or 

the interview through his focus on issues orpay and conditions. 
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Ile initial response to the question about what he would wish to see the CPD framework 

achieve illustrated sympathy with the notion of C11D as rcmcdying a deficit - fitting 

within the transmission category of types of CPD models, for example: 17here 's been a 

particularproblem as methodologies change, as the curriculum has change4 as the 

whole ethos ofteaching has changetj that CPD has tiot Aept pace with that. ' 1"here are 
further indicators of the intcrvicwce seeing CPD as serving transmission-type purposes 

when he suggested that 'there is also reservation about the way In which It Is delivered - 
whether the professionalism and the delivery ofsome of the stuff was as evident as Ilse 

professionalism /I espoused. ' 

Othcr than suggesting CPD as a mcans of rcmedying a deficit, the Intaviewce made no 

othcr suggestions as to potential bcncrits of the CPD framework. 7bis would sccm to 

suggest that his view lies quite firmly within a tcchnical-ration3list conccption of 

teaching and professionalism. 

While lntcrvicwcc 8 acknowledged the difficully in cvaluating some orthe more 

qualitative aspects orthe framework, his views about the types of indicators that should 
be used to measure the success of the framework nonetheless aligncd with a technical. 

rationalist conception. For example, he stated that 'clearly the uptake rates on the 

courses that arc offered' is something that can be measured easily, but went on to wam 

that just because a teacher attends a course does not mean that they have necessarily 

engaged with the subject. When pushed to Identity what fie meant by 'some ofthe more 

qualitative aspects' he responded by saying that If teachers perceive that the 
implementation of the chartered teacher programme goes well then 'people willperceive 
CPD as being much more ofa success', but that 'ff we are engaged In the travails ofa 

p4T-claim which Is going nowhere ... then it will be a %Try differrnt matter. ' 11is 

response indicates an understanding of the "qualitative aspects' to mean how pleased 

teachers arc with the framework rather than qualitative indicators such as an Increase in 
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dcmocratic participation in schools, or improvcmcnts in participation by pupils from 
lowcr socio-cconomic backgrounds. 

Inten, lewee 9 
Tbis intcrvicwee is a high profile local authority director of cducation, %ho was also a 
member of the Ministerial Strategy Committee for CIID. 

In direct contrast to the intcrviewce reported above, Intcrvicwce 9 stated that he would 

want the CPD framework to result in 'teachers being professionally curious. I le went 

on to illustrate this with an incident in his own local authority In %hich he Wa direct 

responsibility for working with teachers %ho were helping pupils to deal with the 

aftermath of a trauma, claiming that many of the teachers lic worked with, but in 

particular secondary teachers, appeared to view their role as a narrow, academic one 

rather than having responsibility for social dimensions of pupils' cxrvdcnccs. Ilis sets 
Intcrvicwcc 9s statement clearly within a social democratic conception of teaching and 

professionalism. Ibis was reiterated when he summed up his view saying: 'lonly want 

teachers to be effective teachers, but they need some professlowl curiosity about the 

context within which they are orvrating am/ how they engage withfamilles and with 

oiherprofessionaLf to succeed in that'. 71is statement contains sevcral of the key 

features of Sachs' democratic proressionalism and Bottcry and Wright's public 

orientation - both of which point towards the intcrvic%vc subscribing to a social 
democratic conception of teaching and prorcssionalism. 

I'lic next part of the interview followed a diffCMt path. but In concluding his rcsrK)nse 
to the question about what a CPD framework should achieve, the intervicwcc talked 

about a range of issues which were currently being debated. sudi as the esteem of senior 
teachers, but asscrtcd dint these were not the Important Issues: 'the 11m1wwant] Issues 

are about quality of education and issues of... we Ire not doing nearly enough to suplxw 
y'. This Is yet again a clear the educational achievement ofthildirn sufferingfrom ix)vvrf 
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indication of the intcrvicwce's support for a social democratic conception of tcaching 
and prorcssionalism. 

In terms of indicators of success of the CIT framework, the Intcrvicwce did not make 
specific suggestions; rather he drew a contrast between 'accountability and 
a empowerment', indicating his support for an emphasis on cmpo%=ncnL I lowcvcr, he 

expressed a view that this message would have to come explicitly rmm politicians, and 
that if this did not happen then there was little chance of the proression delivering 'the 

twinivaks ofralsing achievement andsocial Inclusion'. 'Me intcrvicwce clearly 

supports a social democratic conception of teaching and prorcssionalism. acknowledging 
his awareness that this requires not only a commitment to reducing inequality, but also 
that this needs to be set within the current political and cultural contcxL 11iis, again, 
dcmonstratcs several of the key features of the social democratic paradigms described by 

Zcichncr, Botttcry & Wright and Sachs. 

Intcrvicwcc 9's responses indicate explicit support for a social democratic conception or 
teaching and prorcssionalism, and intcrcstinglyo would appou to be the most 
unequivocal of the interviews analysed so far in this chapter. 

Inten, lewee 10 
lntcrvicwce Io is a civil servant, who at the time or the Interview was working on the 

new induction arrangements for probationer teachers in Scotland. Throughout the 
interview, the intcrvicwcc's answers were guarded, rairly brier, and clearly intended to 

reflect an official view as opposed to a personal view. 

Whcn askcd what the CPD fr=cwork, should achiew, Intcrvic%vcc 10 replicd: 

I think that it Is our vlov, and It's a shared view, that lk"Ing an effect1w 
CPDframework to which allpardes are committed. 'leachers. schools. 

authorities, the F-recutive etc.. that the purivse ofthat Is to Incrrare the 
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professionalism... of the pn)fesslon... To maAe a better quaVied. more sey*. 
aware, highly trainedprofesslon which Is &p-to-dale and constantly lcx)Aing 
for ways to develop their All& 

Ilis statement displays several features of a icchnical-rationalist nature, for example: 
the ideal of commitment to and compliance with agreed policy; the emphasis on 
Cffcctivcncss and efficicncy; and the focus on 'skills' and 'training" %%hich underpin a 
transmission view of CPD. In addition, there Is no mention here orany of the wider 
aspects of a teacher's role, and no explicit cognisance uk-en of social or political 
dimensions which would indicate leanings to%kzrds a social democratic conception. 

This alignment with a tochnical-rationalist concept of leaching and prorcssionalism was 
exhibited again in response to the question about Indicators orsucccss orthe cm) 
framework. The first indicator suggested was that there should be 'some Aindofpnx)f. 

or evidence, that all teachers are actually accessing the opporfunlryfor professional 
development'. This rcflccts a commitment to what Sachs would term "man3gerial 

Professionalism' in that it focuses on the compliance with policy, and Wntifying 

efficicnt means of ensuring such compliance, as oppow. d to Identirying %khat the 

outcome of such compliance might be. 

Intcrvicwcc 10'sbricrguardcd and lofficial'rcsponseslothcsc. and other, questions 

rcflcct many orthc reaturcs of a tochnical-rationalist approach: focusing on czompliance 

with regulations which arc externally defined; not considering altem3tivCS outwith Wig 

has been prc-dcrincd as good or cffevivc teaching: and paying want regard to 

contextual, cultural or political dimensions of the teacher's role. 

Inten-lewee 11 
Intcrvicwce II is a Member of the Scottish I'Arlianictit, And at the time or die Interview 

was his party's spokesperson on education. In Intcrprcting the Interview it should be 
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noted that the political party to which this hill belongs is not one of the parties in power, 
so criticism of current policy might be expected. 

In discussing the potential achievement of the CI1D framework, the intcrvicwoc began 
by criticising the current approach, arguing that 'the contemporary civil service view Is 
that evety1hing can be measured and that Wit Is not measurable it is not worthwhile - 
indicating the intcrvicwcc's clear opposition to the tochnical-rationalist view. I le went 
on to suggest that the quality of education dcbite in general is limited by the 'uncritical 

adoption' of language such as Istandards'and 'competence'. These statements outline a 
View that current Government policy might be said to fall under the technical-rationalist 

conception of tcaching and professionalism. with the intervicwce signalling his objection 
to it. In contrast to this, lntcrvicwce 10 cxpresscd his ravour for a model of CPD which 
would involve genuine democratic power to schools as communities'- a statement 
which is more in alignmcnt with Sachs' notion ordemocratic prorcssionalism. 

While it is impossible to predict what the intcrviewce's party might do were they to be 
in power in the Scottish Parliament, the interview nonetheless Illustrates a willingness on 
behalf of the intcrviewce to present his support for a CI'D framework %hich would be 

more akin to a social democratic model than a tcclinical-rationalist one. 

I lowcvcr, the intcrvicwcc's initial rcsponse %-vhcn asked about pOtCnti3l Indicators or 
success was to suggest that exam rcsults would clearly be one indicator, but that they 
'shouldnot be thefinal determinant'. While such Indicators might be sm to fit more 
readily within a tcclinical-ration3list conccption. the fact that Inicrviewce 10 wcnt on to 

argue that other factors such as satisfaction and happiness would also be important 

would arguably still fit within a social dcmocratic conccption oricadling and 
professionalism. Indccd, die notion orcncouraging dcrnocratic school communities fits 

with Bottcry and Wright's 'public' orientation oricaching, %hile the ackno%,, Icdgcmcnt 

that exam results am also important might also Indicate some wnse orthe -Ccoiogicav 

orientation where it is acknowledged that on a global stage cx= mults arc dccmcd to 
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be important. Them is a sense in which the lntcrviewcc expresses visionary hope for the 
future but also grounds it in the currcnt cultural and political context -a key fcature of 
the social democratic conccption of teaching and professionalism. 

Inlerviewee 12 
Intcrvicwcc 12 is a hcadtc-ahccr who, at the time of the interview was an active and 
prominent membcr of the Ministerial Strategy Committee for CPD. 

Intcrvicwcc 12's hopes for the CPD framework- wcrc that it 'ought to liberate the 
teacher, enable the teacher to develop ivrsonally arulprofessionally. I think scconxy It 

ought to enable schools to see how they can maximlsefrom the professlowls that are 
workingfor the benefit ofpupils. ' While not subscribing to some of the more controlling 
elements of the technical -rationalist conception, her response does not cncompass the 
wider social and political dimensions or%hoicsaie adoption of the social dcmocratic 

conccption of teaching and profcssionalism. Ifficrc Is also a sense In the rcsponsc that the 
focus is on individual teachers - illustrated by the comparison givcn bctwccn pupils and 
teachers: 

... now we are doing the same thingsfor ourpupils that we are J)Ingjor our 

teachers - we are trying to say that pupils need to dnvlop their personal 

skills and the skills that are going to equip themfor life 
... 11 e %v got tofind 

ways of becoming moreflexible and more responsive to the needs of 

Individuals. 

Tbe focus on individuals, and individual needs, Mates in part to Sachs' notion of the 
cnircprcncurial identity of teachers, Glthou& lntcrvicuvc 12 does not appear to 

subscribe to the competitive, regulating and controlling aspccts %%hich Sachs also 
idcntirics as a part of this identity. 
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The intcrvicwce's views on appropriate indicators of success also related to individual 

teachers, although she did not suggest that teachers necessarily be measured against 
some externally defined standard; rather she suggested that this should come from 

within the profession itselh 'People /un-c got to be able tolwint to success'. Again this 
view would appear to fall somewhere between the two extremes represented by the 
technical-rationalist and social democratic conception of teaching and prorcssionalism. 
I lowcvcr, unlike some of the intcrvicwccs, Intcrviewce 12's responses to both questions 
indicate a similar conceptual standpoint. 

Inten, lewee 13 
This intcrvicwcc is a senior figurc in teacher education, and also holds officc on ale 
Council of the GTCS. I lis own philosophy on cducation was apparcnt throughout the 
interview and rcsponscs are therefore more personal than rrprcsentative orcither teacher 

education or orthc General Teaching Council. 

lWore responding to the question about what the CPD framework should achieve, the 
intcrvicwcc cautioned that his thinking was principally inrormod by his expcricnee In 

rclation to secondary teachers. I le went on to say that he would like to see the 'subject. 

ccnirrdness or subject-boundedness' of socondwy education disippm. I Ic summed up 
his hopes succinctly: 'Afy xpiration... Isfor a CPDframeu-orA toj5cut on the bnWer 

Issues at the one level - the broader Issues ofichool. communit), # society. But Insofar as 
it Inevitably has tofocus on classroompractice'. 17his response is similar to that of 
lntcrvicwcc II- the MSP - in that it subscribes to the social vision of the socid 
democratic conception, and also situates that vision within the current political and 

cultural context. 

In tcrms of indicators orsucccss, IntcrvicwCC 13 suggcsted that 'diefirst arid matt 

simple [indicator] ofall is that teachers wouldwant to We /V 110%kvvcr, lie did not go 

on to suggcst how such cvidcnce might bc accrued. I Ic also proposcs that 'better 

communication amongst teachers' would be a kcy indicator, but again. docs not suggcst 
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specific means orgathcring this inrormation. I [is third suggestion, that ̀ pn; fesslonals In 

schools make more explicit to the public what they are achieving and not at has been In 

the past resort to a kind ofdefensiveness and a desire to restrict public access to school 
education' rcflccts the collaborative element that Sachs claims to be a vital component 
of democratic professional ism. I lowcvcr, his fourth proposal strikes a contrast to the 

preceding statements -a fact that he acknowlodged himscir, suggesting that it is 'almost 

a perverse one' - as he proposed TPD as a means oftulling the professionfrom time to 
time'. T'his sits firmly alongsidc the ideas expressed under the tcchnical-mtionalist 

conception, where CPD is used as a means orexternal control. The intcrvicwcc 

expanded on this suggestion, saying: 

Now I don't like being autocratic In that direction, but I think (fivu are 
going to have Ivrformance Indicators, or quality Indicators, then you havv 10 
be able to use thcmfrom time to time to Indicate, afier appropriate testing. to 

a teacher that they are no longer maintaining the sfarulanL 

The ovcrt emphasis on compliance with policy and external control and rcgulation 
renders this suggestion tcchnical-rationalist in nature -a stance which appears to be at 

odds with that expressed earlier. This indicates the complexities of die philosophical and 
ideological views that underpin die views of those education elite involvcd in the jx)licy- 
development process. 

Interviewee 14 
lntcrviewce 14 is a senior GTCS official, who Was IllsO a member Of die Ministerial 
Stmtcgy Committee for CPD. 

Intcrviewcc 14's response to the question about %hat the CIID frwnc%%-ork should 

achieve was brief. - 
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I think we would want It to givv teachers coedence In what they do and how 

they do it, and support them in that. If e is-ouldn It want to do llfgr teaciters. 
but to give then confidence to actually explain is-hat they tkv g1vv them their 

professionalism back because that 'r what It's about... it's about our 
professional confidence and ability 

While perhaps appearing to give little away, the response does Indicate a view that the 
CPD framework is more about teachers than it is about the outcome of teachers" work. 
In that sense it would appcar to fit better within the social democratic conception than 

the tcchnical-rationalist conception ortcaching and prorcssionalism. 

When asked about what the indicators of success should be, Intcrviewce 14 stated that It 

' would not necessarily be people "hieving a spec(fic outcome IiAe astamp on the head 

that says 'Chartered Teacher, but teachers.... being recognised and wwluedfor the work 
they do... '. Yet again this response rocuscs on teachers, and teachers' sense of 

professional worth. It does however acknowledge explicitly that many of the valuable 

outcomes orClID arc not easily or objectively measurable. Indeed. the lntcrvicwcc went 

on to acknowledge that these kinds ordimcnsions are 'attitudinal ... the culture'. and 

therefore 'they are not quantylable'. 

Later on in the interview, Intcrviewcc 14 drew a distinction bet%%= the kinds or 
indicators that SEED has used to measure success in the past, ror example, counting the 
numbers orprobationcrs succcssrully placed within the new Induction schcmc. and the 
kinds or indicators that she would propose which would rocus on quality rather than 

quantity. This may indicate an implicit recognition orthe need ror mc=mblc outcomes, 
and hence reflect elements of the technical rationalist view. 

Again, this lntcrvicwcc's responses illustrate thO complexities of d)c Ideological 

influences at work, showing that aspects of bod) Winical-rationalist and social 
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democratic conceptions can struggle for dominance within consensual, formal policy 
agreements and in individuals' (sometimes differing) policy aspirations. 

Infers-lewee IS 
Intcrvicwcc 15 is a civil servant, who at the time of the interview %%w Involved In the 
development of the CPD rmmework, work, ing closely with the NI inistcrial Strategy 
Committee for CPD. Unlike many civil scrvants who move dcparimcrits on a rcgular 
basis, his attachment to this particular dcprtmcnt orthe Scottish Exccutive had lasted 

approximately three years. 

At the outset, the intcrvicwce acknowledged opcnly that thcre was no formal articulation 

of the purpose of the CPD framework, and dint 11suriva jf)ou OsArdeach memberof 
the Committee [the AISC] to describe what they thought the rislon would k )vu Vgct a 
different response delvnding on theirparticular angle'. I lo%-cvcr, he wcnt on to state 
that as his responsibility was to draw all the various Intcrcsts togcthcr Into a coherent 

policy, then perhaps the purpose of die CIID framework could be described as sorticthing 
which would 'allow teachers to develop and enhance theirsAills and Anowledge antl 

understanding at the most appropriate time In their career with high quality CPD 

which... Is imailable to all teachers - no matter whcrr they are locatrif . 11is Is an 
interesting Illustration of how diffcring views within the policy-making community can 
be brought together to milca a consensus. 

The emphasis here is on tcar-hers'entillcmcnt to CID, As Opposed t0thc ultimate impact 

on pupils, as might be expected under a social democratic conception of teaching. 77he 

statement also suggests that as CID Is something that Should be Madc'mullable to' 

teachers; that it is provided for them. rather than something [Jut might be generated from 

within the prorcssion. 'Mis tends to suggest alignment with the transmission-type models 

of CIID discussed in Chapter 5, WucJi would fall under the tcchnical-rationalist 

category. Later on in this response. however, the lntcrvic%-cc expanded on the above 
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statement by suggesting that a number of other aspects would also rall within the broad 
dcrinition he provided: 

re-engaging the teacher with theirprofesshmalism. It's giving them that 

opportunity to recognise that they've got a resix)nsibillry to IRA about their 

professionalism and to ensure that they are actually delh-ering or tking 
things which allow them to deliver the vision ofimproving and ensuring that 

all ch Ildren in Scotland get the best Ix)ssibk start In 11(e. I mean ultimately 
that's the rok; It's not about maAlng life nicerfor teachers, It 's about maAlng 
lj(e bcttcrfor kidy... 

In this statement Intcrvicwce 15 does explicitly acknowledge the impact on pupils as 
being a primary driving force for CIID, but he does not go as far as to suggest what that 
impact might be. T`hcrc is also a sense In die above staicnictit, that the interviewet deems 

teachers to be lacking in 'professionalism', and that the CI'D framework might serve to 

rcmedy this dcriciLMc notion of the deficit model sits quite cleatly within %%hat Is 

described as the transmission model of CID, and is at odds with a social democratic 

conception of (caching and profcssion3lism. 

Intervicwcc 15's response to the question about rx)ssil)lc Indicators orsuccess focussed 

on the impact of the Chartered Teacher programme as opposed to the framework in 

general. I Ic suggested that there might be evidence from I IM IR school inspcctions or 
improved qual ity in schools which have chartered teachers on their staff. Ile went on to 

acknowledge that not all improvements would be easily mcasurable, but finishod his 

response by asserting that 'there %-111 be research done... it) see if we can determine 14, hat 

Impact It has had. Because at the erul ofthe d,, ry It *. r quite a signiricant amount ofmoney 
bcIngput Into It. ' While this response Is In rclation to the Chartered Teacher programme 
in particular, the emphasis on value for money locates the response within a technical. 

rationalist conception of teaching and prorcsslonalism; encompassing several features 

which would fit with Sachs, notion orman3gcrial professionalism. 
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Inteniewee 16 
lntcrvicwce 16 is a promincnt head teacher who was a mcmbcr of the Ministerial 
Stmtcgy Committcc for CPD and of the leadership and mariagment sub-group. 

Throughout the interview, Intcrvicwce 16 tcndcd to give responses %hich he presented 

as factual rather than providing his view or opinion; this %us cvidcnt In his response to 

the question about what he wanted the CI1D framework- to achieve. I lis responses staricd 

with: '... J(you take theframework, you know. the benchmarks- In terms ofpcople's 
careers'. lie then proceeded to go through the various standanN chartered teacher. 
headship, and so on, and surnmarisc their respective purposes. I Ic then rocused on the 

work he had been involved in with the leadership and management sub-group of the 
MSC, highlighting that the group W 'indicatcdthe Aindi efcompricnces tlult)vu might 
be seeking to display at these various stages [of kadership]. anil also the pn)fesslonal 

prvgrammes that might be necessary to hcIpprople reach these twriour levels of 

competency'. The rocus of the response is on structural and organisational elements of 

selected aspects of the CPD fr=cwork - suggesting an emphasis on compliance with 

externally devised regulative standards which feature heavily In a tcclinical-mlionalist 

conception ortcaching and prorcssionalisin. 

The cmphasis on structural and organisational dimensions of the CPD framework 

continued in lntcrvicwcc 16's response to the question about Indicators orsuccess, 

suggesting that 'things Me the taAe-upofthartered teacher... andSQlP. I lo%vvcr, he 

then went on to express concern about differcrit perceptions or%hat constitutes CIII), 

stating that some ()fmy staffare patsing off %, hat Is basic curriculum desvlopment as 
CPD'. I Ic went on to describe the kinds orCI1D he perceived as valuable in his school, 
for example, observing colleagues' classes and taking part In leaching and learning 

seminars. These comments tend to suggest a move away from the tochnical-rationalist 

conception of teaching, yet he did not go as far as to locate CID within the social and 

political dimensions of teaching that would indicate alignment with a more social 
democratic conception of teaching and prorcssionalism. 
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8.5 Convergence and divergence of views 
The data presented above outline %, here each intervicA-ccs' rCSponSCS to two specific 

questions lic in relation to either technical-rationalist or social democratic conceptions of 
teaching and professionalism. The responses for each intervicwce %, crc catcgoriscd as 
displaying features which arc: clearly social democratic (SD); generally SD; non-SI); 
clearly tcchnical-rationalist (TR); generally Tit; non-Tit; or between both conceptions. 
These catcgorisations reflect both the strength of view expressed, for example, 'clcatly' 
SD or'gcncrally' SD, and into-vicwces' explicit opposition to a particular conception, 
I. e. non SD or non-Tit. The 'between' category reflects a position %hich is not clearly 
idcntiriablc as veering towards either of the conceptions outlined. This catcgorisation Is 

presented in table format in Appendix 4. The data show that respondents cannot easily 
be classified as subscribing to one or other of die categories, as the majority of 
intcrvicwccs demonstrated aspects of both conceptions, to greater or lesser degrees. So 

while there is difference between intcrviewccs them am also differing conceptions being 

expressed within individual interviews. 

71cre are a number of interesting features arising from the data outlined above which 
hclp to shed some light on the complexities of the policy making process in %%hich this 

clite group of people in Scottish cducation cngagc. 

While some intcrvicwccs indicated views which could be catcgoriscd as non-social 
democratic, they did not, conversely, subscribe explicitly to a Wchnical-rationalist 

conception, and those that did display rcatums ora social democratic conception did not 
always do so complctcly, that is, they tended to support a collaborative approach to 
tcachcr development, but did not locate this within the wider cultural and political 
context of striving for greater social justice. Rather, the rocus was mom on structures of 
joint working and communication than it was on the rundamcntal purpose or impact of 

such action. 
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Only two of the intcrvicwccs (Intcrviewce 4 and Inicrviewoc 9- both directors or 
education in local authorities) appeared to subscribe fully to a sochl democratic 

conception in relation to both the purpose orthe framework and the potential Indicators 

of its success. This is at odds with the majority orthe data, as overall there were more 
expressions which could be catcgoriscd as technical -rational ist within the responses to 
the question about indicators orsucccss thin them were to the question about the 
purpose of the rramcwork, demonstrating a tendency to express aspirations in accord 
with a social democratic conception, but describing Indicators orsuccess In terms of a 
more technical-rationalist approach. Furthermore, statements about potential Indicators 

of success were more likely to fall into the 'clearly 7Wcategory than thc'gcncrally 11V 

category. This perhaps indicates some tension between lntcrvic%%ves' aspirat ions for the 
impact of the CPD framework and their view orthe likely reality of its Implementation. 
It should also be acknowledged that the wording orthe question -'%%hat indicators 

should be used to measure its [the CPD rramcwork) success? '- might have been leading 
in that it used language which is commonly associated with a positivist approach to 
identifying success, perhaps thereby limiting the range orresponscs. although clearly a 

range of interpretations could have been made.. Alternatively, the data might simply 

suggest resignation to die fact that tochnical-rationalist modcls of implementation will 
dominate in contemporary prorcssional lives. 

In many of the responses there is a sense in which there seems to be a category missing 
between the tcchnical-rationalist and social democratic conceptions - something akin to 

a more narrow version of the social democratic conception %Nhetv teacher democracy 

and pupil participation am valued, but not going quite as far as locating It within its 

wider cultural and political sphere. This intermediate' view can perhaps be said to be 

anti-cxtcmal control, but concerns itself primarily within the paramctcri of school as 

opposed to viewing the school as an integral part orwidcr community or society. 
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8.6 Summary 

This chapter has added another dimension to the data analysis by exploring individual 

intcrvicwccs' responses to two specific questions. Ilesc responses %%vm Analysed in 

rclation to the conceptions or teaching and professionalism discussed in the literature in 

Chapter 4, and arc broadly dcrincd as tcchnical-mtionalist and social democratic 

conceptions. 

'Me analysis revealed significant complexities and differing views being expressed both 

within and between interviews. In general, however, there was a greater tendency for 
interviewccs to subscribe to a technical-rationalist conception in relation to their views 
on what would constitute indicators orsuccessrui *implementation orthe CPD framework 

than there was when they talked about what they hoped it would achieve. 

In addition to the two categories defined through the literature, there also appeared to be 

an intermediate conception which aligned with the collaborative and sclr. rcgulativc 

aspects of die social democratic conception, but did not embrace the underpinning 
ideology which would compel it to address issues orsocial justice and equity through 

tcaching. 

Finally, what this chapter illustrates clearly is thatwhile the elite figures as a group 

could bc said to be supportivc about the development orthe C111) fmmewwk. they arc 
not homogenous in relation to their rc=ns for such suppom IndoW, It should be 

stressed that the 'elite, aspect is more c1carly in relation to their status and power in the 

education sccnc in Scotland than it is to their subscription to a particular ideology. 
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9 POLICY STRUCTURES AND TI IF. POLICY Il'ROCMS: VI EWS 
FROM THE INTERVIEW DATA 

71is chapter begins with an outline of the demographics of the sample of 
intcrvicwccs. It then goes on to outline procedures used in the analysis orthe 
interview transcripts Worc presenting and discussing findings from die dam 

9.1 Carrying out a thematic analysis of the interview data 

In addition to the analysis of individual interview transcripts in relation to two 

spccific questions, as reported in die previous ch3ptcr, a theme analysis of the 
interview data was also carried out. Uis involved using the CAQDAS programme 
NVivo (again, see Ch3ptcr 6 for a more dctailcd discussion of the methodological 

considerations), and provides a complementary analysis to that undertaken in the 

previous chapter. It should be noted dmt several of die points discussed in Chapter 8 

arc also touched on in this chapter. but that the diematic data discussed licre comes 
from across the entire interview transcripts and is not limited to answers to specific 

questions. As a result of this dicmatic analysis 42 nodes were idcntirjcd (node is die 

term used in NVivo to mcan'thcmc'). A compIctc list ordicsc nodes Is pmscntcd in 

Appendix 5. From the 42 original nodcs, 1cn organising catcgorics %wre idcntiricd: 

I. Policics/structurcs in place 
2. Ile policy process 
3. Reasons for flic development of die fimmork 

4. Purpose of the framework 

5. Indicators of success 
6. Power and influcncc 

7. Tensions, contradictions and assumptions 

8.11c interview process 
9. Intcrvicwccs' undcrstanding of key IcrTns or topics 

10. Ilic future 
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The relevant ncWcs subsumed by thesc organising categories am pmscnted in list 
form in Appendix 6. Some of the original nodcs %vm placed under more than one of 
the ten categories. For the purposes of discussing and rcporling the analysis of fl)csc 

categories, three distinct chapters have been identificd, namely: 

Categories 1,2,3 and 4 discuss issues to do with the policies. structures and 
the policy development process, and will be reported in this chapter, * 
Categories 5,6,7.9 and 10 can be grouped broadly under the heading or 
'tensions and resolutions. and wil I be discussed In Chapter 10; and 
Category 8, 'The interview process'. will be discussed in Chapter 11. 

