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THE CHARTERED TEACHER PROJECT: ENGAGING TEACHERS IN DEFINING A STANDARD OF ADVANCED PROFESSIONAL PERFORMANCE

Introduction

There is now an international consensus that education is a central national priority, the key to economic and industrial prosperity as well as the wellbeing of the community.  There is an equally widespread acknowledgement that the quality of any education service depends pre-eminently on the expertise and commitment of teachers; and the effectiveness of teachers requires not only systematic initial teacher education but also career-long opportunities for continuing professional development (CPD) that enables teachers to adjust to new demands and to extend and revitalise their understandings and skills.  Consequently, as political and public expectations of the education service become ever more demanding, so there are demands for improvements in the professional preparation and CPD of teachers.

Effective CPD for teachers has two requirements: a framework that denotes progressive levels of professional performance, and a mechanism for recognising and rewarding professional achievement that retains teachers’ commitment to their central engagement with supporting students’ learning, rather than seeking promotion away from the classroom, or leaving teaching altogether. The Chartered Teacher Project in Scotland was a major government-funded research and development initiative to institutionalise these two requirements on a national basis.

Context

The need for a formal structure for CPD was recommended by Lord Sutherland, then Principal of the University of Edinburgh, in a report that formed part of the Dearing Review of Higher Education in the UK in the late 1990s (Dearing, 1997). While commending much of the CPD then available in Scotland, he argued for “a national framework” within which all CPD would be structured and accredited in relation to a range of postgraduate awards.  That recommendation was in accord with the developing consensus in Scotland that a career in teaching should be marked by a series of standards that would recognise different levels of professional accomplishment.  The first of these, the Standard for Initial Teacher Education, represented the level of achievement of those completing their initial programme of teacher education.  That was followed by the Standard for Full Registration, when a teacher is formally and fully recognised as a teacher by the General teaching Council for Scotland(GTCS).

This developing framework of professional standards received a significant impetus from the publication of the McCrone Report in 2000. Envisaging “A Teaching Profession for the 21st Century”, McCrone recommended the establishment of a new grade of teacher – the chartered teacher – for “experienced teachers who wish to develop their professional expertise within the classroom, rather than seeking promotion to a management post” (McCrone, 2000).  Subsequently, after a competitive tendering process, the contract to develop the new Standard for Chartered Teacher (SCT) was placed with a consortium consisting of the universities of Edinburgh and Strathclyde and Arthur Andersen, the management consultants.

The Chartered Teacher Project had two aims: through a process of consultation to articulate a Standard for Chartered Teacher, and to develop and pilot a sample programme leading to the new Standard. That Standard had to be a robust measure of advanced professional performance that would provide the basis for a new form of professional recognition, as well as significantly increased pay; and it had to represent a decidedly more demanding level of professional accomplishment than those existing Standards that marked the completion of initial teacher education and full registration with the GTCS.

 The Standard for Chartered Teacher (SCT)
The STC identifies the professional commitments, skills and understandings which characterise the work of the accomplished teacher and which issue in nine forms of professional action.  These are:

Effectiveness in promoting learning in the classroom

1. To effect further progress in pupils’ learning;

2. To create and sustain a positive climate for learning;

3. To use strategies which increase pupils’ learning;

 Critical self-evaluation and development

4. To evaluate practice and reflect critically on it;

5. To improve professional performance;

6. To ensure that teaching is informed by reading and research;

Collaboration with, and influence on,  colleagues

7. To contribute to enhancing the quality of the educational experience provided by the school and to the wider professional context of teaching;

Educational and social values

8. To justify practice by relating teaching to wider school aims and social values;

9. To articulate a personal, independent and critical stance in relation to contrasting perspectives on educational issues, policies, and developments.

The SCT has been summarised in these words:

In every sphere of his or her work the Chartered Teacher should be reviewing practice, searching for improvements, turning to reading and research for fresh insights and relating these to the classroom and the school.  These should be informed by those moral and social values which give point to education, bringing to the task of educating others the resourcefulness which characterises all professional work, and undertaking all these actions collaboratively with colleagues and others.









Kirk, Beveridge and Smith(2003)

This formulation of advanced professional performance shares many features that are found in other formulations.  Like these, the SCT avoids adopting a reductionist view of teaching and gives prominence to effectiveness as a facilitator of learning The main differences are the emphasis given in the SCT to reading and research and to the values that should underpin professional life. An analysis of the SCT has been undertaken by Kirk(2004), in which the robustness of the SCT is evaluated against seven demanding criteria. 

Programme Leading to the SCT

The exemplar programme leading to the Standard has the following features:

1. It recognises the importance of work-based learning.

2. It conforms to the structure of the postgraduate Master’s degree of a Scottish university.

3. That structure involves the equivalent of 12 modules, 4 of which form the core and deal with Professional Development; Learning and Teaching; Education for all; and Working Together; a further four modules provide opportunities for option or specialist studies; and the final four take the form of a dissertation, a sustained piece of independent study which reports on and analyses development work in a professional setting. 