9.2 Policies and structures In phice 
Inevitably, there were dcvclopmcnts in both policies and structures over the pcriod in 

which the interviews took place: March 2002 - June 2003.1 lo%%, cvcr, in kccping with 

the aim of this study. the central concern was not to identiry the factual detail orsuch 

policies or structurcs, rather to identiry thcir origins and to cxplore the forces which 
Icnd thcm credibility and acccptability: Nucault's'rcgimcs ortruth, (in Rabinow, 

1984, p. 74). 

VVhat is particularly Intcrcsting from a poststructuralist point or view is the cxtent to 

which intcrvicwccs questioned the aim or approprinicness or the structurcs or, or the 

agendas behind, particular policy imperatives. Also orimportance in this section is 

van Dijk's (2001) tcxt-contcxt thcory, discussed In Chapter 6, %hich Identif Ics the 

context of the production of text as bcing crucial to its analysis. 

While issues of policy and structures arc clearly bound up in much of witat was 
discussed in die interviews, dierc are a number of nodes in die NVivo analysis %hich 

arc wordiy of particular considcrution under this heading, narncly: die impact of the 
McCronc Agreement (SEMD, 2001); financial Implications of the CI'D framework; 

the Clmrtcrcd Tcachcr programme in general and the debate over its 

neadcmic/profcssional status in particular; induction and the Standard ror run 
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Rcgistration; the National Rcgistcr of Providcrs; die relative importance or 
constituent aspccts of the CIID framework; and die standaids-based approach to die 
framework. 

The McCrone Agreement 
As outlined in Chapter 2, the McCrone Agreement (SEED, 2001) Ims had a 
significant impact on CPD developments for teachers in Scotland. Indeed, the 
McCrone Ag=mcnt appears to have been used by some of the intcrvicwccs as a 
justification ror particular actions, and some of die language implies that in citing the 
Agreement as the reason ror certain developments, there is no need to question 
motivcs further. For example. a civil servant stated 77se 1wameters were set by the 
McCrone Agreement ltsel(. so there were some thIngs we 1W it) do because they 
were established In thc. 4grcement'. 1"his is interesting In that it lends new 
significance to the McCrone Agreement; implying a status %hich raiders it 
incontestable. 7"his use of the McCronc Agreement to dcrcnd particular actions Is 

also evident elsewhere. Later in die interview the civil savant quoted above said 
'... andthen the, 1greement came along andialdthere willbe chartered Icacher. ' In 

attributing idcntity and power to "die Agreement' the speaker %%us In effect by. 

passing the fact that those involved in the committee or Inquiry wac principally the 

ones to have made the decisions. Attributing power to a policy is typical or die way 
in which discourse allows authority to be maintained and questioning to be limited. 
Ibis was particularly evident in this case, as die civil servant then went on to admit 
that '... because although people signed up to the. 4grrement. not syry martypeople 
wouldhave rcadthe Agreement'. It is Riot. llo%%vvcr. suggested that this imputation or 
power to die Agreement as opposed to the people involved is necessarily a conscious 
position, rather that die particular language uscd conveys such an impression. 

Ilic authority accordcd to policics such as the McCronc Agrcemcnt is nuably 
unjustificd, cspccially wlicn participants In the policy proccss dcScribC how the 

policy cmnc to be. A high profile local authority dirccior of cducation. in discussing 
dic implcmcntation or die hfcCrone Agmmcnt. asswcd that 'the two fissurs] that 
began on the back ofmy enwlope were probation and clurtcred teacher. I I'hisisan 
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interesting choice of language, indicating his view of the ad hoc manncr in which 
component parts of the Agreement were dcvclopcd, and hinting at his personal 
influence in the process. 

11c pcrccivcd authority and status of the McCronc Agrcemcnt is of cvcn morc 
significancc whcn wc considcr how it influcnccd subscqucnt policy dircction. It was 
widcly acknowlcdgcd by the intcrvicwccs that the McCronc Agrcemcnt had bccn the 

primary impctus in the cstablishmcnt of the CPD framcwork. and whilc not all of the 
intcrvicwccs statcd this cxplicitly, thcre wcrc no suggstions of altcrnative reasons. 

So, while the McCrone Agreement was acknowledged as the driving force behind the 
development of the CPD framework, the impetus bchind the McCronc Agreement 

was actually acknowledged across the range of constituencies rcprcscntcd in the 
interview sample as being more to do with teachers' pay and conditions fl= their 

professional dcvclopmcnt (see discussion of documentary evidence in Chapter 7). 

One of the civil servants illustrated this view-. 

... obviously at the beginning the kind ofpay deal dwarfed the rest of It. I 

think that is Inevitable with any organisation or professlom or whatever. 

and I think as I mentioned earlier, ... sofar In what we hime been doing, 

the Chartered Teacher has been very much the morefocal point ofthe 

rest ofthe CPD. (Civil Scrvant) 

So not only were pay and conditions the driving force bchind the cstablishmcnt of 
the McCronc Agreement, but this focus on cnhanccd pay was cvidcnt through the 

suggestion that the chartered teacher component of the CPD framework was 
dominant. T'his notion is discussed further later in this section. 

I lowcvcr, while acknowledging the influence attributed to McCronc, not all the 
intcrvicwccs accepted this without question. One of the senior GTCS figures raised a 

concern over the way that McCrone was being perceived, stating that: 
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in terms of the profession I think the downside is that It now appears as if 
there are gigantic changes coming In the wake ofMcCrone and I am not 
sure j(politically, with a small ýp, that's really the message AIcCrone 

wanted (Scnior GTCS o fficial) 

This interviewce's suggestion that this concern was 'in Icrna ofthe profession' 
appcars to refer to the profession as teachers, but suggests that in terms of other 
stakeholdcrs, this might not be an issue. So while it was not articulated explicitly in 
the intcrvicw, it might be suggested that the intcrvic%%ve was implying that other 
stakeholders had different agendas and that McCronc was being used to support or 
satisfy thcm. 

Yet again, the identity attributed to McCrone is interesting: WcCronc' in the above 
quote could be read as being either the policy (the Agreement itself); the person, 
Professor Gavin McCronc, who chaired the Committee; or the committee 
membership. Ibis distinction is relevant, as it attributes power to the policy, the 
person or the committee. Indeed, this seemingly innocuous choice of language, in 

cffect conceals the speaker's perception of the identity of 'McCronc' by not being 

explicit about the ownership. Whether or not this dubiety is intended is not evident 
from the quote itself. Nonetheless, in terms of its contribution to discourse, the 
intention or otherwise does not necessarily have an impact on the way in which the 
phrase is interpreted, and it is through the act or interpretation that the meaning or the 
words is made (Kress, 1989); regardless of what this person means, the power of the 
person speaking has potential significancc. 

Ile MSP interviewed, who at the time of the interview was the party spokesperson 
for education issues, was perhaps more explicit in his assessment of the purpose of 
the McCronc Agreement: 

In ternu ofAkCrone and Its carrot anil stick approack the carrot luts 

nearly been caten (thefinalpart ofthe pay deal will be implemented as of 

158 



August 2003) but the stick (the Government's control ofteachers'CPD) 
remains. (MSP) 

Ilis view was cchoed by one of the senior teacher association officials who claimcd 

thatthcword ýrqyback'was 'used repeatedly In the McCrone negotiationt'l lis 

assessment of the reason for this payback was not as precise as the MSII's, claiming 
that: 

it Is a mone . ý-Jbr-somethlng deak noijust righting past wrongs aful 

giving you more money. 77iey [Government] are locked Into this notion 
that public services are universally bad and requiring to be moderntscc4 

whatever that may mean (Scnior tcachcr association official) 

Clearly, then, there was much debate over why the McCrone Agreement came 

about, and given the general acknowledgement that the Agreement had been a 

primary influence on the development of the CIID framcwork, this section has 

relevance for the discussion in sections 8.6 and 8.7 which consider the reasons 
for the development of the framework and its intended purpose. 

Financial implications of the CPDframeivork 

A number of the intervicwccs raised concerns about the financial implications of the 

CPD framework. The majority of these concerns, however, related to teachers having 

to scif-fund their pathway towards Chartered Teacher status. Self-funded 

professional development is not new in the teaching profession: for years teachers 

have been studying for postgraduate qualifications at universities, albeit that many of 

these modules have been subsidiscd by central government. In addition, while 

gaining these additional qualifications may have increased teachers' opportunities for 

promotion; they were not directly linked to increases in pay. Perhaps this is why the 

idea that teachers would have to pay full cost for Chartcrcd Teacher modules, in 

order to be awarded increases in salary, seems to have been received with some 

resentment in places. One of the Senior Tcachcr Association Officials suggested that 

while this element of the Agreement was not resisted explicitly, it was simply not 

raised during the negotiations and it was therefore assumed that it would not feature. 
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I Ic drew the comparison that 'no-one ever said "you won't be working Sundays 

we assumed that this would not be afeature ofthe new working arrangements. ' 
Clearly, the notion of teachers paying for their own professional development was as 

unfathomable to this intcrvicwcc as teachers working on Sundays. 77his assumption, 
and the willingness of the intcrvicwcc to arliculatc it, indicates an implicit, but 
dcf initc, view of the parameters of the role of the teacher in 21" Century Scotland. 
What is perhaps even more significant is the idea that this assumption was 
necessarily shared. It does, nonetheless, provide an illustration of Young and Mill's 
(1978) notion of the 'assumptivc worlds' in which policy-mak-crs live, and the 

potential power that these assumptivc worlds have to shape the dominant discourse 
by articulating what is 'normal' and what is not in terms of tcachcrs' working 

conditions. 

Part of the explanation for this might well be precedence. For example, the same 
intcrvicwce wcnt on to point out the comparison with those teachers studying for the 
Scottish Qualification for I leadship, where the entire cost is met by die Government. 

Ile highlighted, rightly, that 'the potential reivardfor that Is huge ' [in terms of salary 
levels for hcadtcachcrs]. I Iowevcr, there is a fundamental di ffcrcncc in that 
Chartered Teacher is a professional status accorded to the Individual teacher, and is 

not related to an individual teacher's post. 11iis intcrviewcc's view that teachers 

paying to achieve Chartered Teacher is wrong, would thereforc seem to be based 

very much on his knowledge of current practice rather than on an analysis or the 

purpose of chartered teacher status. It is a good example orvan Dijk's (2001) 

argument that the context within which a person (in this case the senior teacher 

association official) interprets an event is based on thcir own particular knowledge 

and experience. While this in itself is perhaps not surprising or problematic, when it 

comes to clite f igurcs who arc responsible for negotiating national policy on behalf 

of others, the significance of this power is heightened. 

I lowcvcr, to ascribe an ideological standpoint to a particular stak cholder, by virtue of 

their connection to a particular group, would be to deny the impact that the 

'individual actor' (Cookson, 1994) has on policy development. In this case, the oflicr 
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senior teacher association official interviewed demonstrated a more analytical view 

of the links between pay and professional development. Ile %2s quite clear about the 
fact that Chartered Teacher is a status and not a post, and therefore not directly 

comparable with other situations. I Ic went on to highlight that while the exact 

context of Chartered Teacher status is 'virtually unique', there arc parullcls with the 

probationary situation under McCronc whereby progression beyond the first point of 
the scale is dependent on the probationer teacher achieving full registration through 

meeting the SFR. 

While in some ways this is encouraging, the interview data itscir, while illustrating a 

particular discourse, does not guarantee that any intcrvic%%ve will act in exact 

accordance with their comments in interview. Indeed, as is discussod later in this 

chapter, many elite figures cxpcricncc tension between their own views and those or 

the organisations which they rcpmscnL Ilis is particularly likely to be die case for 

officcrs such as general secretaries of teacher associations and die GTCS, where they 

are employed to service the organisation in accordance with the decisions of an 

elected body. 

Traditionally, teaching has been perceived as a vocation, and much of the rhetoric 

surrounding teacher professionalism has focused on die 'social duty' aspect of die 

job. It is therefore not part of contemporary, or indccd traditional, culture of the 

profession to discuss financial rcwards as being a primary motivator for carccr 

pathways within teaching. Ile Chartered Teacher programme has clearly forced this 

notion to be challenged. While many teachers might support the view espoused by 

the first senior teacher association official discussed above, which focuses on the fact 

that teachers have to pay for this particular professional development where other 

professional development is funded centrally, them has also been explicit 

acknowledgement that the salary rcwards are attractivv to teachers. One of die civil 

servants involved in the development of die chancrcd teaclier programme tackled 

this theme, but initially appcarcd to be cautious about the choice of language used: 
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the chartered teacher programme Is not about the money, because 

although It is a reasonably signUlcant Increase, I think the way the 
programme has been developec4 people will do It, I would hope. Mey will 
do it and It won't be the money, It will be thefact that they have actually 
enhanced themselves and the programme is so Invigorating and 
stimulating that the money Is Immaterial. 

(Civil Savant) 

I lcrc, the civil servant was acknowledging that the salary increase is of note, but was 
stressing the functionalist concept of professionalism where teaching is perceived as 
primarily a social duty. I lowcvcr, later in the interview, he demonstrated a more 
pragmaticvicw-. 'clearly the chartered teacher programme Is something theyre 
[teachers] got to buy into, because It's where the money 's going to be'(Civil 
Servant). 

Taken at face value, these two statements appear to be stressing different purposes 
for the Chartered Teacher progmnme. What is significant in the context of this study 
is not which, if either, is 'true', but the reasons for these two positions being 

presented; the ideological views behind them; the extent to which the intervic%%, cc's 
actions rcflcct these views; and the power the intcrvic%%vc has to influence discourse 
in accordance with these views. 

Ile civil servant was not the only intcrvic%%, cc to suggest these two rcasons as 
primary factors in encouraging teachers to undertake the Chartered Teacher 

programme. A senior univcrsity figure also suggested tlmt both financial rewai-d and 
increased professional satisfaction would be significant. In contrast to the former 
intcrvicwcc though, he openly acknowledged that although: 

teachers have a genuine Interest In how they can develop themsdres 

professionally... It would be daft to deny that there Isn It a signiflcant 
financial Incentive and that will be sufflcient to encow-age a lot oflvople 
to get Involvcd1n this. (Scniorunimsityrigurc) 
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Ile use of the words 'encourage' and "Incentive' arc interesting in that they imply 
that teachers might not want to undertake this programme of their own free will 
without significant encouragement or incentive. 71is is particularly interesting when 
we consider the extent to which those involved in the development of the Chartered 
Teacher programme have sought to highlight that it has been developed for, and by, 
teachers. This issue is discussed in more detail later in this section. 

Chartered Teacher 
While there appears to be a range of views on the exact purpose of Cliartcred 
Teacher status, there is no doubt that it is seen as a central plank of die wider CPD 
framework. 71is is evidenced by the proportion of time in each interview devoted to 
chartered teacher as opposed to other aspects of CIID policy. 

The lack of clarity over what cxactly chartered tcachcr status means was 
characteriscd by a range of comparisons with existing contexts. For cxamplc, 
although the official rhctoric talks of chartered teacher as a status, scvcral of the 
intcrvicwccs, cither cxplicitly or implicitly, rcfcrrcd to it as a post. So, when the 
senior GTCS official raised one of the difficultics of chamcmd teacher as: 'how do 

jvu makc sure a chartered tcachcr is achieving what they shoidd /a 1crM ofbeing 
ab1c to &-aw a higher salary than someone else?. this appears to raise Issues about 
the blurring of definitions bctwccn profcssional and contractual obligations. One of 
the senior teacher association ofticials talked about the McCrone ncgotiations in this 
rcspcct, and cited worries over local nuthoritics placing cxisting stafr. I. e. senior 
teachers, on the chartered teacher scale and prescribing 'duties commensurate with 
that'. So perhaps, in placing teachers on the new McCronc pay scalcs, flicre was a 
tcndcncy to confuse status with post. 

The foregoing suggests Olat intcrviewccs demonstrated a conception of c1mr1cred 

teacher as bodi a post and as a status, but an added complexity in dcrining c1macrcd 

teacher is flic notion of it as a qualirication. For example, one of die senior university 
figurcs posed the question: 'What's going to happen to chartered teachers qj7cr they 
have complacdthe chartered teacher programme? '71is statement indicates a view 
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that 'chartered teacher' is the actual qualification and that the programme itself is 

perhaps the most important aspect. This contrasts with the view that the experience 
of candidates going for chartered teacher status is the most important aspect and that 

the qualification is merely proof of status being deserved. Many of the intcrvicwccs 

had contributions to make to the debate on the acadcmic/professional aspects or 

chartered teacher, and this is discussed in more detail In section 8.10 which deals 

with tensions, contradictions and assumptions. Nonetheless, it is worth noting here 

that while chartered teacher was deemed to be a, if not the, most significant aspect of 
the new CPD framework, there was still a lack of clarity and agreement over its 

primary purpose. 

As an illustration of this lack of clarity, onc of the senior univcrsity figurcs suggestcd 
Umt : you would expect the charte"d teacher to be much more willing to take risks 
and to be innovative and Improvise'while a scnior GTCS figurc qucstioncd teachcrs' 

conccptions of chartcrcd teachcr, cxplaining that: 

there are many people who think that they already are [worthy of 

chartered teacher status], therefore "wiry do I need to? "And thenyou've 

got a new generation who think "well I can collect things as Igo and then 

all I have to do is A PEL [A ccreditation oftrior &perlentfal Learning] 

these In when I get to the top ofthe scale". and that's not what It's about. 
It's about having experience and building on experience. not aiyougain 

experience 
(Senior GTCS figurc) 

17his statement could be read as viewing chartcrcd teacher status as exclusive. while 

other intcrvicwccs suggested that the whole initiative will only have been successful 
if the majority of cligible teachers achieve chartered tcacher status. I lowcvcr, it was 

rccogniscd that this in itself would bring other difficulties: 'when we have got the 

majority ofthe profession enrolled as chartered teachers or having achieved the 
Sland=4 those who are not will be under anuz: Ingivessure ' (Senior university 
figure). 
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Induction 

Induction has also been a significant part of emerging CPD policy: some 
stakeholdcrs commented positively on it and used it as an example of investment In 

the profession, while others used the difficultics in establishing new procedures as 

evidence of incompetence and/or failure. In contrast to some of the more muddled 
views on other aspects of policy, this appears to show more polarity of view. ror 

example, one of the senior teacher association officials was unequivocal in his 

criticism of the scheme, stating that: 'there has been afairly high degree of 
shambles, which has done nothing to rebtforce the status ofthe profession, In the eml 
It has probably been cobbled together, but It Is onlyjust hanging on by Its 
fingernails. '77his statement seems to suggest that blame be apportioned, although it 

is not clear exactly where that blame lics. Mat is clear, however, is that the 
intcrvicwcc was not taldng on any responsibility for the'shambles", despite his own 

organisation having had a part to play in negotiations regarding the policy and its 

implementation. This reflects what van Dijk (200 1) describes as the strategy of 
$positive scif-prcscntation and negative other presentation", %%hich is evident in the 

choice of language used and the omission of any reference to responsibility by the 

speaker, on either a personal or organisational level. 

This negative presentation of 'other' was not reflected unanimously by this group of 
intcrviewccs; indeed, the policy itself was not seen as negative by all intcrvicwccs. 

One of the senior university figures presented a much more positive view, lending 

weight to his view by claiming that his perception %%us inrormcd by Omy direct 

observation based on my tutorial visits to secondary schools *- I Ic rcported noticing 
'a changed climate, and It wasn7just affecting the probationer teacher. It 14-at 

actually affecting the perceptions ofthose who were the supporters ofthe 

probationer teachers. 'I lowcvcr, while die intcrvicwce, by virtue of his position and 

standing in the education community, is deemed to be well Wormed in such matters, 

he provided no clear indication of die source or extent of evidence used to infonn 

this opinion. Rather, it is accorded more weight than might othcr%risc be die case 

because of his senior position and elite status. Clearly lie %%-a aw= of this, whether 

consciously or subconsciously, as lie did not attempt tojustify his view with 
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evidence. This particular intcrvicwcc, as with many of the others, has key roles and 
responsibilities in a number of stakeholder groups, and therefore has multiple 
opportunities to influence discourse with this particular view. 17hrough several of his 

comments, this intcrvicwcc did try to give the impression that his comments were 
based on research, for example, by commenting on the fact that lie was 'Irý*rg to do 

a lot ofreading at the moment'and rcfcrring to the work of a prominent %witer on 
education development before going on to assert his own opinion. Ilis subtle 
approach does fit with the current discourse of 'evidence-bawd' practice and policy 
development (I lumcs and Bryce, 200 1). 

This same interviewcc also acknowledged that under the new induction 

arrangements, probationers "I not be able to move beyond the first point on die pay 

scale until they have achieved the SFR: this is, as he points out, a 'sevrre sanction'. 
So the picture presented by the above statement i's pcrfwps to be expected where the 

stakes arc so high. 

Whilc the tcachcr association intcrvicwce quotcd above was unequivocal in his 

negative rcprcscntation of the new induct, ion procedures, this univcrsity figure was 

cqually unequivocal in his positive view, going on to claim that: 

po what the new Induction process Is doing Is noijust sup rting the 

beginning teachers, it is actually changing the supporter so )Wu are 

getting double value. So the chances are that we himn 'tjust Influenced 

the practice of2000 people [the number ofprobationcrs on the Induction 

scheme In the session 2002120031 thts)var. we 've Influenced the practice 

of, getting onfor 4000. 

(Scnior univcrsity figurc) 

It is interesting to note, that just as the senior teacher association offlcial presented a 

positive rcprcscntation of himself at the expense of other, the univcrsity intervic%ve 

uses language which infers collegiate responsibility, of which he is part, ror the 

positive outcome: 'Kc Ive Influenced the practice... 0 
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71e statement discussed above deals with the positive influence of the induction 

scheme on the wider school community, and indeed this would seem to be a worthy 
reason for its implementation. I lowcvcr, this was not the only reason cited for the 
development of the new procedures. Much of the discussion ccntred around issues of 
competence and quality assurance: 'the SFR. there's got to be sorts ofbasic 
standards ofcompetence'(Local authority director of education) - although this 
intcrviewcc added the rider that the SFR was not the only contributing factor to 
teacher development and that he would rather see a %%idcr conception of the process 
than a full compliance check of Wow Good Is our Teacher? * 

The other senior university figure, not already quoted in this section on induction. 

made it quite clear that he viewed the induction year as an extension of initial teacher 

education, particularly as the probation period lmd been mduccd to one year. I Ic 

suggested that it should therefore have been the responsibility of the universities and 

schools to organise and implcmcnt, and that the GTCS and SEED should havc taken 

a less prominent role. I Ic also suggested that 'ma), bejou don't need to 1hen-c a 

separate standardfor induction], you see I Interpret the training Isere really as a Way 

ofertending the programme ofinitial teacher education. I'lie language here imp] ics 

a view of the induction period as cxtcndcd professional education with the emphasis 

on development: this is in dircct contrast to some of the other Intcrprctations; which 

view the induction period as primarily being about quality assurance, for example, 
the focus on 'basic standardi ofcompetcnee'discussed above. I lowcvcr, while these 

contrasting masons for the induction scheme can be seen in the interview data, this is 

not to suggest that individual intcrvicwccs subscribe to one or the other, rather that 

they rccognisc the importance of both purposes but tend to problematisc or support 

one aspect over the other. 

In the context of this same discussion, the univcrsity figurc suggested that the 

partnership between the universities and the OTCS might lmvc bccn more cffcctivc: 
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You need a partnership with the GTC that Is noijust restricted to Initial 

teacher education but tries to have a broader agenda., research 
collaboration better value. And we could have taken that back and 
discutsed It, butiust preparing ourscIrcsfor what comes out the other 
end [I. c. guidance on Implementing the induction yearl, It Is not really the 
best way to do it. (Scnior univcrsity figurc) 

Ile context of these comments am of particular rclevanoc here, as the intcrvicwcc 

previously had close involvement with the OTCS and at the time of the interviews 
had engaged in some fairly public debate with other leading figurcs in the OTCS 

regarding the focus of the chartered teacher programme (discussed in more dctai I 
later in this chapter). Iffic comments here, while based on what sccrns to be a 
considered rationale, should be intcrprctcd within this context. 

One other concern raised in rclation to the new induction procedures was highlighted 
by a civil servant involved in dic development of the induction policy. She reported 
that 'almost unanimously all teachers can see the advantage ofa more effectim 
Induction experience In bringingforward better-prepared teachers'but raised a 
concern that: 

where they are not so positive Is more in relation to the Impact on them In 

terms ofthcm being less well qualified and emperlence4 and access to 
jobs and opportunities being rcducedfor them Infavour ofthese newly 

tralnet4 highly effective teachers coming out oftheir probatiom (Ci AI 

scrvant) 

While one might take issue with the suggestion here that those teachers who have not 
taken part in the new induction scheme arc less well qualified, there is noncthclcss a 

serious point being raised: the perception of the majority of teachers. whether 

accurately reflecting the situation or not, does have an impact on the way in which a 

Policy might be received. 
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The National Register of Providers 
Another structural aspect of the new CPD framework discussed in some of the 
interviews was the implementation of the National Register of l1rovidcrs: another 
aspect of the McCrone Inquiry which found its way into the Agreement (SEED, 
2001). Indeed, the National Register being a part of the McCrone Agreement 

appeared to bcjustirication itself for its establishment: none of the intcrvicwccs 

articulated a convincing rationale for implementation, or otherwise. 
11c perception of one of the civil servants interviewed indicated that the National 
Register is seen as an accountability tool: Y think effectively It [the National 

Register] will be kept by the GM Certainly the GTC Is going to be the keeper of the 

standards. 'Beyond this implication, little else was said about the purpose or 

potential of the National Register. 

The CPD Framework 
In cach of the intcrvicws thcrc was discussion ovcr what lmd comc to be tcrmcd 'the 

CPD frmncwork'. Ibis discussion covcrcd, variously, wlial cxactly the tcnn 'CI'D 

framcwork' constitutcd, as wcll as the significanec of its various componcnt parts. 

One of the civil servants involved in the development of the chartered teacher 

programme made comment about the impact of the chartered teacher programme: 

I suspect, and I don't know Iffin saying thisjust because 1W been doing 

this, but I think the chartered teacher't probably going to lun-e the most 

signOcant impact Wnd I do actually think It Is going to be an Impact that 

Is measurable. (Civil scrvant) 

When then asked whether he believed that it was the most significant part of the 
framework, he replied: 'No I don't... I think the pr(! fessional review and development 

process [will be the most signy7cant], because again, chartered teacher will only 

Impact on a percentage oficachers whereas the professional review and 
development process is every teacher's responsibility to undertake. 
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These comments raise some interesting issues about the rclativc significancC of 
individual and collective competence, a contrast which Sachs (2001) draws in hcr 

dcf initions of managerial and dcmocratic professionalism (as discusscd in the 

previous chapter). 

One of the members of the Chartered Teacher Project team seemed to be presenting a 
view contradictory to this. I Ic talked about the role of cl=crcd teacher in raising the 

status of the whole profession, by drawing a comparison with the impact of ongoing 
professional development on the public perception of Icachcrs: 

7beoretically, Yývu put a pall oftsater In the sea you must raise the levvl 

-I am not at all sure that by having some In-school CPD how much )'Ou 

Increase the status oftcachers In the wider community. 

(Mcmbcr of Ch. -Ocrcd Tcachcr Project Tcarn) 

Despite the rhctoric surrounding chartered teacher and the opportunities It provides 
for teachers who do not want to go into management, there were clear signals that the 
CPD framework is hierarchical, where headship Is still die aspirational status. For 

example, one of the local authority directors of education, %hcn talking about the 
framework, commented that 5, ou've got the Standardfor Headship at the top, whi Ic 

one of the civil servants explained that 'there Is the Standardfor Heads-hip m-hich is 

at the very top of the scale '. 

The intcrvicwccs were all comfortable In discussing the various 'standards', but 

when asked about the impact of subscribing to a standards-bascd CPD fmmc%kotk, a 

variety of views cmcrgcd. One of the scmor teacher association officialsA-as quite 

clear that although he could see advantages, be fcIt it to be unhealthy In terms of its 

lack of provision for diversity: 

that [a standards-bascd CPDframework] is In many wcD? s a gpod thing. 

But my worry would be that... we would end tip with people who are 

clonc-likeý rcpcating the same thing that luis been repexed before 
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because that Is orthodoxy and nothing else ever happens. 77wt Is really 
quite unhealthy because you don't get diversityfrom that 

It should be noted that this swne intcrvicwce was critical elsewhere in the interview 

of teachers having to fund their own chartered teacher programme, although he did 

not suggest alternative sources of funding. This is pctimps another example of van 
Dijk's (200 1) 'positive self and negative other representation'. 