4. It is available in different modes, including distance learning, to facilitate access by teachers.

5. Ample provision is made for the accreditation of prior learning, (up to 50 per cent of the total programme)

6. Each programme must be accredited by the GTCS, which has a majority of practising teachers.

The project team was required to make provision for an accelerated route to chartered teacher status, for the many highly experienced and accomplished teachers already in post.  That entailed the compulsory module on Professional Development, after which a teacher could submit a portfolio of evidence, with an accompanying commentary, demonstrating how the teacher had met the requirements of the Standard. This “accreditation” route, as it has become known, does not issue in the award of a Master’s degree. It is managed by the GTCS, through a team of assessors ands assessment panels.

In the development of the SCT and the accompanying exemplar programme the project team considered formulations of advanced professional performance in teaching that had been developed in the USA (National Board of Professional Teaching Standards, 1999), Canada (Ontario College of teachers, 1999), Europe (OECD, 2000), England (DfEE, 1999), and Australia (Australian College of Education, 2000); they undertook a review of the relevant literature, mainly in the fields of teaching effectiveness and professionalism; and they examined models of professional development in other professions.  They also consulted widely and intensively with the teaching profession.  

The Consultation Strategy

If the SCT was to have the confidence of teachers, if it was to encapsulate what teachers perceive to constitute advanced professional performance, if it was to constitute a level of achievement towards which they would be motivated and proud to aspire, then teachers had to have the opportunity to shape the new Standard and to exert a powerful influence on its final definition.  They therefore had to be consulted, not as a kind of tiresome obligation, but openly and fully and on the clear understanding that theirs was the view that mattered most in determining the Standard’s essential features.   What forms did that consultation take?

The following were the principal features of the consultation strategy:

a two-stage consultation exercise involving every teacher in Scotland;

in-depth interviews with 19 accomplished teachers;

over 60 focus group meetings across the country;

13 national conferences;

numerous exchanges with individuals and groups of teachers and others;

the project web-site.

Stage I of the consultation process involved the development of a paper that provided the background to the project, setting the consultation paper in context, and inviting teachers and other members of the educational community to respond to the disarmingly straightforward question: what are the qualities of the effective teacher?  While members of the project team were already engaged in an extensive review of the literature, it was judged that, in their first engagement with the project, teachers should be encouraged to share their own perspectives on how high levels of performance in teaching were to be characterised.   The aim was to engage teachers in addressing the central aim of the project, rather than to provide them with some ready-made answers to which they might register their reactions.  A copy of the consultation paper was sent to every registered teacher in Scotland, with the invitation to respond to the project office or to the project website.

The second feature of the strategy involved in-depth interviews with a number of accomplished teachers.  This feature of the strategy was considered an essential step in ensuring that the new Standard would be firmly grounded in teachers’ professional experience. It did not prove a simple matter to identify those teachers who were accomplished, for many headteachers and Directors of education, when approached, claimed that all of the teachers for whom they were responsible were accomplished: it depended what was meant by the term “accomplished”.  Eventually, 20 teachers were identified who were considered by their peers or their senior colleagues to be very good teachers.  19 of those so identified agreed to be interviewed.  The interviewers were members of the project team and others; they all undertook a training session on the structure of the interview and its recording.  The aim was to encourage the teachers to be explicit about how they worked in the classroom, why they operated as they did, how they responded to differing classroom situations, and what they considered to be the qualities that distinguished able and effective teachers from others.  All the interviews were recorded, with the agreement of the teachers concerned, and a formal record of the interview agreed with each of them.

The third strand of consultative activity involved over 60 focus group meetings with teachers and others.  The focus group meeting is of course well established in political circles as a means of establishing how members of the public react to a political proposal or party.  It is less widely used in educational research.  The project team judged that it was an ideal way of canvassing opinion on the central issues; it encouraged a group to think and talk round the issue of accomplished performance in teaching and enabled a judgement to be made about the extent to which there was agreement amongst members of the group.  The focus groups were drawn from different parts of the country and from different groups in the educational community.  They included teachers, members of the Inspectorate, those involved in teacher education, members of the Directorate, who carry responsibility for the local management of the educational service, parents, and pupils.  Each focus group meeting consisted of about 12-15 members and lasted for between 1-2 hours.  Each was facilitated by a member of the project team or an experienced colleague.  The onus on the facilitator was to ensure that a prepared and agreed set of issues was addressed and to record the main drift of the discussion, identifying points on which there was agreement or disagreement.  There were two rounds of focus group meetings.  In the first, facilitators were required to focus the discussion on the qualities of the accomplished teacher in the eyes of the members of the group.  In the second round, attention switched to the provisional Standard and members were invited to register their reactions to what amounted to the first draft of the SCT.

The fourth feature of the strategy was a second round of consultation with the teaching profession in Scotland.  The paper supporting this round  reported on the project’s progress and invited teachers to comment on, and to register the extent to which they agreed with, the draft Standard and the provisional proposals on the supporting programme.  Again, the consultation paper was sent to every teacher in Scotland.  The responses to the consultation paper demonstrated very strong support for the draft SCT and its accompanying programme.