Where intcrvicwccs were not negative about the CIT framework being based on 
standards, they rarely questioned the 'foundational stances' on which the standards 
were based (Dclandshcre and Arcns, 2001). This unquestioning acccptancc that a 

standards-bascd framework is appropriate, was illustrated by one orthe senior 

University figures: 'Ifyou are going to Itave standardr, and), our CPDframe"ork Is a 

crucialpart ofthe standart4 then>, ou have to maintain the standard... '. 7be focus of 
his comment was on how the standards would be maintained as opposed to why they 

were there in the first place. 7be language used here is also interesting: 'ifyou arc 

going to have standards andyour CPDframework... ' (emphasis added): not' we' or 
4 our'. This implies a lack of ownership over the framework. 

Following this commcnt, the intcrviewce was asked if he believed that in adopting a 

proliferation of standards we might be limiting the noed for tcachers to conccptualisc 

the purpose of teaching. I Ic rcpl icd: 

Oh no, I think the opposite. I think it's the standard that glws)Vu the 

scope to think about your profession and)-our role. So in a sense)wuve 

caught me by surprise; It's never entered my thoughts that the standards 

are limiting In that way. (Scnior univcrsity fipm) 

The comment 'in a sense jvu've caught me by surprise: It's nC%vr entered my 

thoughts'shows strength of view, seeming to infcr that an alternative position would 

be inconceivable, and in this sense it is worth rcflccting on the language used in this 

particular example. it illustrates one of the techniques used by clitc figures, not 
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necessarily consciously, to control the discourse, where by virtue of their status they 
have the power to convey what might be deemed to be the norms of the discussion. 
Tbcre is more detailed discussion of the dynamics of the interview process in 
Chapter 11. That apart, the answer to the question is also interesting - that standards 
can provide 'the scope to think about)-our profession andjvur role'. 17his 

presumably is only the case if the standard is used in such a way as to encourage 
reflective and critical thinking, a point made by one of the headtcachcrS on the MSC 

who claimed that standards are 'useful'providcd they are not 'Interpreted In a hard 

way'. and goes on to assert that they arc 'as useful as the good sense and imagination 

ofthe people who use it'. This issue was also raised by a scnior GTCS official, who 
suggested that 'there's a very literal translation ofparts of the stantlards andparts of 
the accreditation mechanism. ' 

It is then interesting to contrast these sentiments with the sentiments expressed in die 
documentary evidence where the SFR is promoted as being a 'standard against which 
reliable and consistent decisions can be made on the ritncss of new teachers for full 

registration' (GTCS, 2002). 

11crcin lics one of the difficulties: in the case of the CIT framcw0A, the various 

standards are promoted as having quite different purposes. Indeed, the senior 

university figure discussed above had proclaimed earlier in the intcrvicw that it Is the 

regulatory body's responsibility (in this case the GTCS) to ensure that standards arc 

maintained, and that it has to 'bite that particular unpleasant tastingfrult. ' 111is 

does seem to be in direct contrast to his comment about standards promoting 

professional rcflection. One wonders, therefore, if the dcrcnsivc response to the 

question about standards being potentially limiting was more orn response designed 

to dcflcct that line of questioning rather than a genuine response to the question. 71is 

is perhaps hardly surprising, given that intcrvic%%vcs might well not havc been 

required to articulate such views prior to the interview, and thcrcrore would not have 

rehearsed their responses to such questions. 
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In response to a similar question about the raflonalc for a standards-based 
framework, one of the civil servants suggested that it 'made a lot ofsense'to base 
the framework on the standards that were avai labic. II is rationale was based on the 
prcmisc that: 

it was recognised early on, or maybe It has alwioýs been recognisea that 
actually Ifyou try and build something around standards then It allows 
thatflexibility as to howyou achieve the standards. and that's probably of 
great value. (Civil Scrvant) 

This rationale, while acknowledging the need for flexibility in how a standard is 

achieved, does nevertheless view the 'standard' as fixed and uncontcntious. 7bis 

view is also rcflcctcd in comments by one of the other civil servants, who stated that: 

Afy guess Is that there probably was very long mid hard discussion [about 

basing a CPDframework on a series ofstandards/... but that warfar 
earlier In the process. I think It would be a bit late now to be considering 

changes to that - it's [the CPDframci4-ork] not evenjully Implemented 

(Civiiscrvant) 

Yct again, the response seems to deride the very notion orqucstioning the standards- 
based approach, and focuses on the implementation of die framework as opposed to 
its purpose and its capacity to achieve that purpose. The first part of the statement is 

also of particular note: 'my guess Is-. While it is perhaps unreasonable to expect 
that civil servants would have knowledge of every development in an Initiative. cvcn 
if they had not been a part of its inception, it does nonetheless Illustrate how easy It is 

to continue going down particular paths because that Is what had been started when 
they took up post. That said, this particular civil servant did seem to have a clear 

view of the purpose of standards: 'by setting a range ofcompetence-based standards 

what you are saying Is that these are the sAJ11s, these arc things that H-C think are 
Important... unlessyou achieve them you don't pass jv)ur&amkwJfor 
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Registration... ' Tbcrc are clear messages about po%, cr and control here, whcrc 5-ou' 

(teachcrs) have to achieve the things that 'W(Government) think arc important. 

One of the senior GTCS officials was fairly explicit in acknowledging why die 

standards-bascd approach had been adopted: Y think It vs-asJust almost accepted that 

that was the way the world was going. 7here would be pressure on Scotland anyWay 
because of what was happening in England and Wales with the different standards. ' 

This comment seemingly indicates a default position where the approach was 

adopted as a result of external pressures rather than as a result of measured and 
informcd. consideration. 

One of the justifications for adopting a standards-bascd approach Is that it allows 

teachers to use a common language to talk about their practice. Several of tile 

interviewecs alluded to this. I lowcvcr, one of the hcadtcachcrs on the MSC, while 

supporting the incremental and 'natural'development of the standards-bascd 
framework, acknowledged that when it came to the final rcports on probationer 

teachers, his colleagues could articulate 'the classroom4)pc comivtences'in detailed 

and descriptive ways, but when it came to 'the things like professional values and 

commitment... they were pretty much the same: "committed to the prqVesslon 0 So 

while the documentary cvidcncc discussed in Chapter 7 promotes a more balanced 

view of the role of the teacher, this comment appears to show that in practice thcrc is 

a greater emphasis on the crafl clcmcnt of tcaching. 

Another of the intcrvicwccs, one of the local authority dircclors of cducation. 

appeared to be using rhetoric to 'n=kct' the standartis approach: '*e are celebrating 

standards, measuring professionalism against the Standardfor Full Registration'. 

Given the complexity of the concept of 'professionalism' and Its use, as discussed in 

Chapter 4, it would seem to be a difficult, if not impossible, task to calibrate 

professionalism in such a way that it be measured in a comparative and consistent 

way. Ibcrc arc clearly real challenges in operationalising the aspirations outlined in 

the documentary evidence. 
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The possible reason behind the use of this 'empty rhetoric" is hinted at in a later 

comment - again in a response to a question about the rationale for a standards-based 
framework. Initially the intcrvicwcc stated that if a standards-based framework limits 

diversity, then W'vc got the standards wrong, but then after some diought went on 

to say: 

Clearly, cm ... Yeah and I can't get particularly locked Into the stayulards, 

compcicnces side ofthings, but there IuLt to be some definition about It 

we are going to reassure thefunders, so that balance ofaccountability. 
As long as accountability is measurct4jvvu know, I'm back to my oldWay 

which was oriented towards the public, and in our case children, which is 

about engaging with communities. 

Essentially what this director of education was saying is that standards arc fine if the 
Govcrnmcnt nccds some measure against which they canjustiry their distribution of 
funds, but in real terms standards arc a necessary. but limited, part of dicjob of 
teaching. Ilis view appeared to be supported by the NISP intcrvicwcd, who claimed 

that: 'the contemporary civil service vicw Is that cverjihIng can be mcasurct4 and 

that ifit is not measurable it is not wortho-hile. 'T'his again highlights the tensions 

between standards as written and standards as opcrationaliscd, and the data appears 

to show no clear resolution of these tensions. 

One of the scnior tcachcr association officials also suggested that a standards-bascd 
CPD framework might help with issues of accountability, but unlike die rclatively 

ncgativc view of accountability discussed above, fie suggcstcd that standards. or in 

this case the SFR, is necessary 'in terms ofboth registration and also In terms ofan 

authority wanting to get rid ofan Incomjvtent teacher. 'I Ic %%-cnt on to iterate that the 

CPD framework might be more about accountability than devclopmcnt %vlicn he 

raiscd a conccrn that not only arc the various standards 'awmpting to draw 

unnatural distinctions ', but that: 
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the whole business of the CPD record Is going to become an Industry. It's 

going to run the risk oftlistorting what the corejob Is about Ifyou're 

spending vast amounts oftime not only doing I-our CPD. but recording It. 

The interview data discussed in this section has considered a range of aspccts of CI'D 

policy, namely, the McCrone Ag=mcnt, chartered teacher. induction and so on, and 

seems to convey a picture of confusion. dubiety and contradiction bctwccn and 

among the intcrvicwccs. In many rcspccts this might wc1l be more to do with the 

intcrviewccs not having had to organise and articulate their thinking on specific 

matters than it is to do with real contradiction or tcnsion. I lowcvcr, rcgardIcss of the 

extent to which intcrvicwccs arc informed and articulate about these issues, their elite 

status may result in their articulated views being given priority and attention over 

those of other stakeholders. 

9.3 The policy process 
Analysis of the policy process is a fundamental aspect of this study, but so too Is die 

idcntirication of stakeholders' perceptions of die policy process, as these arc not 

necessarily the same thing. This section examines stakcholdcrs' views of the pn=ss 
but also looks at themes emerging from the interview data which deal with the 

particulars of, for example, the role of the MSC in developing CIID policy as well as 
broader issues of consultation and communication. 

One of the central questions in any policy analysis is the question of power - who 
has responsibility for developing the Policy and/or who has most influence in its 

dcvclopmenL Perhaps the most obvious answer in this particular case would be the 

Govcmmcn4 and in particular, the MSP with responsibility for die cducation 

portfolio. It is interesting to note then, as was highlighted by the senior I IMIU figure 

interviewed, the relatively frequent change in personnel in this position. The I IMIE 

figure raised concerns over 'continuity'in policy making as a result of this, stating 

that 'they /education ministers] do have their own views and j()Wu haiv a rapid 

change in ministers then that obviously does lun-c a ripple effect on the priority that 

Is given to various aspects ofpolicy. Indeed, this was apparent in the di Mring 
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emphases by Ministers in the SEED news releases reported in Chapter 7.1 lowcvcr. 

one of the civil servants claimed that 'R, e've hadiwo meetings In the last sLr months 
with ministers, which Is actually quite a lot considering /he sL-e oftheirpor(follos, 
suggesting perhaps that the majority of dic work is carried out by civil servants. 
Tbcsc two perspectives, while perhaps not contradictory, could be wen to represent 
slightly different views of the direct influence of ministers. 

I lowcvcr, while this might seem to be a reasonable concern to raise, it should be 

rcmcmbcrcd that these arc the intervicwces' own pcrspcctivcs, and that it is not 
therefore ncccssarily representative of the range of stak-choldcrs' opinions. 17his point 
is particularly relevant when we consider the I INHE intcrvicA-ce's pcrspcctive of the 
involvement of teachers in the policy-making proccss. While ag=ing that tcachcrs 
should have a more dirca role in policy-dcvclopmcnt, fie cWmcd that they already 
have the opportunity: 

I would argue that they already have the opportunityfor a direct role, In 

that every educational development that I can think of in Scotland that I 
have ever been associated with, has been takenforivard via committees or 
working groups that were representative ofall stakeholders. And that's a 
very Scottish way of making curriculum or policy devvIopment... so It 

would not be true to say that tcachers cannot become Insuls-ed lit policy- 
making. 

I ligurc) (Scnior II hl 11. 

What the intcrvicwcc did not give any explicit attention to was die way in which 
teachers can get involved in these groups, and their respective influence if they do 
become members of such a group. This theme is raised more explicitly in the 

subsequent discussion on consultation and communication. It should also be noted 

that this senior I ME figure clearly saw teachcrs' involvement In policy 
development as membership of working groups - not die idcritification and decision 

making about what policy initiatives should actually be on die agenda. It is evidcnce 
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of the 'assumptive world' (Young and Mills, 1978) that contributes to the setting of 
boundaries in the dominant discourse. 

In terms of the power of I IMIE, the senior I IMIE figurc claimed that adopting 
agency status 'does not affect the role In terms ofg1ringpolicy advice'but that it 
does 'mean that 11M Inspectors would not chair policy development groups, for 

example. 'Ile went onto state that 'this Is viewed as a positive move as It ring-fences 
the Independence offlAYIE. It is potentially significant that he uses the phrase "this 
is viewed as... ' as opposed to 'I (or we) view this as ... 9, 

Ile interview data revealed a range of views on the policy proms. including the 

notion that policy development should be carried out Aidi adequate attention paid to 
the balance between 'expert, input by those who 'are dedicated to their subject' 
(1, ocal authority director of education) and general input by non-cxpcrts who can 
take an overview of the whole context. Ilis tension between the stated intention of 
policy and the reality of implementation was seen to be particularly problematic by 

this director of education. 

Ile MSP interviewed rcitcratcd the view cxprcsscd by I lumcs in 1986 that 'the 

current policy community Isfairly lImIIC(4 and is dominated by politicians and civil 
servants'. Indeed he went on to claim that Wile the Scottish Pirliament luis made 
politicians more accountable, there Is no vision In terms ofScoltish education 1XVICY. 
Scotland Is notoriously cautious in its outlook. Ilis accusation that Scottish 

cducation policy dcvclopmcnt lacks vision, would fit with the vic%,., s of othcr 
intcrvicwccs who suggcstcd that CPD policy in particular has 'groi4-m almost 
Plecemcal'(Scnior teacher association official) and that 'It wasjust as utual. I don't 

think SEED hadseenfar enough do%, n the Irack'(NIcmbcr orCluncrcd Tcachcr 

Project Team). 

One of the more spccific parts of the policy process discussed in rclation to CIID 

policy was the role of the MSC. Scvcrzd of die intcrviewces made comment on ilia 

ways in which mcmbcrs wcrc chosen. 7be senior I 1NIIE- figure acknowledged that 
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while 11M Inspectors did make recommendations for membership of working groups 
based on teachers they had come across during school inspections, they 'would not 
be happy if the Inspectorate was the only source of evidence used to Identify 

potential members ofsuch groups. Nonetheless, were they to seek to perpetuate 
dominant ideologies, the inspcctorate would be likely to be recommending members 

who would be supportive of their particular educational philosophies; an cx=plc of 

what I lumcs (1986) rcfcrs to as 'patronage'. 7bis view of the way in which members 

were chosen was backed up by one of the civil servants who cxplained that teacher 

associations were invited to nominate potential members and that civil servants then 

'went to an HAU and got a wee bit more backgrourul about what these Individuals ' 

expertise was and a decision was madefrom there'. So, while this particular senior 
I IMIE would like to think that other means were also used to identify members, 
I IMIE did play an extremely significant role. 71iis in cffcct limits the range of 

representation on any particular group and increases the likclihood of consensus, 

thereby supporting Pctcrs' (1996) argument that 'consensus can only be established 

on the basis of exclusion' (p. 9). 

All sixteen of the intcrvicwccs were asked explicitly what they fclt both their own 

organisation and their own personal contributions had been to the development of the 
CPD framework. In terms of organisational contribution and influence, some of the 

responses related more closely to general involvement in groups working on the 
implementation of die McCronc Agreement than to direct involvement in influencing 

the shape of the CPD framework. For most ordic intcrvicwccs. their organisation 

was represented by other members of die organisation. 11iis is complicated further by 

the structure of some of the organisations to which intcrvic%kvcs belonged, for 

example, the teacher associations and the GTCS, where die day-to-day business is 

overseen by employed officers while the dccision-mak-ing powcrs lie %kith elected 

councils. 17his distribution of power, and potentially difrcrcnt levels of power and 
knowledge, makes die organisational processes quite complex to identify and 

analysc. 
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While the language used to describe and explain institutional or organisational 
contributions to the development of the framework was generally measured and 
rcflcctivc of the dominant discourse, that is that it rcflcctcd notions of commitment to 
improving pupil achievement through partnership working, discussion about 
individual roles proved to be more diverse. Indeed, one of the teacher association 

officials, when asked about his own contribution to developments, replied 7 refer to 

mysel(as a cynic In residence -I criticise anyhIng thal happensl' When asked later 

if he experienced tension between his organisation's view of CIID developments and 
his own fcclings about the CPD agenda, he replied '014 consWendy'. 17his would 

seem to suggest that the interview data from this particular interview must be 
interpreted with this in mind. It straddles two of Cookson's (1994) clcments of the 

power discourse: the 'institutional setting' and the 'individual actor'. Indeed, it does 

not merely straddle the two elements, rather it demonstrates their inter-relationship. 

The nature of most elite figurcs' roles is that they give strategic direction rather thart 

assuming operational responsibility for their organisation. 11iis %us articulated 

explicitly by several of the intcrvicwccs, particularly the local authority directors of 

education, one of whom stated that Yam not an expert on CPD. and most directors 

are not directly Involved In the nitty gritty work ofit. 71is has implications for the 

extent to which their views on such matters should be accorded authority. Indeed, 

without the 'clite' role or position that die intcrviewccs crýoy, it is possible that a 
lack of spcci f ic knowledge on certain matters would render their views irrelevant or 
inconsequential. 

One of the senior university figures gave an interesting response to a similar question 

about his own particular role in the development of die CI'D framcwo& 17his 

particular intcrvicwcc, as with several of the others, has involvctncnt in more than 

one of the stakeholder groups involved in this study. It is interesting to note that 

although he was interviewed in his capacity as a senior university figurc, he chose to 

respond in his capacity as a GTCS Council member. In response to the question 'can 

we start with a description ofwhatj-our Involtvment has been with the Yramework, 

In your various capacliles? 'hc replied, aftcr a pause, with 'No more than any other 
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Individual - elected or appointed - ofthe General Teaching Council'. Given the 
measured and almost corporate response, preceded by a significant pause for thought, 
this answer might seem to rcflcct what the intcrvicwec thought he should say rather 
than his gut reaction to the question, or that he fclt his personal influence was more 
significant in relation to his GTCS role than his univcrsity role. I Ic did go on to say 
that all Council members have access to reports about CID rclatcd matters, but 
'beyond that It's a question ofWur natural curiosity'. 77his statement would appear 
to be at odds with the 'official' response given initially, and could be seen to suggest 
that he pcrsonally does have a particular interest in CPD matters and thercrorc has 

played a bigger role than his Council membership necessarily requires him to. It is 

also significant in wider terms in that it acknowledges that beyond die offichil 
requircmcnts of Council mcmbcrship there is scope for members to become more 
involved in particular matters in which they have an interest. Ibis has implications 
for the range of people who are involved in influencing any one particular policy 
initiative under the auspices of the GTCS. 

I lowcvcr, as the interview progressed, another reason for this particular response 
became clear. The intcrvicwce was asked about his involv=cnt in his univvnity 

capacity, the interview proceeded as follows: 

1ntcrvicwcc: I've got no Involvement at Faculty level. 
Jntcrvicwcr: Didyou have In jour capacity as Dean? 
1ntcrvicwcc: Nope. 
Intcrvicwcr: No... because it [the Interviewee's term as Lkan] was essendallyprior 
to a lot ofthis? 
Intcrviewcc: No because it was a closed shop. 
1ntcrvicwcr: Closed - who was In the Inside ofthe closed shop? 
1ntcrvicwcc:, 41l those who are in the project team lClutr(cred Teacher/ ... 6vuse)... 

who had a life oftheir own. 

The shortness and directness of the replies indicate a change of fccling. as this 
intcrviewcc has responded at length to most of the previous and follo%ing questions. 
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This may indicate a degree of disquiet on the part of the respondent, which might go 
some way towards cxpUning why the intcrvicwcc responded to the original question 
in his capacity as a member of the GTCS as opposed to his capacity as a senior 

university figure. 

The impression of one of the civil servants was that he and colleagues act as policy 
facilitators, listening to what the stakeholders 'think they think the answer Wand 
identifying ways of achieving these aims. Ile cxtcnt to which this pcrccption would 
be shared by other stakeholders is perhaps questionable. 

The range of different types of reply to the question about perceptions of individual 
influence on the CPD framework was interesting and potentially significant. Some 
intcrvicwccs responded by stating what groups they were on, for example: 'I lulve 
been on the Ministerial groupfor continuing professional deivIvpmenI'(lA=l 

authority director of education), - 'I was on the worhing groupfor COSLA 
[Convention ofScoitish LocalAuthorilles/ as an adviser'(Local authority director of 
education); and Tvc been a member ofthc Ministerial Strategy Group since 2000' 

(I leadtcachcr on MSQ. 11csc responses indicate a knowledge of the significance of 
that context, but do not actually address the issue of individual influence, as having 

membership of a group, while increasing the chances of being influential, does not 

guarantee that the individual's voice %rill be heard or acted upon. 

Other intcrvicwccs spoke about the ways in which they fclt tIW work of their 

particular body or organisation had served to influence policy developments. 17his 

was particularly the case with both of the local authority directors of education, one 

of whom claimed 7bey [SEED qfficials Involved with the AISCI approached us 
because ofour track record. In a similar vein, the other local authority director of 

education commented: 'I'm obviously claiming that some ofthe chartered teacher 

approach cmanatedfrom the practice which we had devyloped " Ilic use of the 

words 'us', 'our' and 'we' suggests a corporate view of influence In the policy 
development process. I lowcvcr, as the lead figures in each of these two local 
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authorities, this could be seen as a way of highlighting individual influence while 
trying to display a certain level of modesty. 

In contrast to the responses above which conveyed influence as either a spccific 
named role (membership of particular working groups) or as corporate. some 
intcrviewccs made a more personal and dctailcd response to the question of thcir 
individual influcncc. One of the senior university figures c1aimed: 

Ifyou've looked at the supplementary paper [in the Cluirtered Teacher 

consultation exerclse]... that was drafted by me. lam particularlyproud 
ofthe purple prose In thefinalparagraph and thefinal sentence Is a 
challenge to Scottish teachers to raise their game. 

I Ic also stated that 7 remember engaging with [senior 11AIlEfigure], lie was the 
11MI who was lnvolvct4 and sajing to him "now look that linear relationship is not 
appropriate ", and he agreed with me and there was some "thinking Internally. '71ii s 
is particularly interesting in that is gives a hint as to where the intcrvic%%ve believes 

the real power to be located; that is, that he believes be has cxcrciscd influence over 
the process if be is able to convince I [Mill, of a particular course oraction. I lowcvcr. 

these are very specific examples of influence, and wcrc clearly said by someone who 
had the conrjdcncc that their position was influential cnough to be able to take 

personal responsibility within group dcvclopmcnts. Such a position Is less common, 
certainly within this group orintcrvicwccs, and might wcll be a rcflcction of the 
dominant discourse in Scottish education where consensus is so highly valued, and 
conflict seen as undesirable. 

11c range of types of response shcd some light on what the interviewces vicwcd as 
'influence': some clearly viewed their presence on a group as influcritial, some took 

a more corporate view of influence and others viewed their own personal Input as Ole 

measure of influence. 
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The role of teachers in influencing the policy development process was touched on 
by some of the intcrvicwccs. In some cases this rcflcctcd a discourse of partnership 
and consultation. For example, one of the headtcachcrs on the MSC stated that 'the 

essential thing is that teachers own the process [of CPDJ, - that It is not done to thern. 
it'sdoneb themfor the whole profession. The language in this statement rcflccts 
the rhetoric currently being used by the Government, as explored in Chapter 7, in 

which they attempt to convince teachers that developments am being taken forward 
in a spirit of collaboration. The fact that this language is being used by an arguably 
'clitc' hcadtcachcr, who is deemed to be influential, is symptomatic of Young and 
Mills (1978) concept of the 'assumptive world' in which policy-makers inhabit. 71iis 

assumptivc world takes certain things for granted and enables the policy elite to 

spcak with authority which of1cn goes unquestioned. Ile above statement begs the 

question 'howT 

11c MSP interviewed took a less idealistic view of the role that teachers play in the 

policy development process, implying in his response that teachers werc not playing 
a big enough role: 'there are too many demands beingfolsted "n teachers at the 

momentfor them to be able to attendproperly to the Issue ofCPD. While this may 
arguably bc an accurate reflection of the view of some, If not many, teachers, the 
interesting question is why this might be the case, and whcthcr or not it is intentional. 

The area of consultation and communication is crucial to analysing the policy 
process, as it is commonly held up to be evidence of open and collegiate policy 
development. For example, one of the Chartered Teacher Project team members 
claimed that Y have been involved In a lot ofinitiallres over the j-ears... and this one 
has hadjar more consultation In proportional terms than any ofthe others'. I IC went 
on to say that 'it [the chartered teacher consultation process] was the most 

consultative process that I have ever been Involved Its'. I lo%vvcr, %% hi Ic a 

considcrablc amount of consultation mightw0l lmvc taken place, It is die nature or 
that consultation that is important. One or the senior teacher association offlicials 

offcrcd a view which was in direct contrast to die positive view presented above: 
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the consultation on chartered teacher, which Infairness Itas not been well 

received... Weve got a dossier ofall the things that went wrong... And 

there were seminars which were organiscd which were well over- 

subscribeil andpeople were complaining they couldn't get In Mese [the 

consultation seminars] were also not well received because they were 

seen as being a process ofapologeticsfor something that had already 
been decided rather than a consultation exercise. - It was a roadshow 

rather than a consultation 

(Senior teacher association official) 

'Mis view was supported by one of the senior university figures, %%ho WhCn asked if 

teachers had had any rcal say in CPD developments replied '117icn did they ever? '. 

and wcnt on to say that 'the cynic in me would say that the atawers were predicated 
by the questions, and so the project team Lfor Chartered Teacher] got the results they 

wanted, resufts which reinforced a very 1980s model ' 

The quantity of consultation engaged in during die development orpoiicy is oflcn 
cited as evidence of engagement vAth stakeholders. llo%%vvcr. die quality orthat 
consultation and the processes used to seek and analysc responses is not discusscd as 
frcqucntly. One of the civil servants illustrated this: 

I'd Imagine that (fyou look back on the amount ofconsultation that 's 
been completed throughout the whole CPD process. I mean there's 

probably been hundreds offocus groups... there's been lots of 

engagement and consultation documents galore. I mean arguably orcr. 

consultation; but can)vu ever ow-consult? 

17his statement seemed to convey the message that the msulting CIT fr=cwork has 

been shaped by all of those who have an investment in it. Intcrcstingly though. the 
intcrvicwcc went on to say that: 
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I think our biggestfailure has been our Inability to communicate with 
teachers effectively ... the understanding at a high level ofwhere we were 
going and what we are doing has been pretty gooc4 but getting that 
Information out to the troops on the ground has been a problen 

(Civil servant) 
A close colleague of this civil servant, however, vic%krd it differently, claiming that 
the consultations had been useful in that they had helped to raise awareness of C111) 
in staffrooms. 

The examples cited above give a flavour of the numerous examples in the Interview 
data of contradictory views on the cxtcA quality and usefulness of consultation on 
various aspects of the CPD framework. While arguably it might be expected that 
individuals might hold different views of the process, the fact that these particular 
individuals hold elite positions, renders their versions more Influential. The 

perceptions of the education clitc can assume a 'truth' of their own. by virtue of die 

authority with which perceptions arc presented as 'truth' or'facts'. It is not, 
however, suggested that the intervicwccs were purposely trying to present a view 
which was not a correct version of events. What is interesting is that the majority of 
intcrvicwccs were presenting what they perceived to be an accurate account or 

events. In such circumstances, contradictions in interview transcripts might be 

explained by a lack of clarity of thinking rather than a deliberate attempt to mislead. 

Ibc MSP interviewed was the only intcrvicwce to question cxplicitly the cxtcnt to 

which stakeholders arc equipped to make genuine contributions to dcbate, claiming 
that education debate in Scotland is limited by the uncritical adoption of language 

such as 'standards', 'competence' and so on. 

9.4 Reasons for the development of the framework 

Some of the more common understandings of why the framework was being 

developed in the first place includcd: an attempt to make the teaching profession 

comparable with other professions already engaging in systematic CIID; to provide 

an enhanced career structure; to address current inequalities In access to professional 
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development opportunities; and to support teachers in being able to adapt to change. 
However, it was clear that even within these general catcgorics there was 

considerable variation in intcrprctation. For munpic, in considering CI'D as a means 

of supporting teachers in adapting to change, this could be read as cmpowcring 
teachers to drive change (Fullan, 1993), yet in Interview with one of the civil 

scrvants, this point was illustrated as being a means through which teachers could 

copc with the changes foisted upon them: 'there are priorities and ive are throwing 

things at you lefi, right and ccntrc'. Clearly there is a fund=cntal difrcrcncc 

between teachers being able to cope with centrally imposed change and teachers 

embracing and driving change. 

One of the interviewces, a senior university figurc, talked at 9=1 length about tile 

significaricc of the Sutherland Rcport (Sutherland, 1997), which suggested that 

considerable improvements needed to be made in the area of teachers' CID and also 

suggested that a framework be dcvclopcd. I lowcvcr, he was the only intcrvic%%vc to 

mention this. Interestingly, this particular intcrvicwce recountcd a Conversation that 

he had had with Lord Sutherland in which comparisons had bccn made with tile 

situation in England. Tllis is a claim that is often made about Scottish education 

policy - that many initiatives arc influenced by what is happening in EnglandL If this 

is indeed the case in terms of CPD, then the Sutherland Report, being a SM11 part of 

a UK-wridc report might well have been responsible in part for so%%ing tile sews or 

the development. 

Various intcrviewccs spoke about an acknowledgement of the need to systcmatisc 
CPD, highlighting that many teachers throughout the country %%vrc already engaging 
in high quality, relevant Cl'D activity. While some intcrvic%w-Cs claimed that the 
development of die CPD framcwork was about enhancing the professional status or 

teachers, another suggested that these teachers were looking for a system to 'cash its 

iheir CPD' in terms of formal credit to%wds a university postgraduate a%-A. 11iis 

could be interpreted as an attempt to enhance the university role In teachers' CPD, 

but might also be viewed as an attempt to exert more central control over die types of 
CPD teachers engage in. 71is view was supported by a civil servant %%ho suggested 
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that one of the principal reasons for the development of the fmmcwork was to 
improve the quality of current CIID, implying that much of it was considered to be 

poor or inappropriate. I lowcvcr, if that is indeed one of the principal reasons then it 

suggests that the framework has been developed principally for the purpose of 
imposing greater quality assurance on CIID providers, and in turn implies that CIID 
is something which should be provided rather than teacher-led. 

Most of the intcrvicwccs, by virtue of their high-profile roles. gave responses which 
reflected their own particular perception of die lbiggcrpicturc' of Scottish cducation. 
In contrast to this, one of the headtcachcrs intcrvicwcd, a mcmbcr of the MSC, gave 
a response which was either surprisingly limited in its view, or was an attempt to 
justify the approach tak, cn by the Committee. Ile suggested that the framework was a 
4 natural devc/opment', built on the benchmarks which had bocn devclopcd fur Initial 

teacher education programmes: 

Andthen ofcoursejvu had the AIcCrone-t)peprobalonertyproacl4 

which I think Is wonderful, so you get the Standardfor Full 
Registration -I don't see a problem with that. 71sat's really a 
development, Ifyou like. from IT& It thcre/5re become ivry natural 
that you had a standardfor chartered teacher. (11cadicacheronNISC) 

This response does not really indicate a view on %%hy the frunc%%vtk was smi as 
being worthy of development in the first place, rather it scmu to take Out for 

gmted, and accepts implicitly die 'cohcrcnce' ugumcnt (Purdon. 2003) as being a 
worthy rationale for the development of a standards-b: Lwd framework of C111). 

A high prorilc local authority director of education interviewed as pan of the sample 
raised an issue not about die reason for die development of die framework. but rather 
about the relative importance attached to its dcvclopnienL I le suggested that the 
development of the CPD framework was pcthaps being ovcr-Jmdo%%Vd by the 

signiricant changes being brought about to pay and conditions through the McCrunc 

Agreement (SEED, 2001), suggesting dut die CIID aspect of die agreement %%us 
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being dominated by the pay and conditions aspect. This view indicatcs that he 
believes the primary source of CPD developments to have bccn the Mccronc 
Agreement, a view that is supported by the analysis of the McCrone Rcport and 
Agreement documentation discussed in Chapter 7.71is is a view which was also 
supported by a senior teacher association official who claimed that outcomes 
attributed to CPD will be used by the Government as a measure of value for money, 
in terms of its investment in teachers' pay and conditions through the McCrone 
Agreement. In this case he was rcfcrring spocifically to outcomes Mating to 
increases in pupil attainment. 

While a significant number of intcrviewcc comments could be Interpreted In such a 
way as to provide an indication of cach particular person's pcm-cptiom one in 

particular provided mainly rhetoric in this area, suggesting that the real reason for thc 
development of the framework was 'to create a culture ofprofesslonal entitlement'- 
laudable sentiments pcrimps, but in nccd of substantial unpacking as it is highly 

unlikely that there would be gcncral agrocnicrit as to %hat this 'crititlemcrit' should 
be. 

Despite the range of views as to the original rc=n for the development of ffic CIID 

framework, not one of the inicrviewces questioned the ncod for it. unanimously 

viewing it as a positive stcp. This is a good illustration of the conicrition 11MI While 

groups of elite figures might arrive at a conscnsus in tcrms of ldcritifying the %%Iy 
forward in a particular policy development, the undcrpinning rcasons for supporting 
the consensual position arc not necessarily the same. 

9.5 Purpose of the framework 
T'his theme is discussed explicitly in Chapter 8 in rclation to intcrvic%ves" responses 
to a direct question, but this section considers the wider data set In discussing both 

direct and indirect comments which address this theme from across entire transcripts. 

While there is acknowledged to be gencml agrcemcnt among Stakcholdas that die 

development of the CPD framework, is a positive s1cp, noAhcrc Is therc %%-rittcn down 
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any clear definition of its intended purpose. In each of the interviews this Issue was 
raised, sometimes by the intcrvicwces themselves, but if no4 ccrtainly by the 
interviewer. It will come as no surprise to discover that across thc six1ccn intcrviews 

analysed in this study a broad range of possible purposes %%-as idcritiflod. 

Many of the intcrvicwccs stated quite fimly that the purpose ordic rramc%kvrk %, as 
to ensure a bctter education for childrcn, ror exarnpic: 'Ythis works properly, 
teachers will be better prepared to do what they do and I suspect that they will be 

more sattArfled In doing theirJob, so the kids have most to gainfrom all of that. ' 
(Scnior teachcr association official) 

11is positivc aspiration for the CPD framework was expressed In a range of ways by 

the intcrvicwccs, but what was not expressed cxplicitly by the abovc, or by any of the 

other intcrvicwccs, was a notion of what a better education entails. This implies an 
assumption that we sharc an understanding of what education is about and that it Is 

not a contested area, supporting Delandshem & Arcns' (200 1) claim that the morc 
wc standardisc our teacher education, the less we are required to articulate our own 

conceptions. The assumption that greater adherence to the framework will 

necessarily result in better teaching or lc=ing subscribes to the theory underpinning 
Zcichncr's (1993) social cfficiency tradition which suggests that there is a right way 
to teach, whereby the better an individual teacher can pcrforrn this prescribed 'good 

teaching', the morc Icaming will take placc In their classroom. 1"his view f3ils to give 
due cognisancc to issues of environment and society. and the Inequalities inherent In 

them -a fundamental aspect of the social democratic conception of teaching and 

professionalism as discussed in Chapter 8. 

While some intcrvicwccs suggested a range of possible pwTx)scs for die fmmcwork. 

a senior IIMIC- figurc was much c1carcr about the purpose, claiming that Government 

ministers had already dcrined the purpose, which was about raising attainment. I le 

went on to explain his understanding of 'raising attainment' in more detail: 
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7hey [Government ministers] are wanting to Improve the range and 

quality ofskills that young people lurve when they leave school becaule 

that Improves their chances ofgetting advanced educat/614 or getting a 
betterjob, or improving their lifesr)-le. and that has Implicationsfor 

society and the economy. (Senior IIM 16 figurc) 

11iis explicit adherence to Government imperatives %us continued In his claim that 
CPD should "fced very directly Into Government targets like Incluslon", thereby 

acknowlcdging the CPD framework as a means ordelivcring Government priorities 
as opposed to something which the prorcssion itself should own. Continuing the link 
between CPD and raising pupil attainment, but displaying a slightly diffcrcni 

pcrspcctivc on it, was comment from a senior teacher association official, Who 

suggested that raising attai=cnt is the 'jWback' demanded by Government ror 

funding the pay and conditions package outlined in the McCronc Agreement: 

... Ifit Is the private sector then there are measures about Mfitabilify 

and shareholder value and so on that can be used to arcertain where 

their Investment has come good So they [the Government/ need to 

devise a prary in the public sector and basically the prtuy that Is being 

used Is to do with pupil attainment: It 's Ilse targets, It's the exam results 

and these kind ofquantiflable measures that the Treasury expects to see 
backfor the money that they have made arallable. (Scnior tcachcr 

association official) 

This vicw supports I larticy"s (2002) claims that standardisation and accountability Is 

also about the prudcnt usc of public funds. 

A common theme in several of the interviews %vas the ockno'Alcdgcmcnt diat them 

appears to be no formally agreed or %kTittcn do%kn purpose for die development of die 

CPD framework - pcrimps somcwlmt surprising considering the rcsourccs diat love 

been invested in its dcvclopmcnL This ack-nowlcdgctncnt came frum a range of 

sources including figures from the GTCS and universities as %%vll as from civil 
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servants directly involved in the development of aspects of the framework. Indeed 

one civil servant expressed the view that cvcn members of the Ministerial Strategy 

Committcc for CPD, whose rcmit it is to give strategic direction to the development 

of the framework, would be unlikely to share a common view of the purpose. 
I lowcvcr, that view was not echoed by one of the hcadtcachcrs on the MSC who 

stated quite unequivocally that he believed that all members of the Committee 

subscribed to the same view of the fundamental purpose of the framework. Despite 

holding this particular view, he failed to articulate exactly what that fundamental 

purpose might be. The apparent lack of any clear purpose of the framework adds 

complexity to the question of evaluating its success -a theme explored c1scwhcrc In 

this chapter. 

Only one of the intcrvicwccs, a senior university figurc, raised cxplicitly the Issue of 
the transformative potential of the CPD frwnework. claiming that'it really comes 
down to whether public schools are there to reproduce or tramrform'. I Ic Implied 

that the CPD framework could support Zciclincr's (1993) social rcconstructionist 
view of teacher education, although other comments in this Interview tended to 

suggest that he views this as more of a theoretical potential thari an actual one -a 
view supported by the I IMIR figure's comments discussed abo%v. 

One of the local authority directors of education, 110%kvý, cr, also talked about die 

rcculturalisation of teaching through the CID rrwnc-. %vrk-. claiming that 'we are 

engaged In an enterprise here to change culture. )wu Anow, to raise the esteem and 

professional confidence ofteachcrs. I le went on to explain that 'I only 14-ant 
teachers to be effiective teachers but they need some professional curiosity about the 

context within which they are olvrating... to succeed lit that*. I le appeared to be 

suggesting that his notion of 'effective teaching' Is not necessarily to conrorm to 

performance indicators or attainment targets imposed by central government, but 

rather to be autonomous prorcssionals, aligning %Nrith Boticry and Wright's (20003) 

public and ecological orientations of teaching. So, while intervic%vts used common 
language - for example, lcffcctivc teachers- clearly their understanding or %khat 

that implies was not necessarily shared. 71iis adds complexity to die analysis of 
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messages emanating from clite education figurcs, as it demonstrates that It is not 

enough merely to consider what they are saying. but as Cookson (1994) contends, 

that the ideological field in which the individual acts Is fundamental to the 
interpretation of their comments. 

Another interesting issue arising from the interviews was the respective status 
attributed by individual intervicwccs to the various components of die CI'D 
framework. In particular, there was a tendency by rnany to respond to questions 

about 'the CPD framework' purely from the perspective of developments in tile 

chartered teacher programme (a theme developed mom fully elsewhere In this 

chapter). While there was a range of explanations as to why chartered teacher might 

currently be seen to be of higher status/priority thaxi other aspects of die framework. 

this nonetheless has to be borne in mind in interpreting tile responses. Indeed. It was 

perhaps unreasonable to expect intervicwces to come up with a succinct rationale for 

the purpose of a framework which comprises discrete component% each with their 

own origins and purposes. Whatever the reasons for variations in perceived 
importance of the respective components, it was nonetheless obvious that chartered 
teacher was seen by many to be the central focus of the CPD frarneworL A senior 
teacher association official suggested, rightly or wongly. that this %kus because die 

rest of the framework will not be substantially different to current practice: '01the 

CPD issues it [the chartered teacher project] luis been byfar and away the biggest, 

and it has been the most signiflcant because it Is the one where it Is neuý It Is open 
for grabs. ' 

Another possible purpose of the framework- mentioned by sc%, cml inicrvic%kvcs 

related to the status of teachers and the way the profession Is pcrccivcd both 
internally and externally. I lowcvcr, closer cxwninadon of these Comments Ind icatod 

different discourses in play. Forcurnple, die senior 1IN11111 figurc stated that die 

. Y' %% framework is in part about 'enhancingprofemlonal Integrit wuJ hilcitcouldbe 

argued that a standards-bascd framework designed princip: dly to cnable Government 

imperatives to be fulfilled is not the best way of enhancing prurcssional Integrity, It Is 
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obvious that the I IMIE figure interviewed understands the importance of using 

appropriate language which will kccp teachers on-sidc. 

One of the civil servants, on the other hand, suggested that the frxnc%kork is about 
'trying to re-engage teachers with their Professionalism, It's giving them that 

opportunity to recognise that they've got a responsibility to think about their 

Professionalism'. I lcrc the implication is that this is a top-do%m approach where 
teachers will need to have things 'done' to them in order to remody the deficit 
implicit in this statcmcnL 

While detailed discourse analysis of such comments might reveal subtle diffcrcnccs 

in the choice of language and the meaning implicit, it does not necessarily indicate 

factual truth. Rather what it might indicate is the level of cxpcricncc or die respective 
intcrvicwccs in terms of their awareness of their own public prcscntation - perhaps 
signirying that Cookson's (1994) notion of the four elements of die power discourse 

arc not discrete aspects, but rather arc intcrlinking catcgorics that have a dircct 

bearing on each other. For example, die 'syntactical style' is perhaps less polished 

and deliberate in the less experienced public figure - die 'individual actor'. 
Nevertheless, it must be assumed that not everybody listening to these elite education 
figures will have the time or the inclination to carry out dctailcd discourse analysis, 

and therefore the message that is conveyed, whether it Is attributable to syntactical 

style, the individual actor, or a combination of both. Is highly significant. 
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10 TENSIONS AND RESOLUTIONS IN THE CIII) DISCOUILSE: VIEWS 

FROM THE INTERVIEW DATA 

The sclcction of nodcs discussed in this chapter include: indicators of success; power 

and influence; tensions, contradictions and assumptions: intcrvic%%-ccs' understanding 

of key terms or topics; and future developments and predictions. The chapter also 
includes a short commentary on developments since the Interviews %hich might 
impact on or elucidate aspects of the interview data. The chapter discusses tensions 

and resolutions from both within individual interviews and from across the range of 

transcripts. 

10.1 Indicators of success 
Again this issue is discussed in specific tenns in Chapter 8, but this section looks 

beyond the answers given to the direct question about inicivic%ves' vic%%, s on 

suitable indicators of success. Instead this section takes a diernatic look at tile issue 

raffier than analysing what the responses say about individual intcrvicuws' 

sympathies with either social democratic or technical-rationalist conceptions of 
teaching and prorcssionalism. 

It may have been reasonable to assume that the pcrccptions articulated under this 

theme would relate closely to the issues highlighted under the theme adJmsscd in die 

previous chapter about intcrvicwccs' views of die purposes orthe crameworL Afler 

all, if the framework were established to serve certain purposes then the indicators or 
its successful implementation would surely be linked to thcsc purposes. I lo%kvvcr, 

this is not what transpired from die interview data. Inticed, in die majority or 
intcrvicw transcripts there was no clear match bctwcen these two areas. 11cre %kus, 
however, fairly broad agreement that thcre currently exist no agrccd plans for the 

monitoring and evaluation of the impicnictitation of the framework. One of the civil 

servants went further in suggesting that: 'Until we... lume a slighityfirmcr Idea of 

what theframework is going to be, I think we would be unwise to start throwing out 

too many unfocused succcssfactors. ' 11iis comment would appear to acknowlodgc 

that there were in fact no overall stratcgic objectives for die CPD framc-AorL 
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Several of the intcrvicwccs suggested that the uptake of courscs would be an 
indicator of successful implementation. for example, 'are teachers getting andgoing 

on CPD? ' (Senior I IMIE figurc). Whether or not these intcrvicwocs were actually 

suggesting that they would advocate adopting this indicator, or whether they %kvrc 

mcrcly cxprcssing what they anticipate might be used. was not always clear. 
I lowcvcr, it did suggest that when it comes to measurement. some of the more 

qualitative aspects mentioned under die previous section. such as improvement in 

teacher moralc and more confident, happy pupils, tended to assume a lower profile. 
As well as course uptake it was proposed that course availability, and die extent to 

which local authorities provide opportunities for teachers to meet their CIID needs, 

would also be indicators of success. Tbcsc types of indicators imply a view of CPD 

as being something that is 'provided' for teachers - this is arguably in direct contrast 

to the notion of enhanced professional status and responsibility highlighted by 

intcrvicwccs elsewhere. In placing the responsibility for successful implementation 

with employers and providers, the elite figures interviewed in thi's study %kvrc in 

effect limiting the extent to which they vicwcd teachers as having ownership of CIT. 

Reading these interview comments together with the strong messages cmanating 
from SEED news releases, as reported in Chapter 7. that suggested teacher 

professionalism is something that the Government can 'give' to tcachem one can see 

how this particular discourse is perpetuated. 

Most of the intcrviewccs did acknowledge that some of WI=1 they perceived to be the 

more desirable outcomes of a succcuful CPD rmmc%%-ork would be quite difficult to 

measure. Tlicy also highlighted die difficulty in distinguishing I)ctwcen 

improvements made as a result of a good CPD ftmework and improvements made 

as a result of other initiatives. Nonetheless. diis is surely not an Issue that relates 

purely to CPD policy - it must have implications for the evaluation oran education 
initiatives and polices, none of which stand in isolation. 

A senior GTCS ofricial suggested that tberc might well pro%v to be tensions between 

what teachers and what other stakeholders %%vuld view as desirable outcome$ oftbe 
framework -a suggestion in keeping with the findings discussed In Chapter S. It was 
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suggested that the other stakeholders would be looking for more 'concrete' indicators 

of success. Indeed, the intcrvicwce went on to suggest that much of the bcncrit or 

successful implcmcntation would not really be visible for perhaps another twenty 

years when the pupils on whom it is hoped this will have an Impact begin to make 

more visible contributions to society. 

Interviewces holding posts in SEED, a university and I INIII: itself all suggested that 
future school inspections should consider the cxtcnt to which the CIID framework is 

being implemented successfully. 11c senior I IMIR figure also suggested that they 
[I IM IE] would wish to mount an aspect inspection at some point. an aspect 
inspection being a country-widc review of one particular theme, taking into account 
the views and practices of relevant institutions such as the uni%vrsitics, local 

authorities and schools. I lowcvcr, there would have to be some initial agreement 

about the kinds of features that were deemed to be desirable in Icrnu of successful 
implementation. 

Interestingly, one of the teacher association officials suggested that 'Usues around 

retention will become one ofthe Indirect things that people will measure'. yet not 

one of the intcrvicwccs suggested that improved rctcntion would be one of the key 

purposes of the CPD framework. 11is could mean that die intavic%%VC assumed 

either that indicators of success would be those things most casily measured, or that 

retention was a key purpose but not one that stakeholders %vanted to highlight. 

11c possibility that die indicators that are most easy to measure would be die ones 
that were used was supported by two intcrvic%%vc: s in particular. One of die teacher 

association officials, as raised carlicr, considered that Government would want to see 

payback for its investment in teachers' salaries in terms of raised pupil attainment 
through targcts and exam results. 11is was supported by one of the civil savants 

who also suggested that measuring die achicvcrncnt of pupil attainment tw-gcts would 
be uscful: 'It will be Interesting to compare targets Infity or ten)rars time Wth the 

targets now, and whether)-ou can distil the impact ofthe chartered teacher 

programme on the Improvemcni), ou willice. ' 
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Despite the majority of suggested indicators of success being fairly quantitative In 

nature, it would be unfair to present this as the whole picture presented by die 
intcrvicwccs. Two such examples of contrasting views were: 

one Indicator ofsuccess would be that there was signy7cant 
enhancement In the quality ofeducationprot-idedbyscloools... [aildI a 
richer quality ofdiscussion about educational Issues (Senior uni%vnity 
figurc I ID 
better communication amongst teachers... [an4 an ability of 
professionals In schools to make more explicit to the public what they 
were achieving (Senior university figurc [21) 

It was interesting to note that the more extensive and explicit comments Mating to 

qualitative indicators came from the two senior university figures inicrvicv%W. VVhilc 

the interview transcripts of these two intcrvicwccs displayed some contrasting views 

on the purpose of CI'D for teachers, they were the only two within this sample to be 

quite so explicit in qualitative terms and to acknowledge that while qualitative 
indicators arc perhaps more difficult to measure, they are nonetheless Important. 

This could bc for a number of reasons - firstly. it could be argued that it Is not the 

University sector that has invested the money in the development of the framework 

and it would therefore not be held accountable for its success or othcmisc. Secondly, 

it might well be that these particular intcrvicwces subscribed to a conception or 
teaching which views these more hol istic indicators as important. I lo%%vvcr, It could 
be that these particular intcrviewccs hold a more positive view of the potential and 

rigour of qualitative social science research, and therefore do not shy away from 

suggesting such indicators of success. 

10.2 Power and Influence 
nc issuc orpowcr and influence in the development of C111) policy is central to this 

study. Many points were madc in the interviews - both explicitly and Implicitly - 
which related to issues orpowcr. Issues of power ranged from competing agendas 

and relationships between stakeholder groups to the perceived Influcnce of 
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individuals and organisations. Somc issucs rclcvant to this topic have already bccn 

raised carlicr in Cbptcr 9, for cxamplc, issucs of po%%vr in rclation to consultation 
proccsscs. 

One of the crucial questions in policy analysis is the motivation for Particular 
policies being on the agenda in the first place. This was discussed by several of the 
intcrvicwccs - some more openly than others. For example., die senior II NJ IH figure 

was open in acknowledging that the vast majority of new policy Initiatives In 

education have occurmd because 'Government or the Inspectorate or other 
stakeholders have said we needto make a change ". I le attributed this to pressure to 

compete on an intcrnational stage, where government folsts'policy initiatives on the 

profession, as opposed to the profession itself determining priorities. Mile not 
relating this explicitly to CPD policy. he appeared to be idcntifying %hat he 

perceived to be the dominant trend in education policy-making in con1cmporary 
Scotland. 

I lowcvcr, while the above statement seemed to suggest that the I INIM figurc %us 

advocating greater involvement from the prorcssion, comments later In the interview 

appeared to indicate that this involvement by the profession should be limited to 

teachers rccognising the kinds of issues that Government identifics - not articulating 

a whole host of different policy priorities based on different Ideological conceptions 

of teaching. I Ic suggested that other countries arc 'catching up Wth us '. and that one 

of the solutions to this is that w must look at all the ways that we can Aerj) abreast 
In terms ofquality and one ofthe ways is to hx)k at what is the teaching Pwfesslon 
This is another example of the shared assumptions that members of the policy 

community can exhibit - that there is necessarily agreement over %hat 'quality' or 
teaching or education might be. 11c complexities of the range of conceptions or 
teaching arc considered in dctail in Chapter 4, and arc cxplorcd In the context of the 
interview data in Chapter 8. 

A senior GTCS official supported the vicw discusscd above that gowniment drivcs 

the policy agenda - but cxprcsscd it in a diffcrcnt, although cqually open. manner. 
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there is the argument ofcourse that we will get nothing done IfWe're 100 
democratic and that ifyou have a political will then the political will will 
fight the argument. So IV say that there's been a degree ofpolitical will 
driving the whole thing [the CPDframework]forward which In the end 
will not be democratic. (Scnior GTCS official) 

The acceptance of the inevitability of this position - that political will holds sway 
over democratic participation in policy development - Is significanL Clearly, 
however, the intcrvicwcc is happy to share this view openly. and thcrcrorc does not 
perhaps view this perceived government dominance as orconmn. 

Government dominance in setting and developing the policy ogcnd; i is arguably more 
likely where stakeholder groups themselves have not dcvclopcd agre-ed 
understandings about key issues. One of the senior GTCS officials explained that in 

order to develop an informed and coherent position on developing CIID policy. the 

organisation had agreed to set up a CIID refcrcncc group. 'Mis stratcgy was 
highlighted as an example of strategic planning by the GTCS. I lo%%Vvcr. one of the 

senior university figures, who had also been a Council member, suggested that this 

strategy was in cffcct limiting the power of other individuals on the Council to 

contribute to the debate, acknowledging that while 'it Is a gootl Idea... It Is also a 

way of controlling debate. ' 

Tle attribution of power to certain individuals and stak-clioldcr groups, %licther 

conscious or not, is evident in the interview dam I lerc. Foucault's concept of 'truth', 

as discussed in Chapter 6, is particularly rclevant. To reiterate. Nucault understands 
truth to be 'the ensemble of rules according to which the true wki the false arc 
separated and spccific cffccts of power attached to true' (cited in Rabinow. 1984, p. 
74). In the case of CPD policy, several of the intervic%kvcs rcfcrmd to Instances 

where teachers were not always told 'the truth', two such examples being: 

People [teachers] have been told so many things about Chartcrcd Teacher. some of 

which have been authored solely by the Executive or local uuthoritta. 
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(Scnior tcacher association official) 

they [universities] werefar too quick to organise seminars [about the Chartered 
Teacher programme] and tell people what /I was when they didis 'I Ana W. 

(Local authority dircctor of cducation) 

The two statements quoted above apportion blame to different stakeholders for'not 

telling teachers the truth', and arguably imply that the interviewccs can ldcntiry the 
"truth' of the matter. I lowcvcr, what is important In this context is not what die 
factual 'truth' of the situation might be, but the power struggle evident %licre more 
than one stakcholdcr group believes it has die right to determine %%hat version of 
understanding should be promoted as truth. It is interesting to note that [lie struggle 
in this selection of interview data is between the rights oriocai autho6tics, teacher 

associations and universities to determine truth. Absent from the discussion is the 

place of teachers in determining truth. Indeed, quite the opposite Is die case, as the 
discussion ccntrcs around which stakeholders have the right to pass on the 'true' 

version of events to teachers. Teachers, as a group, am therefore placed In a passive 
role with the other stakeholder groups positioning themselves as guardians orthe 
information that they release to teachers. 71is position would appear to be In conflict 

with the discourse of partnership and consultation evident in the publicly available 
documentary evidence (see Chapter 7). 

I'lic above discussion ccntrcs on power in terms orthe power to shape the policy 
agenda, but also of interest is power in terms of die power of this particular policy 
agenda itcrn to shape practice. In other words. what cffcct do die stak, choldcrs hope 

the policy will have? In relation to the CI'D framework, die interview data reveal a 
range of reasons why intcrvicwces believe the framc%%vrk will be powerful; 

significant among these is CPD as a means of assuring teacher accountability. 111is 

was expressed in an unequivocal manncr by one of the senior uniývrsity figw-cs, %Nho 

suggested that: 
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CPD as a means of culling the leachingprofessionfrom time to time. 
Now I don't like being autocratic In that direction, but I think (f), ou are 
going to have performance Indicators. or quality Wicators. you have to 
be able to use themfrom time to time to indicate, after appropriate 
testing, to a teacher that they are no longer maintaining the standard 
(Senior univcrsitY figurc) 

Both the content and the language used in this statement Indicate a sense of power 
over teachers. For example, culling the teachingpwfeislon' is not an expression 
which signif ics mutual respect or a commitment to partnership. 

Ilis powcr position is mirrorcd in commcnts by a civil savant %lx) suggcstcd tlmt: 

the actual need to set standards was recognised a while back and I 

presume that was because the argument being, Ifyou want to 

reprofessionallse the professloiL -- you have to Identify to the prt)fession 
what you erpect of them, because ifyou tknlt,... how do they Anow they 

are achieving it? 