Fifthly, the project team arranged 13 national one-day conferences, held in different parts of the country and open to all teachers.  These were extremely well attended and gave the project team the opportunity to engage with teachers, and  teachers the opportunity to comment on the developing Standard and the programme.  It has to be acknowledged that many of these conferences, particularly in their early stages, tended to raise questions, for example, about the funding of teachers to undertake the programme and other matters that were beyond the control of the project team.  However, the expressions of concern raised by teachers having been noted, it proved possible, in small group sessions, each chaired by a member of the project team, to allow teachers to engage with the professional issues involved.

The sixth feature permeated the work of the project: at every stage there were meetings with individual teachers or groups of teachers, members of the directorate, of the GTCS, and of the different teachers’ professional organisations.  These meetings were either initiated by the project team or were held in response to a request from an individual or a group to pursue a matter that had arisen within their organisation or arose from a consultation paper or focus group report.  A brief note was made of all of these many exchanges, adding to the growing evidential base which underpinned the project’s final recommendations.

Finally, the project team decided from the outset to establish a website which reported on progress and which held every document generated by the project.  It provided a direct line of communication between the project and the educational community.

In all of these ways, then, as well as through the formal evaluation of every focus group meeting and conference, the project team sought to enlist the teaching profession in defining a standard of professional accomplishment that is destined to play a significant role in the future CPD of Scottish teachers, not least because those who achieve the SCT will receive significant additional salary.  It amounted to the most extensive consultation exercise ever conducted with Scottish teachers and proved to be a robust way of testing, both formatively and summatively, the professional acceptability of the proposals. The effectiveness of that strategy can be gauged from the independent evaluation of the consultation process conducted by a former Senior Chief Inspector of Schools.  He wrote:

The consultation has been thoroughly and professionally done.  Good opportunities have been afforded in all locations for involvement, discussion and response through the many conferences, focus groups and interviews, and through the general invitation to individuals and groups to submit views…. Feedback on the quality and worth of the conferences and focus groups, for example in the impressive participant evaluation ratings, is very positive.

The strategy of publishing (in Consultation Paper l) only introductory comment on the kind of competences it might be appropriate to include in the SCT, so allowing the specialist groups relatively unconditioned “brainstorming” on the competences, worked well.  The discussions in these specialist groups were reported to have been wide-ranging, if sometimes robust, and very productive…..  This ensured that the Standard was well rooted in grassroots opinion.

The view of those to whom I spoke, echoing the tenor of responses to the consultation, is that this project is moving well towards fulfilling its objectives.  The approach has been meticulous and the extensive consultation has been seen to be both genuine ( by a teaching profession somewhat sceptical of such arrangements) and influential on the development of the proposals.

                                                                     


Quoted in Kirk et al, (2003)

Significance of the Project

The Chartered teacher Project suggests how some familiar tensions in CPD provision might be resolved or at least contained: between the authority of a professional body, which must accredit all programmes, and the universities; between professional relevance and academic rigour; between theory and practice (for example, “theorising” is seen as an essential ingredient of professional “action”); between a framework for professional development and an authentic model of professional learning; and between professional autonomy (showing professional initiative and improvisational flair) and accountability (accepting responsibility for the educational progress of learners). Moreover, in its explicit rejection of a reductionist model of teaching, the project points to the need for a wider interpretation of professional accountability.  As the SCT becomes more firmly embedded in CPD the Master of Teaching degree, with which it is associated, is likely to prove a stepping-stone towards a Doctorate in Education, with its own strong professional focus, to parallel the link between the Master of Education degree and the PhD. And we may confidently expect that those who achieve the Standard, with their demonstrated capacity to innovate, will be key change agents in the improvement of the quality of education provided by the schools. 

More than anything, the project illustrates how teachers can be encouraged to assume ownership of an initiative directly involving them and their professional well-being.  Normally, awards for teachers have to meet two criteria.  The first of these concerns their political acceptability. As was indicated above, all governments now seek to satisfy themselves that awards for teachers are in line with national educational policy: they mark a level of achievement that is judged to be sufficient to maintain if not enhance educational standards.  Secondly, awards for teachers need to be academically robust, sufficiently so to satisfy university criteria, now that teacher preparation and CPD are judged to merit degree-level study. There is however, a third criterion:  are awards for teachers professionally acceptable?  Do they accord with the profession’s assessment of the demands of teaching in the contemporary educational context?  There is a disappointing tendency for awards for teachers to emanate from a government agency and to be introduced with little consultation.  The Chartered Teacher project offers an alternative model.

Scotland is fortunate in having a professional body with a statutory responsibility to approve awards for teachers, and indeed to confer them.  The award of Chartered Teacher is conferred by that professional body, the GTCS.  The GTCS is able to confer such an award in the full knowledge that it was developed in partnership with the profession, that it enjoys the support of the profession, and that it is a fitting way of recognising accomplished performance in teaching. 
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