(Civil Savant) 

'ne language used here suggests that the speak- cr, or the stak, cholder group that the 

speaker represents, holds power over teachers in a way Owt enables it to demand 

spccific forms of accountability. Ile comment displays an Intercsting use orthc 

concept of 'profcssionalisation' (discussed in Cimpter 4), %hich implies adherence to 

a 'standard' applied by dominant stakeholder groups, and not one gencralod (rorn 

within the prorcssion. 1rhis is an example of what Smyth ct a]. (2000) describe when 
they suggest that professionalism is an ideology linked to =ttcrs of control. Again. 

the tone of die statement is in conflict with discourse espoused clsc%%hcre, In which 

the buzzwords; incl We 'consultation, 'consensus' and 'partner-ship". 

Ile civil servant quoted above wcnt on to anicul3tc the CxtCnt to Uhich 

accountability is imponant, claiming that part of thcJob of tcadiing Is to be able to 
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account for oneself to the hcadtcachcr, the university, the prorcssional body, their 
peers 'and to their customers'. Tbc use of 'customers' as opposed to 'pupils' or 
'pupils and parents' might arguably be viewed as being indicative of a market 
approach to education. This rcflccts Sachs' (200 1) notion of the 'entrepreneurial 
idcntity' of teachers, as discussed in Chapter 8, where market forces drive an 
efficiency agenda, in which issues of accountability feature heavily. 

Market forces were a concern of one of the other intervie%res; in this case the form 

which contribute to the vagaries of the supply of teachers. One of the local authority 
directors of education, in discussing the use of the CPD framework as a me= of 
identifying incompetent teachers, acknowledged that the availability of teachers does 
impact on the extent to which a local authority is willing to support its workforce: 

in times of over-supply [of teachers] the" are a whole number of U-a)-s In 

which authorities can be less tolerant or supjx)rIIt%-. 7hey will be much 
more aggressive when they know they canfind a replacement And Its 

times ofteacher shortage they will be much more tolerant. 
(Local audiority director orcducation) 

In cffect, this interviewce was acknowledging that while the rrammotk might 
include standards designed to ensure consistency across Scotimul. in mality the 
interpretation and implementation of these standards will dcrctW on odier 
circumstances. This suggests that standards too, as %vl1 as die concept of 
prorcssionalism discussed above, can be adopted as tools of ideological control. 

Only one of the intcrviewccs acknowledged the conflicting nature of these two 
distinct discourses: the standards and cfricicncy driven discourse rcprc=tcd by a 
tcchnical-rational ist conception of teaching and professionalism %% hcre 

accountability is crucial; and the collegiate, dc,, viopmcnW discourse rcprcscntcd by 

the social democratic conception, where partnership and consultation am 
fundamental. One of the senior teacher association officials articulated this conflict 
in rclation to the messages emanating from SEED: 
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7here's a duality ofpurpose here: on the one hand the Erecutive wants to 
be seen to be supportive, to be providing opportunitlesfor CPDjor 

chartered teachers and so on but there is another bit ofthe F-recutive, the 

public perception ofthe teaching profession 'tough on crime. tough on 
the causes', have high standards ofteaching but be tough on the bad 

ones. So there is a kind of duality of message there. 
(Scnior teachcr association official) 

These conflicting discourses are evident in policy documents coming from SEED, 

and the wider Scottish Executive, but appear to be being ignored In pursuit or 

consensus, again perhaps illustrating Peters' (1996) view that 'consensus can be 

established only on the basis orcxclusion' (p. 9). 

Interviewccs' views of the respective influence of stakeholder groups proved to be 

varied, indicating quite different perceptions of the situation. One of die senior 
GTCS officials laid claim to having had significant influence. claiming that Sce [the 

GTCS] have driven this more thanpeople expected', but added the disclaimer Ilmt 
'that's not necessarily seenfrom a public view. 

In contrast, one of the Chartered Teacher llrojcct tcxn mcmbers claimed that 

'Individual leachers'had been the most influential stak-choldcr group In rclation to 

the development of the Chartered Tcachcr programme. 11iis is or particular 

significance when we consider commcnts discussed in the prCVious chaptcr about the 
lack of communication with teachers in die dcvclopmcnt of the CID framcwork as a 

whole. This leads us to question whether the Chartcrcd Tcuchcr Programnic vms In 

actual fact so different from die rest of the framework In tcrms of its involvcnicnt 

with teachers, or whether other factors have influcnccd this pcrccptiotL 

An important distinction between having powcr to agrce agcndas and Niving lx)%, cr 

to implement resulting initiatives %Nus dra%m by one of the local authority dircciors of 

education. Ile highlighted the role of COSLA (die Convention of Scottish Local 
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Authorities) in the McCronc negotiations, claiming that VOSLI's role In It can 
sometimes be seen to be power without resjvnsibility because they can reach 
agreements but they have no Interest whatsoever In implementing theim 'This raises 
two interesting issues: first, to what extent can power and responsibility be wp=tcd, 
and second, is power actively sought by those who have an 'interest' or is it 'given" 
to particular groups by virtue of their perceived role? I'licre is a fundamental 
difference between power being taken by groups or power being given to groups. 
While various stakeholder groups were discussed by die intcrvicwccs in terms of 
their influence in developing the ClID framework, die GTCS featured prominently as 
one of the key stakeholder groups. Tlicrc was a sense in several of the intcrvicwccs' 

comments that the role of the GTCS is changing. and that their Involvement in CPD 
is central to that change. Whether that involvement is through changing structures or 
through the personal ambition of individuals within the organisation was not clear. 
cut in the interview data. For example, one of the senior university figurcs viewed 
the GTCS involvement in accrediting chartered teacher courscs as a means of 
strengthening its general CPD role, given that it already had significant power in 

relation to ITE and induction. I lowcvcr, one of die civil servants had a slightly 
different perception of the principal reason ror increased GTCS involvcmcnt and 
prof ile: 7 think it Is the personnel that have changed that, and the drive. atul the 

ambition ofthe personnel in that area [CPDJ'. Ilic notion that not only 
Organisations, but individuals too can have the power to sImpe dominant discourse 

supports Cookson's (1994) notion of the rour elements of die power discourse, one 
of which is the 'individual actor' (p. 12 1). Cookson acknowledges that in certain 
situations the individual actor can be the critical element in sImping discourse, and 
here, the civil servant attributes. in part, the changing role of die GTCS to individual 
influence. I lowcvcr, the same intcrvicwce also talked of structural Issues which have 
increased the power of the GTCS, at one point saying 'did we reallse that we were 
giving them signiricantpoocr In the CPD arena?, indicating dmt he believed that 

the ownership of the power was quite clearly with SEED, by virtue of their ability to 
Ggive', and therefore presumable also to withhold. power to stakeholder gmups. 
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One of the senior teacher association offlicials continued the theme of the 
Government being in the position of power and thcrcrorc being in a position to 
distribute that power to particular stakeholder groups. 

I suspect that it [the GTCS] does not have the power Infairness to It. It Is 

a body that in my view has been Interfered with, (fyou IlAr. by the 
Government, actually Improperly. Some ofthe "cent changes to file 
com osition [ofthe Council] andso on are Illustrative ofthat... P 

(Senior teacher association official) 

Ilis statcmcnt gives some insight into one of the mechanisms by which the OTCS 

might arguably be controlled more cffectivcly by Government. Indeed, one of die 
headtcachers on the MSC also mentioned the role that the composition of die OTCS 
Council has, highlighting his concern at the way in which teacher associations run 
fislates' for Occtions, thereby hoping to gain some control over GTCS business. I le 

acknowledged that the legislative changes to the GTCS composition have limited 

this, but nevertheless acknowledged that it does still happen. So while the GTCS 

might be deemed to have more power than it did previously. that power Is still 
controlled, to an extcnt, by GovcmmcnL TIc teacher association official quoted 
above went on to say that: 

... I know that It is difficultfor the G7C because (fit has a stand-offivith 
the Executive about something there is always the risk that It simply lias 

Its powers trimmed or certainjunctions taken away. 77se Government uses 
it when It is convenient and It Is reasonably co-olvrative. but (f It were to 
become really stroppy and very assertive then It uwuldput at risk such 
powers as it has. (Scnior tcachcr association official) 

Clearly the interplay of power is much more comPlex than who has it and what 

they do with it. It needs to be considcrcd within the lcgislativv and structuml 

context, the cultural context and the personal context of thosc individuals and 

groups involved. 
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Several of the interviewees were happy to discuss the individuals that they 
believed to have had significant impact on development of the CPD framework. 
Some of these individuals were deemed to be influential in terms of their 
role(s) on various groups or bodies, where others were influential in terms of 
the way in which they had helped to inform the intcrvicwccs' thinking on CIID. 
Of particular note here were Sam Galbraith (Minister for Children and 
Education, May 1999 - October 2000) who was credited with challenging the 
profession and putting CPD on the agenda; and one of the senior GTCS 
officials who was perceived as individually influential in tcrnIs of shaping the 
detail of the CPD framework in general and the chartered teacher programme in 

particular. 

In addition to asking interviewees about other individuals deemed to be po%ktdul or 
influential, the intervicwees' perceptions of their own power were explored. Given 
the range of positions held by the intcrvicwccs, questions relating to this were not ale 

same across the board. For example. where intcrvicwca held positions as officials 
representing elected bodies, their individual power was considered in rclation to the 
elected body, whereas some of the intcrviewces held positions which were less 

obviously restricted. 

The four interviewees holding senior offliccr positions in teachcr associations and the 
GTCS were asked about the extent to which their own vicws wcrC consistcnt with 
those of their elected councils, and the cxtcnt to which dicir roles changed with 
changes to the elected council membership. One of the scnior teacher association 
officials claimed that his role remained constant regardless of die comstitution of the 
elected council. Ile went on to claim that: 

ourpower and influence has Increasedquite considerablyowr thepwt 
few years. You can tell by the number ofphonc calls we get -I get press 

officersfrom Victoria Quay [SEED headquarters] sq)Mg -what's this 
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you're saying? "I must be doing myjob right because every so often I get 
complaining phone callsl (Scnior tcachcr association official) 

Wis statement gives an indication of what the intcrviewvc deemed to be evidence of 

power, namely him personally developing a higher prortle %kith SEED. In contmst, 
the other senior teacher association official talked about the limitations of his 

personal role: 

It [being a paid qoclalj alters the relationship. what)vu can siV and da. 

and so on, because Ifyou are elected)wu can debate and luveyour own 
opinion, have your arguments and so on. But (f)vu are a paid chief 

offlcer then you are there to sen-e the organisation, to promote and 

promulgate the policypositiom (Scnior teachcr association official) 

The difference in emphasis in these two statements illustrates the complexities of die 

power relationships within such organisations, %%, here on the surracc die structures 
would appear to be rairly similar. I lowcvcr. it is also Indicative of the different 

perceptions of individuals. 

Both of the senior GTCS officials acknowledged the difference that die composition 

of the council could make. One of die officials in particular also talked about %%zys in 

which officials work behind the scenes to inronn council members. and presumably 
therefore to promote their own particular perception or issues through Innucricing 

council members. Ilic tensions which these intcrvic%%vcs, and othcrs, experience in 

aligning their own pcrsonA views with those ordic stakeholder groups which they 

represent, Is discussed in more dctail in the rollowing section. 

Relationships among the various stakeholder groups %%vm also explorcd In die 

interviews. Again, though, relationships cannot be discussed purely In terms of 

structures and runctions, as die Individuals representing stakclioldcr groups lmvc the 

power to influence od)crs' paccptions of dicir organisation. One of die civil savants 

acknowledged this, using SEED's relationship %ith die GM as an example: 1,41 the 
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moment with the personnel that's there, there are good relations with the Executive 

and the GTC. I'don't know ifthere'ievcr been badrelations, but at the moment they 
are particularly good. 

Following this statcmcnt, the intcrvicwce was asked about the commonly hcld 

accusation which is frequently asserted in the educational press that the GTCS Is a 
puppct of the Govcmmcnt, to which he repi iod 'Oh right. I thoughl)%iu were going 
to say thepuppetfor the unlonsPI le went on to develop this by explaining that: I 

would Imagine many teachers see the GTC /it the pocArt ofthe Erecutive, and the 
Executive has probably seen the GTC In Ilse pocArt ofthe unions. and It'sJust 

standpoint, It's perceptiom 'Mile acknowledging that thcre will doubtless be 
differences in pcrccption, the reasons for these perceptions are Interesting. In bcing 

able to pinpoint which groups would rind rclationships bctwrcn other stakcholdcr 
groups to be problematic. the interviewvc is illustrating his knowledge of the 
difference in ideological standpoints orthc respective groups involved. 

Comments from other stakeholders also revealed where Ideological standpoints 

converge or diverge. For example. one of the senior teacher association off"icials %vs 

quite vchcmcnt in his distrust of local authorities in relation to their role in the 
development of CPD policy: 

7hcre Is a real danger that the local authorities will compt that process 
[the partnership approach to the implementation ofthe A IcCrone 

Agreement/. Already there are signs that they will ck) that at thefirst 

opportunity... one of the docultles, especially whIt the local authorities I 

would have to say, Is where personnel have c1sanged Some people hasv 
been In volved In negotiating this, the thing is signed and agreed and 
different people then come and do the Implementation and talk about 

what should have been signed lit thefirst place. 77teypersIst its n)mlng to 

meetings with an alternalltv to this, not a way of maAlng this mrk Ifind 

that professionally incompetent and I alsofind It thoroughly 
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reprehensible that they will damage the prvfessiom arul 1"rectly)'Oung 

people, by doing so. (Scnior tcachcr association official) 

The statement demonstrates a real distrust of local authorities - levelling accusations 

that might well be levelled at other stakeholder groups, for example, changes In 

personnel - but directing them principally at this one particular group. I'his would 

appcar to be the result of a longstanding distrust. probably rucllcd by the two gn)ups 

supporting fundamentally different agcndas. Noncthcless, It Is Important to 

remember that the power of the individuals making such statements is likely to result 
in their words being accorded a certain status. 

Mlile the above statement is quite unequivocal in Its distrust of local authorities, one 

of the civil servants echoed some of dicsc concerns, alffiough In a more tcmpcrcd 

manner, declaring that Yrom ourpcrspective the most signulcant risk is whether 
local aulhorilles engagefully In delivering theframeWork and /it toulerStalUjIng lhclr 

role In delivering thcframework. 11is comment implies that dw local authorities 

pcrImps do not 'understand' dicir role, or at least do not share SET-D's understanding 

of the role. This choice of language suggests, again, 11tat the discourse of Partnership 

and collegiate working is not dic central focus. 

11iis commcnt from tlic civil scrvarit, takcn togcd)cr %ith thc prcvious conimcnts 

madc by flic scnior tcaclicr association official. givcS sonic Indication of the 

pcrceived powcr of local audioritics; thcy are seen by sonic stakcholdcrs as a threat, 

and prcsurnably, dicrcforc, dccnicd to bc capablc orexerting po-Avr. 

10.3 Tcnsions, contradictions and assumptions 
I'lic interview data provided a number of intcmsting findings in this arcs, ranging 
rrom, intcrvicwccs" discussion or tensions In Oicir o%m rules, to contradictory 

statements made by individuals, and indeed. at times. cffuncous assumptions. 111cse 

tensions contradictions and assumptions covered a range of Issues %ithin Oic broad 

area of CI'D policy, aldiough one particular issue appcwW to be Ow SOUMV or 

signifi=t debate amongst Oic Intcrvic%%, ccs: the cxtcnt to %hich clwtrrW teacher 
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should be based on so-callcd'acadcmic'or'profcssional'routes- IIIs Specific Issue 
is discussed in some Mail in the Chapter 9. 

Tensions In own role 
As raised previously, paid officials working on bchalrorciectcd councils arc subJCct 
to specific tensions by virtue of their remit to carry out the business of their council. 
Ibcsc paid officials are generally considered as significant Individuals in the 
education community. where their professional roles enable thcm to have access to a 
range of debates, yet they as individuals am not al%-jys able to put ron%vM their own 
views. One of the senior teacher association officials put this Into perspective, 
claiming that 'Ninety-nine percent ofthe time I'm quite comfortable with It. But there 
are times whereyou have to articulate something which )%imfundamentally disagree 

with and)wujust do It. "Mis highlights a distinction bct%%ven those elite figures who 
enjoy the right to make their own vie%%% known as part of their protessional role and 
those whose job it is to represent the views of others. 

Contradictory statements 
During the course of the interview scvcml of the Intervimves made statcincrits 

which appeared to be in contradiction widi statements dicy 1W nude clsewlicre in 

the interview. llicse contradictions covered a range or Issum both In rclation to their 

view of flie content and purpose of the CI'D framework and In ml stion to fficir view 

of the processes and power dynwnics which accompany the development orpolicy. 

One of dic civil servants claimed di3t standards mflcct the current 'requirements' for 

certain teaching posts, explaining fliat: 

standardi can qj? cn be set, and 011 be based on current thinling. you 
know, about what's appropriate of this 1xvilcular time - what jr tile 

vision, or whim's the Idea at this particular moment In time. but these 

notions might change over a irry short period oftime (Civil sm-ant) 
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This comment infers that standards set do%%m die description for the desirable 

qualities of tcaclicrs. It does not suggest room for diversity. I lowevcr. the 
intcrvicwcc went on to say that: 

there arefifty-odd thousand teachers so there'sfifty-odd thousand 
different ways of being a teacher and therefore the standard 'Sjust a 
generic... I would see It as a mechanism to stimulate their thinking rather 
than something by which they live their Iffie. (CM I wn-ant) 

This begs the question, if a standaj%l is about stimulating thinking within a diverse 

group of people, how can it also be used as a means of cnsuring consistency by 
describing current requirements for teachers in certain posts? I lo%%vvcr. 
inconsistencies such as this might simply be the result of the intcrvic%%ve not having 

considered the issue in any great dctail and hcnce not holding a considered view on 
it. 7"he resulting comments would, thcrcrorc, reflect die Interviewcethinking on 
his/her feet'. 

Questionable assumptions 
Many comments were made in the interviews which carried an air of authority - tile 
intcrvicwcc was not questioning or suggesting. rather they %%vm asserting certain 
things to be the case. In some cases these comments %%vm not based on any real 
evidence, and in other cases were neither a real. nor %hole, rcflcction of the situation. 

One of the civil servants claimed that %ve %, e actually changed lite way that 

universities think about the way they deliver this Mgramme [the A faster Is degree 

leading to Chartered 7eacherstatus] - this is not the usual Ahuter'sjýrogramnfe. - it 
is an applied Afastcr's. While the Intcrvic%ve did wt ldcnii fy the particular 
Master's programmes with which he was making the comparison, this somc%hat 
bold claim does suggest that he was not a%varc of the %%idc range orprokssional 
Master's programmes currently on offer in uni%vnitics wross Scotland. 
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Assumptions were also made about die lincar progression of tile CIID f=icwork. 

One of the senior university fi Surcs talked of 'the standardfor chartered teacher 

which Is going to be the next step up aj? cr probation. I"his comment fails to give 

cognisancc to the concept of carccr choice: teachers might not %ish to take tile 

chartered teacher route. While arguably the intcrvic%vc might retract or rc%%vrd tile 

comment if challenged, the fact that he is in a posidon in %hich lie holds 

considerable influence, including die Influence to shape dominant discourse, lends 

the comment a sense of gravitas that it might othcr%isc not havc held. 

Another theme which was raised by two of the intcirvicuw In particular %,. us that of 
the experience of university staff in delivering CID to teachers. There had bccn a 

comment in the McCronc 11cport (SE ED, 2000) about 71.1 staff being 'out of touch', 

which prompted considerable debate as to whcthcr there %kus any evidence to support 
the existence of such perceptions, or to support thcJustification orsuch rpcrceptions If 

they were round to be widcsprcad (Dcloitte and Touche, 200 1). While the 

aforementioned rcports refer to die cxixdcncc of staff In MI one of the local 

authority dircctors of education and the NISP intcrvic-Avd both commented on the 
lack of recent and relevant experience of TIH staff dclivcring CIT. 11tis illustrates an 

assumption amt die succcssrul dclivcry of CPD can only be done by teachers %ith 

recent, relevant experience of teaching in schools. It also nmkcs fundamental 

asswriptions about die particular cxpcrtise of Univmity stafr, and portrays a 

conception of CPD as something that Is dclNvmd to a less cxpcricnCcd pcrson by a 
more experienced pcrson. 17hesc are all assumptions %%hicli can arguably be 

challenged. 

'Academic'or ýprvfesslonal'route to chartered teacher 
Ilic use and pcrsonal understanding of icrminology In this particular Issue might well 
be the root of some of die dcbatc. For cx=plc, Intavimecs' interprCtalion or 
'acadmic' and 'professional' wc not articulatcd explicitly, yet die ternis are wscd to 

categorise and justify Wicular positions. 
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One of the senior university figurcs intcrvicwcd Illustrated this %ith a comment in 

which his justif ication relied on the interpretation of 'prorcssionalism: 'it Is a 
professional award and It Is up to the profession to determine what professional 
route they want to take towards that professional award. 71isjustification relics on 
a spccif ic interpretation of 'prorcssionalism' and scerns to imply an inicrprctation 

aligncd to Gale and Densmore's (2003) notion of profcssionalism as 'political 

advocacy'. 

When this intcrviewcc was challenged about the reasons ror teachers pledging 
allegiance to one particular side of the debate, and whether thattvas more to do with 
the key proponents than the substantive arguments, he %-as quite unequivocal in 
dismissing the idea; thercrorc dismissing the potential po%%, cr of (tic 'Individual actor' 
(Cookson, 1994) in shaping discourse. I [is response could be Interpreted as 
indicating a view of the 'institutional setting' as pcrhaps; more significant In this 
instance: Wat they [Council members, In supporting the so-called ýYn)fesslanal' 

route to Chartered Teacher] may be reflecting Is something thati-Ou have hinted at 
before - the generation-spectflc attitudes. 'I Ic went on to explain this by talking 

about the attitudinal change in new probationers, and suggesting that the dominant 

view of Council members might be related to die fact that 'there wont be many 

elected members ofthe General Teaching Council %-ho hm-e a second degree, 

thereby hinting perhaps that the introduction or widespread opportunities for teachers 
to gain Master's degrees might be threatening to more cxjx: ricnccd teachers. 

In another case, a similar cx=plc of icrininology wul lntcrprctation Impacting on 
discourse was evident in one of the Chartcrcd Tcachcr Project Tcam's undcrstanding 

of 'research' and its relationship to teaching: 

we [the Chartered Teacher Pr(yect Team] wanted It [the Clutnered 

Teacher programme] to be rcry much rooted /it classroom practice. 

something that would make a difference actually toyour teaching In the 

classroom. It is not research... I would lun-efound It harder load I thought 

that the Idea ofcharicrcd teacher trat to be a research qualfficadom I am 
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allfor research but I think that's where the balance Is and so (Ne agree 
to having a large percentage ofour postgraduate work done on the 
Improvement oflearning and leaching then I think duit Is good 

(Member or chancred tcad)cr project team) 

The understanding of research implicit in this conunent Is that it is something 
theoretical that does not have a bearing on teaching. In essence it implies that 
'Improvement oflearning and leaching' can happen uri thout rocoursc to research. 
Ibis view of the distinctiveness of 'teaching' and Ircw=h' underpinned much of 
the debate surrounding the form that the Chartered Ticacher Programme should havc 

taken. 

A lack of understanding of the potentially complcmcntwy nature of scholarship and 
teaching appeared to be at the root of much of this debate. As previously discussed, 

some intcrvicwccs displayed a lack of knowledge of current professionally relevant 

postgraduate awards. 11iis is also apparent in one civil servant's comment about his 

preferred route to charicrcd teacher status: %4-hat we didn 'I wantio-as somebody doing 

modules and getting certiflcaics and being a chartered teacher, am/ so chartered 
teacher status had to comcfrom fivuse ... I there had to be some sort ofprofessional 

rccognitiom 'I"his distinction between accredited modules and 'professional 

recognition' bclics the complexities and inicr-rclationship orsdx)lv,. hip and 
teaching. Only one of the intcrvicwces, the other senior uni%vrsity figure, appearcd to 

rccognise what was essentially a war of words, or it war of interpretations. claiming 
that the portrayal of univcrsity accreditation as being too "academic': 'is a 

misrepresentation about what the cluirtcred teachermgramme Is tr)Ing to tit) 
Indeed, this intcrviewce bccame increasingly personal in his attack on the lWy fie 
believed to have Instigated the dcbatc - the GTCS: 'in coming up Wth an alternailtv 

route It [the G7CS] has trIvIallsed the&=Lrd Ithe SCTI. ' 

I lowcvcr, the perception of one of dic senior OTCS offiscials of the dcbaic at a 

Council meeting is quite diffcrcnt: 
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Well It wasn't "ally a discussion at all. I mean It was again that there 

seemed to be one member oftheffl. ý, strong Council sa)ing something 
different, but that Is what I mew& there seems to be afair consensus that 

what we were itying to say was something that was sensible - that the 

perception ofthe moment is that the Cluirtercd Teacher Is another degree 

-and that's a wrongpercepilon'. (Senior GTCS official) 

In rclation to this debate. onc of the senior teacher association officials presented a 

slightly different intcrprctation: 'there was an ISSueWith the GTC. - they Seemed to go 

offin a different directionfor a while. I am not sure t1wt there hasn't been a mutual 

misunderstanding actually'. 

Ilis whole discussion reveals what is essentially an argument over interpretation. 

and illustrates the way in which such debate, %%I)cn carried out publicly by clite 
figurcs, takes on a particular significancc. Ilis Is yet another clear example of the 

way in which the policy community can slope whalotcr dominant discourse might 

emerge. 

10.4 Intcrviewces' understandings of key terms or topics 
A fundamental aspect of elite intcrvic%%ing as a methodological approach Is ilia 

notion that elite figures within a field mv granted an authority with %hich to pm-scrit 

their views. 77his authority is often accorded to such Individuals by othem but 

nevertheless, has the cffcct of strengthening the pcrccivcd validity of %hat the elite 
figurc says. I lowcvcr, %khilc elite figurcs undoubtedly lw%v specific expertise. this 

cxpcrtisc docs not necessarily extend to thc %%holc breadth of education Issues. litis 

was cvidcnt through some of the interviews. %AIwm intervic-A-ccs ispokc %%ith 

authority, but demonstrated various levels of understanding of key topics. In 

particular, lntcrvicA=' understanding of what constitutes CID %%us of particular 
interest. 

As well as discussion on what constitutes CID, Scvcml of die lntmic%%vcs m3de 

comments about the 'CI'D frwncwork', In some cases qucitioning Its cxistctice as a 
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planned framework. One of the senior university figurcs commented bricfly on an 
issue relating to the so-called 'fmmc%,. vrk' which might have been assumed to have 

warranted greater discussion: 

I can't remember tfthat consultation paper JSOEID, 1998al or another 
one actually Included thefamous [sequence oJ7 Initial teacher education, 
probation, the expert teacher, the SQ11. and it assumed there Is a linear 

relationship. You know - that Is the way)vu go up - so thefact of 
becoming a headicacher wasfirst ofall to become an expert teacher - 
that was the assumption. 

(Scnior univcrsity figure) 

While noting this apparcnt assumption, die Intervic%ve newrtheless talked elsewhere 

about chartered teacher bcing 'the next step up afierproballo"', winingly sho%king 
implicit agrccmcn4 or acccptance, of die linear progrcssion, at least in parL 

In gencral discussion, the intcrvic%, ccs displayed a significant range of opinions 

about what the CI'D framework- is; if thcre actually is a 1mmework'; and die 

purposes of any such framework. While much of this Is discusscd In Chaptcrs 8 and 
9. it is worth noting the range of commcnts; on the C111) fmmc-A-otk, %hich Include: 

We [the LAAIPSsub-group ofthe AISCI want CIID to be essentially about 

supporting teachers and making sure that they wv equipped it) meet 

challenges and so on... (I Icadwachcr on NISC) 

... Infamur ofa model qfCIID which devolms gertulne democratic lwwrr 
to schools as communities, not cxclusively to headieachers as has been 

suggested recently byJack AlcConnell, (NISP) 

what are the Implications ofhaving a two-streamframici4wk one 

focaving on qualiflcallons (L C. chartered teacher, SQ10 and one on 

scli(wl-bavcdprofcssionaldet'clopmcttl- (MSII) 
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What we hait In my view, was enormous pressurefollowing oivrfrom the 
Conservative Government to do something about this Issue ... Me striking 
thing about this Is like so much else that luippens In Scottish education. 
The Stambrd ffor lkadship] If not the outcome of any process of 

systematic nationalplanning. (Senior university figum) 

'Me range orpuceptions of the purpose and motivation for the CID fmmc%-Ork Is 

interesting given dmt, the gcncral consensus of stakcl)olJcrs Is that it is a positive 
development. 

Ile existence of a wide range of views on the CIII) frwnc%%%)tk should come as no 

surprise given the equally wide range of perceptions as to %hat constituics CIID. 

While this question was not asked in such an explicit way, many of the Interviews 

produced data which indicated into-vic%kvcs' perceptions of Us. 

The traditional view of CIID as a means of updating Icaclicn, sk ills 111rough 

appropriate 'training' (Kelly And Nf cDiarmid. 2002) %%w evident in the comments or 
one of the senior teacher association officials, who suggested that Tiere's been a 
particular problem as methodologies change. as the curricultim has change(4 as the 

whole ethos ofteaching has changei4 that CID Ism sW Arpt pace with that. " 1110 

senior I IN1113. official echoed this view, to an extent, when fie claimed that CJID 

underpinned policy initiatives, and diat 'there Is a sense In which CPD becomes a 
motorway that gets)wu to a desirable destinatImL 'ClID as a means to a pro. 
determined end seems to mflcct a somc%hat narrow definition orcm). 

11is view of CIID was rccogniscd by one or die senior university figures. %% 11o 
indicated dwt, his perception %kus that 'In-sen-Ice is still the Psame oftheg-ame Ic 

went on to wam dmt: 

Ith/s/ In turn sets a challengefor those ofut who are going to delityr the 
CPDfraniework ... are we going to luziv IhLt dependency model where 
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teachers come to universities and other providers In order to get Ilse 
brownlepoints... (Scnior univcrsity figure) 

Othcr intcrvicwccs prcscntcd slightly morc vaguc vicws of their undcrstmding or 
CPD. For cxample: 'CPD is a broad range ofthings. and It'sfiul to make trachers 

stop and reflect on what they are doing and where dwy are going at a rcry basic 
leve/. '(Civil scrvant) 

Others still gave what might be deemed to be the 'official line': lice continuing 
professional development as the means by which the National Ikbate In education 
will be takenfOrward'(1 Icadteachcr on NISC). It is interesting that this particular 
intcrvicwcc gave such a response, as the authority of the intcrvicwcCiAus based on 
her profile as a hcadtcachcr, and she was therefore arguably not under as much 
pressure to be seen to be promoting Govcmmcnt policy as others might lmvc bocn. 
Additionally, this particular intcrvicwce was pn: scnting a pcrsonal/prorcssional 

viewpoint as opposed to rcprcscnting the views oran organisation. In contmst to this 

view that CPD is a means by which national priorities can be takcn forward, one of 
the civil servants suggested that CPD should be 'based on Individ" needs. ' 

Another perccption timt was cvidcnt in a numbcr orplacr's in the lnicrview data %kus 

an implicit assumption dmt CPD mcans cl=crcd teacher. If challcrigod about this, 
intcrvicwccs might wcll have said that this was not dicir Inicrition, but the fact that 

six of the intcrviewcrs made cxplicit stalcmcnts to this cffcct suggcsts tlmt It Is 

certainly die first thing that many of the intcrvic%vo think about in rclation to CI'D' 

if not die only thing. A comment from one of die scnior uni%vrsity figurcs illustratcd 

this poi nt: 'So my answer to )vur question about what would be the liklicators - if 

theframework Is really worAliq, - a Ary indicator would he more and Pwre teachers 

would be capable ofthe professional action that We am tr)ing to describe. "I'llis 

intcrvicwce was a promincnt mcinbcr of die clmxlcrcd teadict pmjcct group, so it is 

rcasonable to assume dmt the '%, C' in his stitcrncrit rercts to this gmup. particulmly 

as die (crm 'prorcssional action" is so clcxly part of die Standird ror Chancrcd 

Teacher. 
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Some interesting comments were made which could be grouped under the heading or 
'teacher prorcssionalism'. The vast majority of these comments implied Umt teachers 

could work towards meeting a new level of prorcssionalism, through engagement 

with the CPD framework. Some intervicwces were more explicit in suggesting dwt 

teachers needed to be 'more prorcssional', fliercby implying that CPD was a mearts 

of meeting a perceived dcricit in professionalism. Some examples Avrc: 

what is needed at the moment In the teaching profession Is a real 
Injection: It needs to be challenged; It needs to raise its sights, to raise Its 

game 
(Scnior Univcrsity Figurc) 

It's trying to re-engage teachers with theirprofessionalisn It's giving them 

that opportunity to recognise that they 'vegot a responsibility to think about 

their professionalism 
(Civil Servant when questioned about die purpose of the CIID framework) 

the 35 hours Is also Impacting on the teachrr, and It Imu to impact CIT" 

on those who are not motivatet4 who, dan't want to do it, and whether or 

nolyou can actually change theirprofessionallsm through thcaprocess.... 

(Civil Scrvant) 

having an effective CPDframework to which allpirtles are mmmitted: 

Icachcrs, schools, the authorities, the Wcullve eta. thepurlmse of 

having that is to increase the professionalism of the profession (Ci vi I 

Scrvant) 

ifyou think of the whole Idea ofthartered teacher, I mean that is giving 

pcople a whole new lerd oftrofessionalism (I Icadtcachcr on NISC) 

s na un k% Rclatedtothcdcricitvicw, am=gcrialvicwofprorcsio li (Sxhs, 200 1)% us 

also cvidcnt in somc of the intervic%NS, whac profasionalism %as cquated uith 
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providing evidence of having met specified standards. While some of these points am 
raised in Chapter 8 in rclation to individual intcrvicuces'corimptual Viewpoints, it Is 

worth looking at a range of cxmnpics fonn across the interview data: 

teachers needlo, think about their own professionalism and what /I means 
to be a teacher - what the standards should do. 1(you likeý Is give them 
the basis... (Civil Scrvant) 

we are celebrating standards. mcasuringMfesslotudism against the 
Standardfor Full Registration (Imal audiority director of education) 

they have the opportunity... to stay In the classroom and hone their 

professionalism, moving onto a higher standard that is the &am4rdfar 
Chartered Teacher (Local audiority dimclor orctfucation) 

While notions of updating knowledge wcre discussed in many of the intcrvicul as a 
principal reason for the dcvclopmcnt of a ClID framcuvrk. only one of the 
intcrvicwccs expressed this in tcrTns of its mlationship to protessional status, 
demonstrating a traditional conception of die notion of prorcssionalism: IthInk 

there's a status thing that part ofthe essence ofbeing In a Nofession Is IlUzI there is 

this notion ofmainicnancc and enhancement qfAnowle4v and skills. '(Senior 

teacher association official) 

Sachs' (200 1) notion of ldcmocratic prorcssionalism' is Implicit In a fcw Commcnis, 
but is not articulatcd in any cxplicit manner. For cxmplc, one ortl)c local audlority 
dircctors of cducation equatcs prorcssionalism widt gro%ing dcvclopment in icam 

working, claiming tlmt '%-e have made /grealstrides] In 1"fesxionallsm throjigh 
guidance, team leaching co-operalltv teaching supjxwtf(; r learning behas-lour 

support 1. 

Othcr intcrviewccs nmde positive comment about tcadwr prorcssionAism. %hich 

although flicy did not quite fit undcr gic headings of Ideficit' or'm=gcrial'. %kvre 

not quite at the 'democratic" cnd of dic spectrum 

221 



I have a clear view that (fwe are going to We teaching properly and 
professionally through Into the twent: jý, first century, It Is about restoring 
professional confidence (Scnior unimsity figurc) 

teachers are also themselves professionals... they are noijust paid 
workers whose whole professional career should be channelled to meet 
the employers'needs (Scnior Icachcr association official) 

Some of the comments on prorcssionalism indicated a rvrception that there existed 

some shared view of prokssionalism. thcrcby Inkning that professionalism its a 

concept was not problematic or contestable. Most notably wcrc comments from two 

of the civil servants: 

so what the sub-group flooking at revisedguldance on Pmfesslorsal 

Review and Development/ Is essentially being brought together to do, to 
have a look at the guidelinesfrons 1998 atul review them within the 

context ofAIcCrone and theAgreement. to maAr sure that they reflect the 

new kind ofprofessionalism - that's the main thing that has come out of 
McCrone. 

(Civil scnwt) 

And in msponse to a qucstion about who Ims most to pin rruin the impicnicntation 

of flic rramcwork, flic odicr civil scrvant suggcstcd dut 'Osaje trachers that are 
commiticd to derclopment atulprofe5slonalism will be hipping It up'. 11c suggcst Ion 

that tcachcrs can be'committed to prorcssion: dism' oppcars to bc dcvoid orany 

conccptual undcrstanding of wlmt prorcssionalism might cntsil. 

While some of the range of concc'pts of PrOfeuiOnalism diSCU&SW In Chapter 4 wv 

evident in much of die interview data, It should be noted that dw Individual 

intcrviewccs often made comments which reflected a range of differctit conceptions. 
I'his in itself indicates that prorcssionalism can be used In a way which does not 

require die speaker to identify or wticulatc an undcrstxvJing of die concept; rather It 
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can bc uscd as a conduit for promoting spocific political or idoological mcssages, 
whcthcr consciously or not. 

10.5 Future developments and predictions 
Several comments were catcgoriscd undcr the headings of 'future dcvc1oprncnts' and 
'predictions'. It Is worth discussing these two categories togethcr, as in many cases, 
what was confirmed as a future dcvclopment in some intcrvic%, s %%us die subjoct or 
prediction in others. Ilic predictions of this group orciitc figures In Scottish 

education carry a significance that might not otherwise be accordcd to statcmcnts of 
prophccy. In tenns of die authority of these Individuals to influence and shape 
discourse. In this respect, such predictions or propliccics are worthy of discussion 

and exploration. 

Many of the predictions were of a more Scticral cducation-rrlatod nature than 

spccific to ClID. For cx=plc,. one of the scnior univcnity figurcs talked about his 

hope for a system where individual schools could bccomc 'partrict schools' to a 

university, but cautioned that 'the flocal awharityl. the EA the GIV - they WoUld 

all be down on us like a ton oftricks, but that Is WsW is going to IWPCIL *I Ic wcnt 

on to talk of die advantages of cstablishing so-callcd 'Icachcr dcw1opment 

partnerships' but cxprcsscd doubt that the local authorities %%vuld be liappy to sign up 
to such agreements. 

The other senior university figure talked about his hopes ror an education advisory 

council' which %vuld act as a rorum ror discussing education. but would be outwith 

the immediate power of the cstabli! jicd education stakcholdcm i ic vic%vd die roic or 

such a group as providing ldisj)asslanale advice to thepublic, themfession and to 

the Executive. Later in die interview. this lntcrvic%kvc %%vnt on to describe this 

current period as significant In tcmis of clianges to die prurcssion. musing dial %kidtin 

thc next four years: 
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We may be Into even more heavy prescription, even more unlrormity, esvn 

more heavy compliance. - we may on the other hand be Infor a great deal 

ofdiversily, autonomy and liberation. and there's cridence at the moment 

ofequal weight on both sides ofthe argument 

(Senior university figurc) 

In contrast to the 'blue skies' thinking of the two senior univcnity figurcs, the two 

senior OTCS officials made predictions which were much more closely concerned 

with the dctail of current policies and procedures. One expressed a view that current 
developments in CPD would cvcntually lead to an 'active register'. whereby every 
teacher would be required to provide cvidence of having undertaken sufficilent and 

appropriate CPD in order to retain their registration. 71c other GTCS Intervic. "Vc 
talked about developments in the chartered teacher programme. and cxprcsscd an 

cxpcctation that the programmes of the future would bccomc 'Much more open am] 
flexible'. 

Perhaps unsurprisingly, given its overarching role and its time-limited rcmit. the 
future of the MSC was the subject of several comments. One of die licadicadicts on 
the MSC and one orthe senior university figures ugued for the cstablistimcnt of a 

national leadership college to replace, and extend, some of the functions previously 

carried out by the MSC. Other intcrvicwccs. namely the other headicachcr on the 

MSC and one of die civil servants, highlighted communication %%ith die profcssion 

about CPD as being the most important factor in considering %%hat might rcplwx die 

MSC. 

10.6 I)cvclopments since the InIcrVic"'s 

During die analysis of the interview data in this wid die pm-Coding t%ko chapicrit, it 

became clear diat a few of the issues under discussion had deNTIoped since die date 

of die interview, therefore rcndcring the Initial Interview comments out-of-date, 

irrelevant or wrong. 7"his is inevitable in a study such as Us %kherc die Ctntral focul 

- the development of CPD policy - Is a dynamic and eva-clianging ficid. in 

addition, the period of time bct%%vm the first interview (NIamb 2002). die last 
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interview (June 2003) and the submission of this thesis (rebruary 2003) spanned 
over nearly thrcc years; a significant timcscalc In rclation to policy development. 

I lowcvcr. it is worth noting some orthc kcywvas %herc developments had taken 

place subsequent to interviews. nc most obvious %%vm in relation to the chartered 
teacher programme: issues or who pays ror the programme; how local authorities 
will rund chartered teachers' salaries; and how die programme %%ill be supported and 
monitored within local outhodtics. All orthcsc issues Itave now developed either In 

such as way as to answer a question miscd by one of the in1crvicwcCS, or havc 
developed in a different way from that outlined by the lntcrvic%%vc. 

One of the other fairly significant developments since the Interview Is the lianding 

over ormsponsibility for the development and nWntcnwxc of the National Register 

of Cl'D providers to the OTCS. At an interview in March 2002. one of dic senior 
GTCS officials claimed that 

the Government's preferred option at the moment Is to see Sllfl I&wttish 

Universityfor Wustryl or LearnDirect &otland lun-ing all the 
Information on a dalabate about the courses tnwilableftw teachers to go 

on-line to access these courses. But there %vuld lume to be a relationship 
between us and LearnDirect. %viland lNe were to be the acarditing 

agent 
(Senior GTCS africial) 

By the time the other senior GTCS official was intcrvieuvil In May 2003 this 

position lmd clmngcd and die GTCS liad lvcn given responsibility for the Natiomil 

Register. 11is is significant on a ntunbcr of Imls: firstly. die 11mescale - less tl= a 

year - is quite short In rclaflon to Otis kind of dc%vlop, mcnt, - and scoondly, O)c status 

of die GTCS In the eyes of SEED IW cl=9cJ In such as %%-ay as this %us now 

docincd a feasible option where it lmd not Previously Ivai. 
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As discussed in Chapter 6, nmny of die inicrvicuves cxprcsscd concern in granting 
pennission for their transcripts to be used, that much of wimt they lmd said might 
become dated quite quickly. While acknowledging this in this thesis, it should be 

noted that the central focus for the study has been the processes of policy- 
development and the power and influence inherent in the dmlopnictits. 

10.7 Key Issues In the thcmatic analysis of Interview data 
Given the size and complexity of the thcnutic discussion pmentod in dils WVJ the 

previous cimptcr, sumnmrising dicm would be a difficult tasL I lo%%vvcr, dicre am a 
number of key issues arising that am worthy of micrating. 

First, the notion or'truth' and its relationship to 'perception' has boen Illustrated In a 

number of places. Several cxwnplcs havc bccn given mlicre dctailod analysis of pmts 

of the interview transcripts have revealed messages that the lntcrvicwms might not 
be happy to endorse if given die opportunity to read the artalysis in context. 
Nonetheless, it has bocn highlightod that although most Individuals engaging In a 

prorcssional context with the inicrvimt-es would not have cause to analysc fl)cir 

words to the same extent as has been done in this study. their words do carry a 

certain authority and gravitas which allow thcm greater influmce on the discourse. 

Of particular interest in the analysis has bccn die complex ways In %hich power Is 

exercised by individuals and by groups. one wicuiar cxanipic or this is the 
increased power of the GTCS. and die range or perceptions as to %%hcthcr this Is due 

to increased lcgislativc powers or die personal drive and anibition or individt0l 

Council officials. 71is exploration of die root of power provides an Interesting 

counterpoint to the analysis ordepmonalised dmunictits In the previous chapter. 

Second, while the sixtccn intcrvicwccsliavc b= termed 'elite" by vinuc or dicir 

status and powcr in Scottish education. the Interview data provide evidence that 

sliaring an elite status does not ncccssarily mean that die Individuals sliarc vicus. 
Ilic discourse wilicl, dicsc key players uguably dominate Is Influctic-Cd by a wide 

varicly of idcological positions - some of %hich dic lntcrvic%%ves aniculatc 

explicitly, but sonic of which Is cvidcnt In dicir 'off. thccuir rcsponscs to pan, 'cular 
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questions. It is clear that the majority of intcrvicwces am nebulous in their thinking 

about certain aspects of the CPD policy development. I lowcvcr, die analysis of 
individual transcripts in Chapter 8 provides a countcrpoint to this and helps to make 

more sense of the overall conccptual positions to which the intcrvicwccs subscribe. 

Finally, what is perhaps most striking is the way in which an analysis orspokcn 
words which have been recorded in transcripts can provide a much more detailed 

picture than merely listening to the spoken versions in a one-off occasion. It is also 
acknowledged that in carrying out the process of recording and transcribing 
interviews, increased emphasis is placed on what is a relatively small and context. 
spccific range of comments made by individuals. It is clear that the interviewccs, 

while being used to contributing to the public discourse on education. arc not used to 

seeing their spoken words translated into text. Their reactions to this are discussed in 

more detail in the following chapter. 
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11 EXPLORATION OF THE INTERVIEW PROCESS 

While Chapters 8,9 and 10 focused principally on issues arising from the interviews, 

this chapter focuses more directly on the dynamics of die interview process. Givcn 

the importance of the interview as a communicative event. it i's crucial to examine the 

context of such an event beyond the simplistic notion of the 'factual' "a that it 

produces. A poststructuralist approach demands that the collaborative nature of the 
intcrvicw, that is the interaction between the interviewer and the intcrviewce. is seen 
as significant. Gubrium. and I lolstcin (2003) talk about the 'active interview, 

contrasting the conventional view that 'die interview conversation is a pipeline for 

transmitting knowledge' (p. 68) with the more complex view Out meaning is 

constructed through the interview process itsclr, and that 'this means consciously and 
conscientiously attending to the interview process and product In ways that arc more 
sensitive to the social construction of knowledge' (ibid. ). 

Issues relating to the interview process were identiriod and coded during the NVivo 

analysis of the interview transcripts - the relevant nodes being: 'interesting choice of 
language'; 'interview process and methodology; and 'intcrviewce stuttering or 
stalling'. In addition to textual comments or reactions i'dcritificd in these nodes, 
issues which related to the overall dynamics of each individual Interview wcre noted 
on a 'transcript commentary' recorded for cach intervicwce during the NVivo 

analysis. Such issues included the tone of voice used; changes in communicative 
style; reactions to spccific questions; and the overall tone of the interview. I'lic 
transcript conuncntarics were created through the 'mctno" facility in NVivo: an 
extremely useful funcdon which serves as a means of rccarding field notes as well as 
assisting in the process of theorising and building an analytical frammork (Gibbs, 
2002). 11is allowed direct links to be made between the Uanscript and die 

commentary, which could be accessed directly via hypcrlinks in each document. 

In addition to the interview transcripts, field notes wcre nmdc after each interview, 

which recorded general impressions of die content as %%vil as the dymmics of die 
interview. I. 'or cxtunplc, the ways in which intervimcm crcatcd particular 
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enviroruncnts or projected particular impressions of themselves or their 

organisations, both during the actual interviews and in the wclcomc/f=wcll stages 

of the meeting. 

This chapter is therefore based on the post-intcrview ficid notes, as well as both 

general and specific comments made in the truriscript commentaries during the 
NVivo analysis. This combination of data collection acknowledges die need for 

different types of data which allow for a deeper understanding of the interview 

process - highlighting the point that choices about methods of data collection should 

cns= 'fitness for purpose' (Cohen et al., 2000, p. 146). 

Although the intcrvicwccs in this study arc all catcgoriscd as being 'elite', it would 

be wrong to think of them as one homogenous group. Ilicy differ in a number of 

ways: their official positions, i. e. as representatives or as leaders of stakeholder 

groups; the related capacity that they have to express personal as opposed to purely 

organisational viewpoints; their gender, their own syntactical use of language- and 

their confidence and skill in being interviewed. In addition to these variables, the 

relationship of the intcrviewccs to the interviewer varied: in some cases lntcrvicwces 

were known in various capacities, and in oihers the interview was the first meeting. 

This must be taken into account when considering both the language used in tile 

interviews and the extent to which strategies such as 'rocking the boat' (Duke, 2002, 

p. 35) or 'rulc-brcaking' (Gamson, 1995, p. 38) could be employed. 

11.1 Post-Interview0b3crvation3 
Immediately after each interview field notes w= made about general impression or 
the interview. 11cse notes covered such issues as the suitability of the location, the 

atmosphere created, the courtesy extended and the willingness of the intcrvlc%= to 

be open. While some of these observations were also clear in die interview 

recordings and transcripts, the notes added another dimension about die power 

dynamics that would not have been easily disccmable from die tramscripts 

thcmscIvcs. For example, two of the intcrvicwws in particular appeared to be 

carrying out a public relations exercise where they made cvcry cffort to promote, In a 
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positive light, what they and their particular organisations had done in the field of 
CPD, at the expense of a more balanced discussion. 7bis was evident not only during 

the actual interviews, but also in the inrormal periods before and aflcr the recorded 
interviews took place. 

Other intcrvicwees, most notably one of the civil servants, gave very little of 
themselves and made the entire process somewhat impersonal. Some of die 
intcrviewces were clearly skilled at being able to combine social pleasantries with 
answering the interview questions, where others were rcliccnt or dcfcnsivc 

throughout significant parts of the interview. 

In general, the intervicwecs were extremely welcoming and made efforts to ensure 
that the interview was comfortable, for example, ensuring the interview took place in 

a quiet and comfortable room, pmviding refreshments and positioning themselves in 

a more equal physical position (as opposed to behind a desk. for example). I lowcvcr, 

this was not always the case, and in some cases interviewces bchavcd in a way that 

sought to mark out their higher status. r-or exampic, keeping me waiting, taking 
'important" phone calls during the interview and constantly rcinroming the message 
that their valuable time was I imitcd, despite having previously agreed a time scale for 

the meeting. 

Where significant tothe interview, intcrviewccs'apparcnt knowledge of me and my 
professional background was also noted in the transcript commentaries or post- 
interview notes. Some of the intcrvicwccs treated me as an individual, 

acknowledging that I had my own particular experience, background, knowledge 

and interests, but others treated me as a representative oruni vcrsi ties' as oprx)scd to 

an individual working in a particular university. and one %vidi experience of working 
in other stakeholder groups. This indicates a view on behalf of such intervicwccs that 

people can be compartmcntaliscd and catcgorised according to die perceived agenda 

of the stakeholder group to which they Wong. Most notable in this respect were one 

of the senior teacher association officials and one of die directors of education who 

peppered their interviews with negative comments about 4univcrsitics" in general. 
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11.2 Language 

Language used by the intcrvicwccs varied from inronnal, expressive and 
judgemental, for example, 'To Introduce that now would cause 'halry commollons' 

all over the place, 'it Isjust pathetic', I mean It wasjust disgraceful'; and 'it was a 

shoddypiccc ofwork; unbelievably shoddy'(Scnior university figure), to official and 
dneutral' language, for example: Y can't comment on that because that Is way before 

my time, 'I can't comment on that, It's not In my area at all'. - and I represent the 

views ofthe Executive, not mypcrsonal views(Civil servant). 71c differences In 

style can be attributed in part to personal syntactical style, but also indicate 

differences in the intcrvicwccs' perceptions of their right to make public their o%m 

personal views, and potentially their confidcncc in what might be done with the 
interview data subscqucndy. 

Also evident in a linguistic analysis of the interview data, is the skill of some of the 
intcrvicwccs in dcflccting questions which they were not prcparcd for, or found to be 
diff icult or contentious. For example, one of the civil servants dealt with this by 

using phrases such as 'that's an intercstingpoint ' and 'that's a good question, to 
buy thinking time when hesitating to answer a question. One of the scnior teacher 

association officials rcplicd to a question with %vowl'- indicating that he fclt 

comfortable about acknowledging the question as difficult or cxtensive. Ili= 

rcsponscs mark a sharp contrast to those from the civil scrvant quoted in the above 
paragraph, where the reaction to contentious questions was to shut down the line of 
questioning altogether. 

After each intcrvicw, the recordings were transcribed. and Cach of the in1crvicwCcS 

was sent a coPy of their interview transcript, asked to indicate any part of it that they 
would not wish to have used, and to give pcrmission for it to be quoted. and 
potentially attributed, without furdicr permission. Only two orthe sixteen 
intcrvicwccs rcqucstcd that additional permission be sought for attributcd quotes. 
Interestingly, however, in cmail communications rcsponding to this request, scvcral 

of the intcrvicwccs made rcfcrcnce to their own use of language, making commcnt-s 

such as: 
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I am shocked at how I speak I can only assume I use a lot ofbody languagellt 

Me transcript Isfine ifucforgetpunctuationll 

My gosh, who was this opinionated and verbose person to whom you were talking? 
Doesn't ftlhe] know anything about sentence construction?.. lf)vu necd to quote 
me I hope you will tidy up the appalling prosel 

Goodness knows whalyou make of it An embarrassing read .. you blow. 

Ifyou canfindanythingfit to use -ftclfrcc, but spare my blushes by re-craj? ijIg so 
that It reads something like a coherent scnicncel 

Feelftee to attribute whateveryou wish: Ido not mIndwhatpeople think ofmy 

views. I do however worry about what they think ofmy grammar. 

Most of the substance of such comments related to issues of languagelgrammar and 
the potential impact on their reputation. It is interesting to note that more concerns 

were expressed about this than how the contents of the transcripts might impact on 
thcir rcputations. 

11.3 Rocking the boat, playing the game and knowing how much to know 

Rocking the boat, playing the game and knowing how much to know am all tactics 

that the interviewer can deploy when interviewing elite figures (these arc discussed 

in Chapter 6). They were used variously. and sporadically. in die sixteen interviews 

in this study. Potentially the most prominent of these techniques used in this study, 

and the one which varied most from interview to interview, was the Issue of 
'knowing how much to know' (Kogan, 1994). 71is involves die intervic%k-cr mak ing 

conscious decisions about how they appear to die intcrviewce In terms of their o%%M 

subject knowledge, potentially pretending to know less d= they do in order to get 

the intervicwcc to articulate their own pcmcption of cvcnts. Despite all die 

intcrvicwccs having been sent a brief CV detailing my employment history, 
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currcnt/rcccnt research and areas of professional intcrcst and expertise, several spoke 
with an authority about events in which they had playcd no dircct role, yct had 
featured on my CV as areas of central involvcmcnt or responsibility. 17his may 
indicate a perception on the behalf of the intcrvicwcc that thcy arc in a position of 
authority and that their word is the 'truth', and thcrcrorc should not be qucstionabic: 
there is almost an expectation that the 'truth' will not bc challcngcd. 

However, the interview is a dynamic, collaborative process, and therefore the 
interviewce cannot be held solely accountable for the outcome. At times in this 

study, the tactic of 'playing the game' was cmployed in order to get an intervicwce to 

provide their perspective on a particular issue. In many cases, particularly where the 
intcrviewcc was exerting their relative hierarchical powcrý I defcrrcd to that powcrý 

and made explicit my respect for thcir'supcrior' knowledge. For cxmplc, whcrc it 

appeared that an intcrviewec did not know about me or my professional background I 

was able ask them things that I already knew the ans%vr to. *17his led to some 
interesting, and apparently authoritativc, descriptions of how the Standard for Full 
Registration was developed and how 'universities' [as one homogenous group] run 
their MEd programmes, that were contradictory to my lived experience orsuch 

matters. 

11.4 The powcrof diS3CMInStiOn 
Duke (2002) notes that the relationship between die interviewer and die intcrvicwcc 

is not always entirely hierarchical because the interviewer rctains the power to 

disseminate. While in this study the power to disseminate only cxtcndod to 

transcripts which had been approved by the intcrvicwcc, this nonctl)clcss allows 

signif icant scope for interpretation. The interviewer can exercise power not only over 

what is disseminated, but how it is intcrprctcd and subsequently presented. 

As was obscrvcd in Chaptcr 6, of the sixtccn intcrvic%vccs, six approvcd thcir 

transcripts without rcqucsting furthcr amendmcnts, and six made %hat might be 

tcrmcd minor qualifications, such as changing individual words or taking out a 

phi-ase which secmcd to bc too dircct or critical. I lowcvcr, four of the intervicwccs 
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requested that significant parts of the transcript be edited or extracted, one arranging 
an extended telephone discussion to overtake this to his satisfaction, and another 
claiming that large parts of the interview would have to be deleted as they 

represented personal rather than organisational views. In contrast to this, one of the 
intervicwccs who approved the transcript without amendments commented: I 

congratulate you on the number ofindiscretions You managed to winVe out ofmc. 
clearly identifying that there were things that he might not have planned to say. but 

that he was content that they remain as part of the transcript. Another noted that 

although things had moved on since the interview, the comments he had made 

reflected his views at the time. This is interesting, as several of the other intcrvicAvcs 

had expressed concern that much of the dctail of what they had to say was time- 
limited in the sense that developments move so quickly that die position represented 
in the interview could very quickly become out-of-date. 71iis view provides insight 

into the intcrvicwccs' perceptions orthc purpose of die interviews and orthe relative 
importance of their particular knowledge and expertise. It seems to suggest a 

perception that their comments reflect the 'truth' or the current situation, and that the 

rcmit of the interviewer is to rind out that truth rather than to identify why that 

particular version of truth is being presented. 

11.5 Relative equality of the Interview relationship 
The relative equality of the intcrvicwcc and die intervic%vt was considered, in Icrms 

of their respective control of the 'talk time', and the pcrccntage ortalk time 

attributable to both the intervicwcc and the intcrvie%k-cr was thcrcrorc analysW for 

each interview. I'lic percentage of die word count of die total intcrvicw controllcd by 

the intcrvicwcc ranged from 72% to 94%, widi a mean figure of 84% (sm Appendix 

7). 

The dynamics of the interview change quite markedly along this spccuum. fmm 

what might be tcrmcd a 'conversation' at one cnd to more of a 'presentation' at the 

other. While the raw percentage figurcs themselves do not provide evidence of the 

actual intcrvicw dynamics, they do highlight variation across the sample as a Whole. 
Ibis might be attributable to a range of explanations. For example. %% here the 
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interviewee controls the majority of talk time this could be interpreted as the 
interviewee holding a high opinion of their own knowledge and experience in the 

area. Equally, it might be indicative of someone with a real passion for the subject 

and a desire to articulate and share their thoughts. At the other end of the spectrum, 

where intervicwcc and interviewer talk times arc more equitable, this might be 

symptomatic of the intcrvicwccs' lack of knowledge or reticence to share knowledge, 

or might be indicative of a more equal personal relationship between the two parties, 

where the interview is conceived of as a conversation, or sharing of views. 

While this evidence might not in itself be a dcf initivc indicator of the dynamics of an 
interview, it does provide some additional data which can be intcrprcted alongsidc 

other sources of data, such as that presented carlicr in this chapter and in Chapter 8. 

11.6 Summary 
This chapter has focused on the interview as a site of knowledge construction, and as 

such acknowledges it as a dynamic and collaborative process, as opposed to a 

scicntific instrument designed to 'extract' knowledge from the intervic%%vc. In 

exploring the dynamics of the interview. threc principal sources of data were used: 

cxccrpts of text coded in spccific NVivo nodes; transcript commentaries which 

rcflccted observations apparent through rcadingAistcning to the interview transcripts; 

and the post-intcrvicw notes. Tlcsc data allowed observations to be made about ways 
in which intcrvicwccs rcflccted their pcrccptions of their status, and my status 

rclativc to them. 

Analysis of language used also provided interesting observations about the extent to 

which intcrvicwces seemed comfortable in the interview situation. and the extent to 

which they were able to use spccific linguistic techniques to control the interview. 

Ilowcvcr, given the collaborative nature of the interview situation. the role of the 
interviewer cannot be ignored, and the way in which I had to 'play the game' in order 

to access certain responses is also significant. 
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Tbcre appeared to be varying degrees to which the intcrvicwccs were concerned 

about the dissemination of the interview data. 71is %%-as evident through their 

responses to requests to approve the transcript and to give permission to attribute 

quotations. In Chapter 6, McPherson and l1aab's (1986) contention that those 

intcrvicwccs who requested least editing of transcripts were most likely to have made 
the measured responses in the first place was discussed. I lo%%, cvcr, %hile not 
dismissing the fact that this might be the case for some intervicwCCS, the data in this 

study do not appear to support this contention fully: the intcrviewces who gave 
blanket permission to use their transcript with little or no amendments were not the 

ones who had made the more cautious responses. 

In addition to the three data sources highlighted above, figures on die percentage of 
the total word count attributable to both intcrvicwce and interviewer were also 

examined. While acknowledging that these data are not in themselves unequivocal 

proof of interview dynamics, they provide an additional useful insight %%Iicn 

considered in conjunction with the other sources of dam 

The issues raised in this chapter will be drawn on in the general discussion chapter 
(Chapter 12), which addresses issues raised across the discussions in Chapters 7,8,9, 

10 and 11. 
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12 GENERAL DISCUSSION 

Many of the issues arising from the data are discussed in die relevant chapters 
themselves (7,8,9,10 and 11). This chapter considers die main themes raised across 
these fivc chapters, highlighting both common and divergent issues. I'lle discussion 

ccntrcs on four broad themes emerging from the data, nameir. 

" the discourse of professionalism; 
" CPD as a means of transmission or transronnation; 

" the policy process: people and powcr. and 

" rhctoric, 'rcality and the powcrorlanguagc. 

Implications from this discussion arc thcn considcrcd in Cloptcr 12. 

12.1 The discourse of professionalism 
Contemporary CPD policy in Scotland adopts a standards-bascd approach. %%, here the 
dominant notion of professionalism relates to individual teachers meeting and 
maintaining prescribed standards. "c emphasis on individual accountability 

evidenced through this approach militates against a conception of democratic 

profcssionalism, which has at its core the notion of collaborative action. The current 
focus quite clearly supports, in both ideological and structural terms, a managerial 
conception of professionalism. This is illustrated in Chapter 8 %here intcl-vicwccs 

tcndcd to suggest indicators of successful implementation orthc CI'D framework in 
tcchnical-rationalist terms, despite expressing aspirations for the framework "hich 
were morc social democratic in nature. In order to shift to a more democratic 

conception of professionalism, then perhaps greater heed needs to be taken or Eraut's 
(2000) suggcstion, discussed in Chapter 4, that accountability needs to have a tighter 
focus on professional accountability as opposed to relying principally on central 

prescription. The section in Chapter 4 on 'alternatives to standards-based 

approachcs', raises some possibilities for how this might be done. Including adopting 
a wider range of types of evidence of quality. 
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The dcmystification of Professional work, argucd by Sachs (2001) as a key 

component of democratic professionalism, involves collaboration not only with other 
teachers, but also with other professionals as well as with studcnts and their 

communities. It involves understanding 'the nature and limitations of cach othcr's 

work and perspectives' (Sachs, 200 1, p. 153). 1 lowcvcr, whcn tcachcrs arc 

encouraged to view professionalism in individual terms, resulting in individual as 

opposed to collective accountability, the opportunities for, and desirability or, a 

collaborative concept of professionalism become limited. 17his is despite the fact that 

some of the rhetoric, and arguably some of the intentions outlined in, for example, 

the SCT call for collaborative action and a 'shared collcgial undcrtaking' (SEED, 

2002d, p. 3). Nonetheless, both culture and structure must support this ideal. 

Although it is argued in Chapter 4 that the dcbatc on professionalism has dcvcIopcd 

in recent times from a traditional means of sociological classification to a more 

politically drivcn perspective, the influence of traditional notions of status and 

reward are still apparent. 17his is evident in the focus on tcachcrs' pay and conditions, 

and the way in which matters rclating to CPD in the McCronc Agrcmcnt (SE-10, 

200 1) were addressed under headings of pay, conditions and career structure. 
Nonetheless, while this focus might have its roots in the traditional views or 

professionalism, the way in which issues orpay and conditions %%vm used as 

motivating factors to introduce rcrorm in teachers' work highlights the way In which 

notions of professionalism have been uscd as a means of excrting political control. 

Ilis is also evident in the so-called 'academic/prorcssion. 31'd6ate over clwcm-d 

teacher, where unarticulatcd assumptions about what constitutes professionalism 

form the basis of the debate, and were used in an attempt to lobby teachers and other 

stakeholders to side with one particular camp. 

Essentially, the data prcscntcd in this study indicate dmt d)c discourse of 

profcssionalism is not neutral: in contemporary Scotti., dl CPD policy it supports 8 

managerial conception, at the expense of a more dcmocradc pcrspcctivc. Indeed, 

there is some evidence to back up I largrcavcs and Goodson's (1996) view dmt 
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professionalism is a 'rhetorical ruse' which is used to 'get teachers to misrecognizc 
their own exploitation' (p. 20). One clear example of this was the public relations 
exercise surrounding consultation on the Standard for Chartered Teacher, which 
emphasiscd the impact of teachers' views and downplayed the influence of other 
stakeholders such as Government and academics, meanwhile diverting attention rrom 

potential debate on more fundamental issues of purpose. 

In terms of the way in which this dominant discourse of managerial profcssiormlism 
came about, tracking back through publicly available documentation, it is clear fmm 

the outset that the standards-bascd agenda has been promoted by Government at the 

expense of alternative conceptions. Thc term 'professionalism' has been used 
frequently in an attempt to appcal to teachers' desire to be accorded prorcssional 
status, but the underlying meaning of professionalism has not been articulated 

explicitly, thus allowing rcadcrs to make their own sense of what it might mean 
within the context. Indeed, the word 'prorcssional'appcars In numerous policy 
documents in a purely semantic way, that is, that its inclusion makes no substantive 
difference to the meaning of the text, yet its inclusion is noncthclcSs deemed 

important. 11is is arguably a subtle form of control. where teachers arc reminded of 
their responsibilities if they arc to be accorded prorcssional status, and its related 

rewards. 

Given the contention stated in Chapter 4 that a CID framework is a powerful mcans 

of influencing profcssionalisation at both individual and prorcssion-wide levels, then 

the ideological focus of the developing CI'D framework in Scotland takes on even 

more significance. In many of die examples discussed in this study. notions or 

professionalism are used to encourage conformity: conformity or individual teachcrs 

to prescribed standards within the CI'D framework; and conformity of the CI'D 

framework as a whole to a standards-bascd approach. 17his Is apparent In Kith 

documentary evidence and in the interview data. The absence oraitcmativc 

conceptions of professionalism, and indeed of teaching. limits die need ror leaclicrs, 

or other stakeholders, to develop or articulate their own vicws, and increases die 

potential for the Government to exercise ideological control. 17his goes sonic way 
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towards explaining why the outcome in terms of implementation and evaluation of 
the CPD framework undoubtedly tends towards a tcchnical-rationalist approach, 
while many of those who arc involved in supporting this in structural terms. express 

aspirations of a more social democratic nature. 

The way in which elite figures in Scottish education use the term professionalism, 
indicates that they too have no clearly articulated view of %khat it means. I'his is 

apparent in many of the interview transcripts where different, and sometimes 
competing, conceptions of professionalism arc presented by the same interviewcc. 

I lowcvcr, while conscious of this or not, the intcrvicwccs are clearly using the 

concept of professionalism to convey ideological positions, thereby supporting the 

View that the concept can be used to empower teachers, or pcrfmps more commonly, 
to control them. This is yet another example which supports the view that die 

discourse of professionalism in not neutral; rather, in die case of the CIID framework-. 

and whether consciously or not, it supports a managerial conception at the cxpcnse of 

alternatives. 

12.2 Transmission or transformation: the possibilities and limitations of C111) 

The analysis of CPD models prcscntcd in Chapter 5 suggested that While a standards. 

based approach could be seen as a means of scaffolding prorcssional development 

and of providing a common language to encourage dialogue, it also has the capacity 

to promote a particular conception of teaching at die expense of the consideration or 

alternatives. I lowcvcr, the documentary evidence analysed in Chapter 7 provided 

examples of the ways in which individual swulards, and flic standards-based 

framework as a whole, could be packaged as an attractive option to the prorcssion. 

with notions of coherence and consistency rcaturing highly in the rationalcs. 111c 

support for a standards-bascd modcl was also cxpreswd explicitly in several or the 

interviews, most notably in relation to the Standard for Chartered Tcachcr. I lowcvcr, 

while there is arguably some attention given in the text of the S" and in other 

standards, to issues other than purely skills-based pcrronnanoe ones. It is imix)rtant 

to consider the dcrinition of policy presented in Chaptcr 3. In Ods respcct it is wordl 

reiterating Ball's (1994) asscrtion that 'policy is both text and action, words and 
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deeds, it is what is enacted as well as what is intended' (p. 10). So, clearly the 

argument promoted by supporters of the standards-bascd approach, while convincing 
in one respect, does not reflect the whole picturc of policy as a process as well as a 

product, or a document. I lowcvcr, this is more than mcrcly a limited understanding 

of the notion of policy: the persuasive defence put for%&-ard by people who are fairly 

powerful players in the education community serves to influence popular discourse. 

It can therefore be used as a subtle means of deflecting criticism of more 
fundamental issues of purpose and impact, supporting Cookson's (1994) suggestion 
that the 'ideological f icid' is an important element through which powcr Is cxcrciscd 
in discourse. In the interview data in particular there was clear support for the notion 

of standards as a means of accountability being a primary factor in the dcvclopmcnt 

of the CPD framework. Ilis was apparent through tacit approval rather than any 

explicit expression of suppor4 thus demonstrating the power of the 'assumptive 

world' (Young & Mills, 1978) within which the educational elite opcratc. 

The above discussion illustrates the contention put forward in Cimpter 5 that a 

standards-bascd model of CPD can serve cithcr to support teachers in contributing to 

and shaping educational policy and practice or to train teachers to implcment pre. 
dctcrmincd policy. In this sense die modcl has bccn catcgorised as t=itional, as it 

has, theoretically, the capacity to promote Cithcr trajcctory. I lowcvcr, the data 

discussed in this study seems to indicate that while some of die written policy 
documentation could arguably be seen to promote a transformative agenda, and some 

of the intcrvicwccs expressed aspirations for a more transformative framework-. the 

context within which it is implemented, where the dominant discourse promotes a 

managerial view of teacher professionalism. means that die standards-bascd 

approach is much more likely to support a transmission view. Indccd, die ugument 

put forward that a coherent framework of standards will help to provide a common 

language through which teachers can engage in dialogue about their teaching. 

illustrates pcrfcctly how CPD can be uscd to transmit and maintain traditional 

notions of teaching. In using die language of the standards, whidi In practice focus 

on practical and demonstrable skills of teaching. teachers are limiting dicir discourse 
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at the expense of more fundamental, but abstract, issues of beliefs, values and 
morals. 

The various models of CPD discussed in Chapter 5 am categorised along a spectrum 

which ranges from CPD which supports a transmission view to that which supports a 

transformative view, arguing that those models at the 'transformative' end of die 

spectrum provide g=tcr capacity for professional autonomy than those at the 

transmission end. Using this model to analysc contemporary CPD policy in Scotland 

it would appear that there is a dominance of those types of C111) which support 

transmission. For example, the award-bcaring model in particular is seen through 
both the interview and documcntary data to be accorded increasing importance, 

particularly now that teachers have to account ror an additional 35 hours of CIT per 

annum under the McCrone AgrccmcnL In addition, the use of the SFR as the 

benchmark standard for competence throughout a teacher's career allows it to be 

used to identify CPD which would be classed under die 'deficit model'. Crucial ly, it 

is argued that the data portray a very individualiscd approach to CPD where 

accountability is demanded at the level of individual teachers. 71tis militates against 
rorms of collaborative action which are at die heart of die models of CID deemed to 

be supportive of a transronnativc agenda, meaning that regardless of die personal 

aspirations expressed by intcrvicwccs, where die structure cniphasiscs individual 

teachers, genuine collaboration or transrormativc C111) is unlikely to occur. 

I'lic analysis in Chapter 5 suggested that standards-based modcls, 

coaching/mcntoring models and die community of practice models of CIII) could be 

catcgorised as 'transitional' in that they can demonstrate characteristics belonging to 

either transmission or transformativc approadics, depending on their 
implementation. I lowcvcr, it is contended earlier in this section that Ilic way In which 

the standards-bascd model is being conceived of and Implemented In Scotland aligns 
it much more readily with a transmission view of CIT. While current developments 

do not include the community of practice model to any great degrce, there is some 

evidence of the coaching/mcntoring modcl, most notably In die new Induction 

scheme which came into place in August 2002. Analysing this sch=c against the 
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framework outlined in Chapter 5 reveals that the implementation of the mcntoring 
aspcct of the scheme relics heavily on a hierarchical novicclcxpcrienccd practitioner 
rclationship where the balance of power lics clearly with the experienced 

practitioner, or mentor. This is supported, in particular. by the documentary analysis 
in Chapter 7 which highlights that the SFR is principally a means of ensuring that 
'reliable and consistcntjudgemcnts can be made on the fitness of new teachers for 
full registration ... I (OTCS, 2002a). Tbis, together with the amount of paperwork 
that the mentor and probationer arc required to complete would tend to suggest that 
the mcntoring relationship is perhaps more closely aligned with assessment and 
accountability than it is with collegiate development -a point also illustrated by the 

general support of intcrviewccs (Chapter 8) for more tochnical-rationalist indicators 

of successful implementation of the framework. 71is therefore Indicates a 
transmission interpretation of this particular mcntoring model, and while 
theoretically the mcntoring relationship can be conducive to transrormativc practice, 
the requirements of the Scottish induction scheme do not support such a pcrspcctivc. 

The dominance of transmission-type models of CI'D Is consistcnt with the Carlicr 
discussion of the discourse of professionalism which is dominated by a managcrial 

conccption rathcr than a democratic one. 

12.3 The policy process, people and power 
The emerging national CPD framework for teachers in Scotland Is increasingly 

showing signs of continuity in its component pans; standards have bccn, %-rittcn In 

similar styles using clearly identifiable and consistent language, thereby encouraging 

continuity of interpretation. I lowcvcr, fitting component parts designed for different 

purposes into one framework is not the result of strategic planning. a fact 

acknowledged by a member of the Chartered Teacher Project tcarn intcrvicwcd In 

this study, who was unequivocal that '71se Slandard[SCTJ is not the outcome Ofany 

process ofsystematic national planning'. 

Nonetheless, the Govcmmcnt is kccn for tcachcrs' CI, D to be sccn in the contcxt of a 

planned, coherent and responsive framework. If teachas are to sign up to it thcn dicy 
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need to be seen to have a voice in its development - hcncc the numerous consultation 

exercises. Howcver, quantity of consultation does not necessarily result in quality 

consultation, and there is a need to ask questions about the extent to which teachers' 

contributions arc taken on board. First, if teachers have not had the opportunity to 

familiarisc themselves with the debate surrounding a particular consultation then it is 

unlikely that they will be able to participate in a meaningful way (Purdon, 2001). 

And second, without a clear commitment to value teachers' responses and to develop 

policies accordingly, then consultation is arguably little more than public validation 

of prc-dctcrinincd policy. Compounding this is the indication &leaned from the data 

discussed in Chapter 8 that while elite figures might express particular hopes and 

aspirations for education privately - their actions in terms of contributing to the 

development of CIID structures tend to comply with the general ideological 

principles advocated by Govcrnment. 

Despite recognition of both shared and divergent themes in die consultation 

procedures used for the SFR and the SCT. it scems evident that the CPD agenda is 

ultimately controlled by SEED, aided and abetted perhaps by a general acceptance of 

the inevitability of political control in education. 71is inevitability seems to urge 

pragmatic acceptance of the situation, as expressed by one orthe senior GTCS 

offlicials: 'there Is an argument ofcourse that Ifive're too democratic sve will get 

nothing done, and that if you have the political will. the p0liticalWill Will Win the 

argument'. Ibis helps, in part, to explain the way in which particular ideologies. for 

example the social democratic conception of teaching, can be found in what Ball 

(1994) would catcgorisc as 'words', or what is intended in policy formulation. yet 
fail to make significant impact on what he rcrcrs to as 'action'. "deeds'. or wliat is 

enacted in policy. 

I lowcvcr, in failing properly to address issues of purpose and values in tcnns of Cpj) 

policy, the current consensus nmy wcll prove to be unsustainable. RaM ct A (2002) 

illustrate this in their analysis of policy leading to the I lighcr Still cx=s dcbaclc, 

where the revised Scottish secondary school cxarnination systcm all but broke do%m. 

suggesting that 'postponing fundamental dcbatcs about valucs' (p. 183) ultirnatcly 
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made the policy impossible to manage. Perhaps this warning should be heeded in 

relation to the development of CPD policy where there has clearly been a lack of 
debate about its fundamental purpose, and where there arc also clearly a range of 
ideological beliefs being subscribed to. It is also worth reiterating that while both 
documentary and interview data indicate general consensus on the need ror a CPD 
framework, the detailed reasons for this support are wide-ranging and not entirely 
consensual. 

There is an inherent danger in accepting the inevitability of SEED control. After all, 
if teachers and other stakeholders do not take the lead in shaping die prorcssional 
agenda, then the education community in Scotland runs the risk orbecoming blind to 

alternative options. This is particularly die case in the development of C111) policy 
where already a standards-bascd conception of teaching appears to be seen as die 

norm, and where real debate on alternatives has been notable by its absence. 
Dclandshcrc and Arcns (2001) warn of the dangers in accepting standartfs-bascd 

models which do not require those involved to consider or articulate their own 
conccption(s) of teaching, resulting in a situation where eventually 'it becomes 

impossible... to entertain alternative perspectives on teaching and education outside 

of the rramcwork provided... by the standards' (p. 547). 

The extent to which teachers really have a voice in education policy development Is 

an area of significant contention. Should one believe the elite figures interviewed in 

this study, one could be forgiven for being convinced of the argument that teachers In 

Scotland have the opportunity to be involved in policy development If they so wish: 
'they [teachers] already have the opportunityfor a direct role... wid there Is a 

consultative process with virtually cs-crypolicy development. and they can contribute 

to that as well'(scnior I IMIS figurc). 77his statement seems to Imply that those %%ho 
do not become involved in policy development have consciously made die decision 

not to do so. In reality, however, it seems that I lumcs' (1986) concept of 'patronage' 

is alive and well in terms of teachers' opportunities to contribute to national 

developments. And while it cannot be disputed that most new cducation policies do 

involve an element of consultation with the profession, responding to consultation 
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does not necessarily mean that respondents' views will be valued or taken on board. 

Indeed, what might be perceived of as apathy on the part of teachers In terms of 

contributions to consultation cxcrciscs is possibly a response to the fccling that there 
is little point in contributing if the consultation cxcrcisc is principally about 
demonstrating democracy in the process, and in reality has little cffect on a pre. 
determined outcome. Ibcrc is also a danger in believing that the educational clitc 

assume control of policy. What this study seems to suggest is that they have power in 

relation to the development of organisational structures, but that in terms of 
fundamental underpinning ideological concerns, they too am bound up in the 
'assumptivc world' of pol icy-mak- crs which currently supports an agenda where 

cxtcrnally-vcrified accountability is perceived to assume primacy over more 
democratic approaches. In this sense, we have perhaps not progressed as far as wc 

might have expected from I lumcs' (1986) notion of the 'leadership class' in which 
he argued that the educational elite assume control through 'certain forms of 
bureaucratic and professional socialisation, backed by a misleading and self-serving 
ideology' (p. 203). 

The unit of influence on CPD policy dcvclopmen4 In terms orindividuals or groups, 
is also of importance here. It is interesting to note that in all orthc major pieces or 

-development on the framework, working parties have consisted of rcprcscntativcs or 

what arc deemed to be key stakeholder groups, thercrore in principle ensuring a 
balanced range of interests. I lowcvcr, In reality the Individual unit of influence Is 

perhaps of more significance. 71iis is evident in die civil servant's comments about 

the way in which members of the Ministerial Strategy Committee for CPD %%VM 

chosen - principally by recommendation of I INIM indicating that membership was 

not just about belonging to a particular constituency, but about Individuals being 

approved by I IMIE-. It is also relevant In relation to the gro%ing influence of die 

GTCS. While arguably die GTCS has more powcr anyway under the terms or die 

Standards in Scotland's Schools ctc. Act (2000). the influence of one particular 

senior official was noted by several of the intcrvic%%=& III= Is, therefom, a 

potential masking of power %%, here individuals who establish themselves as powcrrul 

and influential players through their own personalities, knowledge. or whatever. am 
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able to disguise, or dowmplay, the extent orthis influence through their identity as a 
Grcpresentativcl of a stakeholder group. This can be seen in both the documentary 

evidence and in the interview data: many of the published documents mrcr to the 
balanced representation on dcvclopmcnt groups or lists of invited consultecs, and 

several of the intcrvicwccs talked about groups such as the Ministerial Strategy 

Committee on CPD having representation from a wide range of stakeholders. 
Ilowcvcr, in some of the interviews in particular it bcc=c clear that die unit of 
influence was much more likely to be attributable to the individual than it was to the 

stakeholder group. 

12.4 Rhetoric, reality and the power of language 

In Chapter 7a series of SEED news releases were analysed. in which successive 
Ministers for Education made statements about the CI'D framework. indicating cithcr 

explicitly or implicitly, its perceived purpose. 'Ilicse were found to promote a broad 

range of reasons, including: recruitment, retention and promoting 'greater 

professionalism' (Sam Galbraith, Minister for Children and Education, 1999); using 

CPD as a means of meeting the expectations of teachers, pupils and parents (Peter 

Peacock, Deputy Minister for Education and Young People, 2000); and preparing 

tcachcrs to adapt to an cvcr-changing world (Jack McConnell, Minister for 

Education, Europe and External Affairs, 2001). 71iis range of reasons and lack Ora 

clearly articulated purpose was mirrored in the Interview d" where not only did 

different intcrvicwccs express different perceived purposes, but some individual 

interviewccs suggested several different reasons. 

So. it can be deduced from the data pmscntcd in this study that thcre Is no clearly 

articulated or agreed view on the purpose of the emerging CPD framework. 

I lowcvcr, given the influcntial status of the data sourccs - official public policy 

documents and statements from cducational clitcs - thcir stated purposes do acquire 

a sense of gravitas, and are thercforc potcntially quite po%kwful in sbping the 

dominant themes of the discourse. I lowcvcr, it must also be ack, nowledgcd that thcsC 

data sources do not all carry cqual status, and that the scnsc of audicnce Is Imix)rtant 

- hclping to cxpWn why some of the intcrvicw data appears to portray slightly 
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different ideological I=ings than the structural implementation of the CIID 
framework would imply. 

An example of this comes from the discussion in Chapter 7 on the respective 

consultation processes leading to the development of the SFR and the S" where 
the evidence indicates that the consultation on the development of [lie SCT had been 

much more open and participative than that of the SFIL Indeed, the rhetoric in 

documents published by the Chartered Teacher Project team. and that used by 

intervicwccs to describe the process, creates a picture of bottom-up policy 
development, where those directly impacted (teachers) have a powerful voice. Yet It 

seems that despite the project team's seeming commitment to this approach, SEE M 

had decided that it wanted the end product to be adapted to align more closely with 

the SFR, presumably citing the 'coherence' argument again. Ilic extent to which the 
development of the SCT has been truly open is therefore debatable yet the perception 
that it was, remains; evidence that the carcrul construction of rhetoric can be a very 

powerful tool in the policy development process (Edwards and Nicoll, 2001). 

In terms of consultation approaches, Chapter 7 highlighted both similarities and 
differences in the SFR and the SCT. I lowcvcr, perhaps the most significant 
difference is that whereas consultation on the SFR initially appc= to have been less 

democratic, and therefore easier to be critical of, it actually could be said to have 
been more honest, making few overt claims to having been wide-ranging and 
democratic. Consultation on die development of the S" on die other hand, %%us 
charactcriscd by a very slick public relations spin arguably designed to give tile 
impression of participation, yet resulting In SEED, through die Ministerial Strategy 

Committee for CPD, having ultimate control. I lo%%vvcr. as the evaluation of the 

actual implementation of die Chartered Teacher Progi=mc emerges, reality will 
begin to become more evident, and will Inevitably be contrasted with the rhetoric. 
Views of the programme arc beginning to be shaped by experience and not purely by 

official discourse (for cx=plc, ONcil, 2004). Mictlicir or not tcachcrs support the 
SCT and its associated programme in the longer term may %vII depend on the extent 
to which die rhetoric and reality match. Edwards and Nicoll (2001), however, argue 
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that the crucial thing is not whether they match, but rather 'which discussion is morc 

persuasive and why' (p. 104). 

Ilere is evidence of individuals and stakeholder groups using the 'right' rhetoric to 

appcal to particular audiences. 11is is illustrated by comparing some of die 

documentary analysis with some of the interview data. In the documentary analysis 

presented in Chapter 7, the introduction of the CPD framework is given a positive 

spin, appealing to teachers' notions of 'professional' status and to ideals or 
improving learning for pupils. Challenges to this discourse arc few, and are to be 

found principally in the non-cclucation spccific media and by opposition politicians. 
It is interesting, then, that while the majority of the intcrvic%%vcs %ill have taken part 
in consultation exercises leading to the publication of the above-mcntioned official 

policy documents, their interview transcripts reveal much more willingness to 

discuss CPD as a means of control and accountability. For example, one of die senior 

teacher association officials claimed that the CPD framework Is principally a means 

of measuring the value for money that the Government has gained in return ror pay 
increases, while a senior university figurc suggested that it is 'a means oftulling the 

professionfrom time to time'. Were these kinds orstalcments to be used openly in 

public documentation, the reaction from teachers might well have bccn fairly 

negative. This is yet another illustration of Edwards and Nicolls's (2001) argument 

that what really matters is the persuasiveness involved In any discourse, not %%Iicthcr 

it is bascd on so-called rhetoric or reality. 

Some of the interview data reported in Ch3ptcrs 8,9 and 10 indicate that sevcrni of 
the intcrvicwccs expressed contrasting or contradictory vicw& While arguably elite 
figures arc cxpcricnccd, to grcatcr or lesser extents. in controlling the flow of 
information and tailoring it to die particular audience, the scini-structurcd nature of 

the interview did not allow them die opportunity to prepare fully Worchand. 

Ilcrcforc, examples of individual intcrvicwecs presenting contradictory vic%, *s 

within one interview transcript might indicate diat they are used to providing 

different rhctoric for different occasions. I Iowcvcr, it might also be an Indicadon of 

the complexities of die ideological influences which inforin their vic%%, and these 
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apparent contradictions may rcflcct authentically a dcg= of ambivalence on the part 
of several of the elite intervicwccs. 

12.5 Overarching 13SUCS emanating from the study 
While this chapter has been presented under four main themes, there are some 

Overarching issues arising across both this discussion and the spociric discussions in 

Chapters 7,8,9 and 10. Principally, what has emerged from the study has been an 

exposure of the way in which the policy process, in relation to this particular policy 

area, has served to promote the dominance of a particular ideology in terms of the 

structural implementation of the CPD framework. I"hat is not to say that it is die only 
ideology evident, but that it has served to underpin die overall policy direction. 77his 

particular ideology promotes a managerial perspective on teaching and learning; an 
ideological influence which is equated elsewhere (Apple. 2001 e, I larilcy 2002) %vidi 

the influence of globalisation in terms of the pressure on Government to compete on 

a global stage. This inevitably means a disproportionate balance of attention being 

devoted to issues of international competitiveness in academic attainment, resulting 
in the need for children to be educated in a particular way. IIiis is rcflcctcd in a CPD 

framework which promotes individual accountability against pre-dctcnnincd 

standards, vAth a focus on cffectivcness and compliance. The result is that such 

things as creativity, diversity, and moral and ethical imperatives may assume Icsscr 

importance. 

The dominance of this agenda and the persuasive, If subtle, argument in its favour 

has served to allow the omission of alternative idcologics to go relatively 

unchallengcd. I lowcvcr, it is not suggested here that this is ncocssadly a result of 

conscious, planncd intcrvcntion by the educational clitc; rather it 'is the education 

community's response to a much bigger national and intcynational political agenda. 
Nonethclcss, for real clialicngcs to the dominance of this particular Idoology to be 

mountcd, participants in the policy pnxcss must be bcttcr Wormed about thc roIcs 

they play; this includcs tacit approval of particular ideological agendas as well as 

positive promotion of support. 
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13 IMPLICATIONS AND CONCLUSIONS 

Some key implications arising from the study are highlighted in the following 

section. In addition, a number of issues arc suggested as warranting further 
investigation. Following this, statements arc made about the extent to which die 

stated research questions have been met. The key contributions of this study to die 
field are then outlined, before finishing with some concluding rcmarks about the 

study as a whole. 

13.1 Key implications arising from the study 
Through the analysis of contemporary discourse on CPD, this study would support 

the view that the discourse of professionalism is not neutral; rather it is a powcrful 

political tool through which ideological notions of society and education can serve to 
influence practice. There is, therefore, a need to interrogate conceptions of 

professionalism inherent in CPD policy much more rigorously. as they have the 

power to influence discourse and in turn to shape practice. Perhaps more 
dangerously, the acquiescent acceptance of the dominance of particular themes 

within the discourse on professionalism serves to limit altcmative conceptions or 

what might be possible. 

The various policy dcvclopmcnt processes adoptcd scrvcd to limit debate on 
fundamental issues of purpose of CIID, and therefore of oducation. I Io%vvCr. it is not 
ncccssarily suggested that these wcrc conscious attempts at limiting debate; ruffict 
that the process itself was limiting. I'lic focus of much of the consultation %kw on 

proccdural as opposed to philosophical aspects. rcsulting in a more limitcd scope for 

debate. 17his cchocs BoItcry and Wright's (2000a) as-. cssmcnt of the English context, 
where they argue that a 'combination of dirccdvc govcrnment policy and acquicswit 

professional culture has cnhanccd a monolithic approach to education, has helped 

silcncc altcmativc voiccs, and may be contributing to a much morc corporatist and 

rcduced form of democracy' (p. 476). It is thcrcrorc suggested dial all stakcholdcrs, 
including tcaclicrs and the educational clitc, need to rind mCxU to dcvclop dicir 

awareness of the ways in which this happens. Linkcd to this is the nced for grcatcr 
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awareness of wider political ideologies - for example. the impact orglobalisation - 
that influence policy discourse and policy-making in specific arcas such as 

education. 

Consultation processes arc highlighted in the study as one particular way in which 
dominant discourse is perpetuated and challenges to it are limited. 1"he current 

emphasis on partnership and consensus serves to support such action. While 

rccognising that this might well be partly a cultural issue, consensus is always gained 

at the expense of something: there is therefore a need to cx=ine what is being 

ignored or marginaliscd in the pursuit of consensus, particularly %%hcn we see 
(Chapter 10) that those directly involved in the policy-making pmccss are not always 

able to influence developments in accordance with their ideological beliefs. 

The dcbatc about rhetoric and reality was raised in the study, drawing On EAJwards 

and Nicolls' (2001) assertion that what really matters is whcthcr it is the rhetoric or 

the reality which is more persuasive rather than which is more 'real'. Ile illustration 

in this study of the way in which the CPD framework has been shaped and promoted 

at the expense of alternative conceptions indicates a need for tcachcrs and other 

stakeholders to become much more adept at interrogating the discourse. It is 

therefore suggested that this skill should be overtly taught and practised in both nE 

and CPD, and should be acknowledged as an essential skill for teachers. 

Despite conflicting views from some of the intcrvic%%vcs. thcre was widespread 

evidence of support for the development of a CPD frwnc%%-orJ4 yct intcrestingly, no 

agreement as to the purpose of the framework. Furdiermore, diac appcars to be no 

considcmtion of this lack of agmcmcnt as a potcritial difficulty In the future. 

I lowcvcr, it is suggested in this study that the diffacrices of view mnong clite 

education figures as to the purpose of the CI'D frwnc%kvrk could %-cII lead to dispute 

further down the line if it becomes cvidcnt Umt not all agcndu can be mcL 

This lack of a clearly articulated purpose for dic framework. and the diverse range of 

views about its possible purpose, could potcndally allow Govcmmcnt to exert Smater 
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control. While it is not suggested that this is a conscious action on bchalf of the 
Government, the default position might well act in its favour. Indeed, control of the 
CPD framework, by design or default, would serve as a very cffcctive mom of 
cnsuring that Government priorities could be met, while at the same time appearing 
to be giving the profession something to which it fccls it is cntitlod. Such political 
priorities will derive from Government policy across the board, and may not 
therefore be influcnccd primarily by cducational idcologics. 

One of the key purposes for the CPD framework, cited in both interview and 
documentary data, was that such a framework would enhance accountability. 
However, it has been noted that accountability is itself a contentious concept. 
Chapter 4 outlined some of the debate over centrally prescribed accountability versus 
accountability emanating from within the profession. and Chapter 10 analysed 
intcrvicwccs' views on what might constitute appropriate indicators of successful 
implcmcntation of the CI'D framework. It is therefore concluded that the current 
apparent emphasis on managcrialism, and its inhcj ci t rcquiremcnt for centrally 
imposed accountability, needs to be countered by a greater acceptance of the need for 

the profession itself to develop ways of ensuring and providing evidence of quality 
practices. Tied closely to this is the need to develop more genuinely collaborative 

practices, where accountability features as a part of the natural sharing of practice. 
Instead of rclying exclusively on standards which measure individual compctcnce, 
genuinely collaborative practice and development might be better achicvcd through 
greater acknowledgement of collegiate achicvcmcnL This suggestion rcflccts some 
of the more social'dcmocmtic statements made by the intcrviewces in rclation to their 
aspirations for the CPD framework. 

What is clear from the interview data. and front the documcntary analysis to a lesscr 

cxtcnt, is dmt there appears to be a dominant view of ClID as something dwt Is 

provider. lcd, or at least provided for tcachcrs. 11is supports the asscrtion made in 

Chapter 4 that the dominant model of initial teacher cducation in Scotland, %hich 

aligns widi both the lacadcmic' and dic 'social cfl*icicncy' traditions outlined by 

Zcichncr (1993), has influenced flic way in which the CIID framc%%vtk Ims 
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developed. The prevailing view expressed in the interviews was one of 
cmploycr/provider-lcd CPD, which would facilitate externally imposed 

accountability, thcrcby supporting a social efficiency view of leaching. I lowcvcr, the 

rhetoric surrounding the development of the CPD framework espouses enhanced 
status for teachers, professional entitlement and a growing culture of prorcssional 
trust. There is perhaps a contradiction here worthy of further exploration - that die 

attempt to open up teacher professionalism is being entrusted to organisations which 
themselves arc constrained for a variety of cultural and legislative reasons, and arc, 
thcrcforc, less likely to be able to promote a wider, rcconstructionist or 
transformativc conception of teacher education. 77his brings us back, again, to 1131 I's 

(1994) understanding of the contrast between die 'words" and the 'deeds' or 'actions' 

of policy. 

Indeed, the evidence presented and discussed in this study suggests that the current 
CPD framework tends towards the 'transmission' end of die C111) spectrum presented 
in Chapter 5.11iis appears to have happened without any conscious or explicit debate 

about whether or not this would be die most appropriate model. If it Is to be argued 
that such a model is the most appropriate, then this should have been as a result of 
informed consideration of possible alternatives. In terms of future policy 
developments, it is therefore contended that there is a need for greater consideration 

of underpinning ideological rationales, and that %k here a particular model or I ine or 
development is selected, this should be because others have bocn considered and 

rejcctcd in an informed way. In other words, thcrc nccds to be dcbatc and discussion 

on the 'what' and the 'why' aspects of policy - not just on the 'how. 11iis would 

require teachers to be actively engaged in contributing to die development of CIID 

policy and processes, and not merely limiting their role to participation In CPD 

activities. It would also require policy-makcrs - the educational elite - to expose 

their own roles and actions to greater interrogation In terms of identifying 

underpinning ideological concerns as opposed to focusing primarily on 

organisational or structural concerns. 
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7rhis study takes a poststruct=list approach, claiming that such an approach is 

necessary in order to look beyond the restrictions placed on policy analysis by 
traditional structuralist. views. One particular cx=plc is the powcr of individual 

players in the policy development process. 77herc is clearly a much gmatcr nced to 
interrogate not only stakeholder positions, but the views and influence or individual 

playcrs in policy development and implementation. 

Injustifying the methodological approach of this study it was noted thatsocial 
scicncc in general, and critical discoursc analysis in particular, is often criticiscd for 
its lack of rigour. This thcsis has thcrcforc sought to meet that challenge head-on by 

articulating clearly thc chosen approaches and using rigorous and mplicable 
frameworks for analysis. It is therefore hoped that the model used in this study will 
bc of usc in other policy analyses in the social scicncc domain. 

From the implications of the study discussed in this section, cmcrgc a number of 

suggestions for both the profession and for policy development. It should be noted, 
however, that there is some overlap in thcsc two catcgorics as it is assumed that 
implications for policy development will also have a bearing on tcachers; %%ho should 
be engaged in the policy process along with other stakeholdcm 

Implications for the profession include: 

Interrogation of policy discourse is a ncccssary rcquircmcnt for activc 
involvement in policy dcvclopmenL It is thercrorc suggcstod that leachcrs 

need to acknowledge the importance of. and develop skills In, such 
interrogation at initial and post-qualification stages-, 
Policy development is not a ncutral or objcc6vc procedurc; radicr it Is 
inhcrcntly political. Teachers and other stakcholdcrs must acccpt that in 

contributing to policy devclopmcnt, cither dirough acti%v crigagcment or 
through tacit acceptance by failing to participate, they are adopting a political 

position which will ultimatcly impact on the pupils that thcy Icach-, 

Accountability is sccn as a key reason forthe devclopmcnt of dic CIII) 

framework and is also a fundamental aspcct of prurcssionalism, howcvcr, 
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thcrc needs to be a greater balance of externally imposed and internally 

driven accountability. Teachers will need to develop a %idcr range of means 

of cnsuring and promoting accountability through their cng3gcmcni with 
CPD. 

Implications for policy development: 

" Conceptions of professionalism inherent in CPD (and other) policy need to be 

explicitly articulated and interrogated; 

" Policy development should involve seeking to identify and take into account 
the ideological influcnces, both political and educational, Ahich underpin it; 

" In pursuing consensus in policy dcvc1opmcnt, there should be recognition of 

what is bcing omitted, ignored or marginaliscd; 

" Relying principally on one particular approach, I. e. die standards-bascd 

approach to CPD, serves to limit debate on alternative conceptions. A more 

eclectic approach where different ideological and philosophical positions co. 

exist would result in the consideration of a much wider range of possibilities; 

" Recognition of the range of CPD models and their capacity to support or limit 

transformativc practice (see Chapter 5) could be used to analyse current 

policy and practice in CPD at both local and national levels; 

" Adopting a range of different means of policy evaluation would allow 
different aspects to be investigated. For cx=plc. the poststructuralist 

approach adopted in this study might uscrully be implemented In a smaller 

scale analysis of local CPD policy. 

13.2 Aspects worthy of further Investigation 

It has been noted in several plam in this thcsis duit %%hile certain u-scs orlanguagc or 
other means of shaping discourse have bccn cvidcn4 they may or may not be 

conscious on the part of the %kTitcr/spcak-cr. One way orcxploring the extent to %hicil 

the individuals and stakcholdcr groups consciously shape the discourse %vould be to 

share the contents of this thesis with thcm, and to wck thcir vicws on the 
interpretation presented hcrc. 
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Another area mcriting investigation is teachers' pcrccption in rclation to the issues 

discussed in this study. This would include not only teachers' views of die 

development of the CPD framework, but also their views of die policy process and 

the power relationships which influcticc it. I lowcvcr, any such investigation would 
have to take into account the assertions made in this thesis that stakcholdcrs. 
including teachers, are limited by die dominant discourse In that Oicy will possibly 

not have considered alternative views to any great cxtcn4 anif that pcrccptions set out 

will be expressed within the domain of their currcnt knowledge construction. 
I lowcvcr, presenting a direct challenge to the authority of this, and socking reactions 

to this challenge, could potentially be very revealing. 

Finally, taking a comparative view of the analysis in this study would be cxtrcmely 
interesting. This might be done through replicating the analytical frameworks used 

here within the context of another country. Ilis would serve two main purposes: 

first, it would allow the integrity of the methodological approach to be tested, and 

second. it might well provide vcry diffcrcnt results which couldscrvc to Inform and 

open up the debate in Scotland. 

13.3 The research questions 
Tlie central aim of this study was to explore the dcvclopment of CPD policy for 

teachers in Scotland, taking a poststructuralist approach. In adopting such an 

approach the intention was to take an overtly political stancC In intcrrogating not only 

what was said and written, but also what %%us omittcd from the dcbate. 

Chapter 6 outlined four spccific questions through %luch it %iis hopod this overall 

aim would be met, namely: 
1. What ideological stances underpin current CIID policy for Scottish tcachcrs? 

2. To what extent arc ideological stances ldcntirtcd and articulated by stAcholdcTS 

themselves? 
3. Where do the views presented in the data converge and diverge? 

4. What arc the implications arising from this analysis of CIID policy for the 

teaching profession and for socicty in general? 
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It is contcndcd that cach of thcsc has bccn addrcsscd in this thcsis, although 
inevitablY the cxtcnt to which each has bccn addrcsscd has dcpcnded to an cxtcnt on 
what has cmcrgcd from the data. 

The first qucstion was concerned with identifying the ideological stanocs 
underpinning CPD policy. This question has formed much of the discWsion in each 
of the data chapters, in particular Chapter 8, where responses to two particular 
interview questions wcrc wialyscd in rclation to contrasting ideological conceptions 
of tcaching and professionalism. It is also addrcsscd specifically in the general 
discussion in Chapter 12. 

Identifying clear responses to question 2 has been more complex. I lowcvcr, piecing 

together evidence such as the variety of different, and sometimes contradictory, 

responses in individual interviews, would tend to suggest that the elite figures 

interviewed in this study arc not explicitly aware of the particular ideological stances 

to which they arc subscribing. I lowcvcr, it must also be acknov%lcdgcd that 

intcrvicwccs were not asked directly what their Ideological stance might be. 

Question 3 sought to identify where views presented In die dam converge and 

diverge. As with the first question, this Issue is addressed through cach of die data 

chapters, and again is illustrated explicitly in Chapter 8. It Is also specifically 

addressed in Chapter 12, where it was noted that although die elite figurcs 

interviewed will all have contributed to official policy docwncnts which do not 

promote explicitly CID as a form of control or externally Imposcd accountability, 

such a view was expressed by several of the clite figures; in interview. 

Finally, implications arising from dic study (qucstion 4) %%= discu&-, Cd cxlicr In this 

chaptcr. 

13.4 The contribution of this study to currcni undcrilanding 
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This study contributes to theoretical understanding in two main areas: CI'D policy 
for teachers in Scotland; and the development of a poststructural mcthodology for 

analysing social policy. In particular, it: 

a Provides an overview of developments in CPD policy for teachers in Scotland 
from 1997 to 2004; 

9 Uncovers and analyses the proccsscs through which CPD policy has been 

crcatcd; 

0 ldcntifics and compares the pcrccptions of kcy figurcs involved in the 
development of CIID policy; 

* Provides a framework for the mmlysis of models of CIID, through which 

policies can be idcntif ied as supporting a transmission or a transformative 

philosophy-, 

0 Demonstrates a methodological approach which cnables analysis orcvcnts, 
discoursc and power relationships; 

01 lighlights the political naturc orpolicy development and locates this 

particular policy development within its wider global political context. 

In addition to thm contributions contained in flic O)csis Itself. a number or 

conference presentations and publications lmvc arisen from Oic study as it lms 

progressed. Ilicsc contributions, listed in Appendix 8, have been made in a mngc of 
national and international publications and conference locations in an attempt to 

ensure dissemination and discussion of bodi thc substantive content and thc 

methodological issues uncovered in the study. It is intended that rurtlwr publications, 
particularly in relation to the key findings and iniplicadons, %ill also bc published in 

the near future, thereby ensuring maximum contribution of this study to the discourse 

of CPD policy in Scotland and beyond. 

13.5 Concluding rcmarks 
The policy analysis prcscntcd in this study scrves to illustratc dic messincss and 

complcxitics of the policy proccss. It also highliglas the intcr-mlationsllip of topic. 

spccific concrms, in this casc cducation. with wldcr political conomns - 
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demonstrating Trowlcr's (1998) thesis that policy development is influenced, to 

varying extents, by both political and cducational ideologies. It also suggests that 

while the cducational elite arc a group in rclation to the power and status they hold, 

and also in terms of the 'assumptivc world' in which they operate - they should not 
be conceived of as homogeneous in tcrrns of the detail of their personal and 
professional views. 

In terms of the particular policy at the ccntre of this analysis, what has emerged most 
significantly in this study is the promotion from the outset of a standards-based 
approach to the CPD framework, and a notable absence of consideration of 
alternative conceptions. While this undoubtedly has =jor implications for teachers' 

work, their conceptions of teaching and their professional identity, it also has =Jor 
implications for the education of current and future generations of children and 
young people. I lowcvcr, it is not contended from the evidence in this study, that this 

approach and its underlying ideological influence is necessarily a conscious or 

planned approach. Rather. the process and outcome of policy development in this 

specific area of education is influenced heavily by a much %idcr. global political 
agenda. The insidious naturc of such influences, and their %kide ranging impact - I. e. 
on the whole range of social policies - tends to normalise developments licnce 

making them less likely to be scrutinised in a more fundamental way. 17his, in pan, 
justifies the need to take a poststructuralist approach to analysis %%hich allova thc 
analyst to look beyond perceived norms. 

It is acknowledged that individuals will have their o%n views on the approprialcrics..; 
of such an agenda for education, but what is argued unequivocally here Is that tile 
notion of 'professionalism' must involve tw6m in crigagingAith the political 
nature of education. For if teachers, and indeed other stak-choldcrS In education, do 

not engage widi this agenda then education policy runs the risk- of saving a global 

political agenda at the expense of potentially more appropriate and diverse local 

solutions. 
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INTERVIEW SCHEDULE: (OUTIANE) 

Introduction: 

" Clarify purpose of interview a 
" Recording 13 
" Transcription agreement 0 
" Permission to use thcrcancr & to attribute quotes a 

Interview topics and pouible que3tion3: 

A. Purpose and outcomes of the CPD framework 

1. What do you want a national fnuncvmrk of CPD to adiieve? 
(for teachers, pupils, communities, the oconomy, govcmmcnt) 

APPENDIX 2 

2. Whcrc does the balancc lic between obligation and cntitlctncnt (and where do 
you fccl it should lic)? 

3. What indicators should be uscd to mcasure its succcssorodicrwisc? 

4. Do you think that in adopting a prolircration of standxxis we arc subscribing 
to a particular view on die purpose and nature or teaching? 
(compctcnce/holistic, prorcssional/icclinician, autonomy/accountability) 

11. Development process 

1. What lias bccn your cx pcricncc or and invol vemcnt uidi dic dcvclopmclit of 
the CPD rramcwork to datc? 

2. flow dcmocratic has the devclopment proccss bocn (protv consultation 
proccsses)? 

3. Who would you vicwas the key stakcholdcrs in this area and to %hat cxtcnt 
have each of them shaped the currcnt picture? 

4. Who/what body has been most influential in shaping die CPD framework? 

5. What has been your own/your organisation's particular contribution to die 
dcvclopmcnt of die framework? 

6. To what extent have teachers been Involved in die &I-aping and design of die 
CPD framework? 
(at both conceptual and practical levels) 
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C Current and future progress 

1.1 low would you evaluate progress made so far? 

2.1 low do you think teachers view progress made so far? 

3. Would you endorse the introduction of an active register (%%liy/%%, Iiy not)? 

4. What would you say arc the current key issues facing the dcvclopmcnt of 
teachers' CPD? (Perhaps consider contrasting approaches to ongoing CIID 
and the standards) 

5. What do you see as potential barriers to the success of the framework- ? 

D. Personal reflections 

1. In your official role. whose opinions are you representing? 

2. In what ways do thcsc opinions accord or differ %%idi your own personal 
vicws on the development of a CPD framcwork? 

3. Who/what body has been most influential in shaping your vic%, s of die 
purposc and cxpcctcd outcomes of a national framework of CIID? 

4. Who do you believe has most to gain from die CPD fmmc%%vrt, (and why)? 

Closing rcmsirks: 

Request suggestions for other potential intcrviewccs 
Invite any further comment 

Conclusion: 

Confirm affangcmcnts for usc of datx 
Will scnd copy of tcxt, afIcr transcription. for opproval 
IMercaflcr, would likc pcrmission to usc as appropriatc 
ChcckpcrTnissiontoottributcquotcs, ailikclihoodofanonyinityreniote 
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APPENDIX 5 
NVIVO NODES: ORIGINAL LIST 

1. Access to CPD 
2. Assumption that CPD means CT 
3. Barriers 
4. Comparisons with othcr 

professions 
5. Competing agendas 
6. Consultation and communication 
7. Contradictory statements 
8. CPD as teacher accountability 
9. CT Acadcmic/Professional 

debate 
10. CT General 
11. Discussion of terminology 

12. Erroneous assumptions 
13. Financial implications 

14. Future developments 

15. General CPD comments 
16. Gcncral education comments 
17. Growing power of GTCS 

18. Impact of McCronc 

19. Indicators of success 
20. Induction and the SFR 

2 1. Influence of stakcholdcr groups 
22. Influential individuals 

23. Interesting choice of langu39C 

24. Interview process and 

methodology 

25. Intcrvicwce stuttering or stalling 
26. MSC role, rcmit, and 

membership 
27. National rcgistcr orprovidcrs 
28. Organisation's role in 

development of rmmcw-ork- 
29. Own role in development or 

frwncwork 

30. Policy development process 
3 1. Power 
32. Predictions 
33. Purpose orCIII) fmmcwork 
34. Reasons for development of 

CPD fmme%vork 
35.11clationships bet%%= 

stak-cholder Smups 
36. Relative Importance oraspoas 

orrmmework 
37. Significant dcvclopnicnts since 

interview 

38. Standards-based frammork 
39. Tcxhcr cngagcmcnt 
40. Teacher prorcssionalism 
4 1. Tensions In own role 
42. What Is CPD 
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APPENDIX 6 

NVIVO NODES: COLLATED 

Organising Category Relevant Nodes 

1. Policics/structurcs in place 9. CT Acadcmic/1'rofcssional debate 

10. CT General 

13. Financial implications 

18. impact or M cCrone 
20. Induction and the srR 

27. National register of providers 
36. Relative importance oraspccts or I`ramcwork- 

38. Standards-bascd rramcwork 

2. Policy process 6. Consultation and communication 
26. MSC role, rcmit and membership 
28. Organisation's role in development or framework 

29. Own role in development or framework 
30. Policy development prtxcss 
39. Teacher engagement 

3. Reasons for development of 1. Access to CPD 

the framework 4. Compaisons with other proressions 
8. CPD as teacher accountabil ity 

34. Reasons for development or CPD fnunc-Avrk 

4. Purpose of the framework, 8. CPD as teacher secountability 
33. Purpose of CPD framework 

5. Indicators of success 1. Access to CPD 
3. Barriers 

13. Financial Implications 

19. Indicators of success 
39. Tcachcr engagement 
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6. Power & influence 5. Competing agendas 
6. Consultation and communication 
8. CPD as teacher accountability 
17. Growing power of GTCS 
21. Influence orstak-choldcr groups 
22. Influential individuals 
28. Organisation's role in development of framework- 
29. Own role in development of fmmcwo4. 
3 1. Power 
35. Relationships between stakeholder groups 

7. Tensions, contradictions 7. Contradictory statements 

and assumptions 9. CT Academic/Prorcssional debate 
12. Erroneous assumptions 
4 1. Tensions in own role 

8. The interview process etc 23. Interesting choice of language 
24. Interview process and methodology 
25. Intcrvicwce stuttering or stalling 

9. Understanding of key terms 2. Assumption that CPD means CT 

or topics 11. Discussion of terminology 
15. General ClID comments 
16. General education comments 
40. Teacher prorcssionalism 
42. What is CPD? 

10. Future 14. Future developments 
32. Predictions 
37. Significant developments since interview 
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PRESENTATIONS AND PUBLICATIONS RELATED TO THIS THESIS 
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November 2004 

Kennedy, A. (2004). Models of CPD: A fi-amework for analysis. European Conference 

on Educational Research, Crete, 22 - 25 September 2004. 

Purdon, A. (2003). Perceptions of the educational elite on the purpose of a national 
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European Conference on Educational Research, Hamburg, 17-20 September 2003. 

Purdon, A. (2002). A National Framework of CPD. Continuing professional 
development or continuing policy dominance? Scottish Educational Research 

AssociationAnnual Conference, Dundee, 26-28 September 2002. 

Publications 

Kennedy, A. (forthcoming). CPD Policy and the discourse of teacher professionalism in 

ScodandL Research Papers in Education. 

Kennedy, A. (2005ý Models of CPD: A framework for analysis. Journal ofIn-Service 
Educxio, % 3](2), 235-250. [Drawn principally from Chapter 5] 
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Papersubmitted 
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