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Continuing professional development for a workfothat is largely casual within a new
sector has many challenges. In an interventioristlys involving Singaporean trainers
delivering competency-based training (n=23) thelsallenges were identified as ranging
from policy implementation, systems, curriculumidaghrough to commonly used symbolic
language such asmiparting knowledge Singaporean trainers are committed, care deeply
about their learners and actively seek out profesdidevelopment. They want to know more
about managing pedagogical processes, and undersatagogical theory as it relates to
practice. The aim of the study was to develop meseeapability and reflective practice. The
study involved interviewing trainers to capture itheeported pedagogical beliefs and
enactment of these beliefs. Trainers undertookr then research project supported by a
series of workshops where the researcher (the guttuoked with them. Field notes of these
workshops along with the initial interview data sttute the data for this paper which has
two purposes; to describe the challenges of comgnprofessional development for a new
workforce and to explore the implications and poifises for addressing these challenges.

Introduction

This paper has two purposes; to describe the clggke of continuing professional
development for a new Singapore workforce of Cantig Education and Training (CET)
(the equivalent of Vocational Education and Tragnim Australia) practitioners and to
explore the implications and possibilities for agkling these challenges.

In Singapore, provision of competency-based CHingertaken entirely by private
providers. The CET sector delivers a combinationashpetency based training under the
Workforce Skills Qualifications (WSQ) (this framexkads similar to the Australian
Qualifications Framework) higher education throfigteign universities and other forms of
training for adults. Providers employ a small numiifepermanent employees, but most of
their trainers are adjunct trainers, the similaAtstralian casual trainers. The WSQ was
established in 2004 and only six years later mdnese trainers delivering WSQ units hold
a qualificationintroducingpractitioners to pedagogical concepts and pragtiagown as the
Advanced Certificate in Training and AssessmentTAL In Singapore the Australian
Certificate 1V in Training and Assessment is aceds the equivalent of ACTA.

Much competency-based training in Singapore isrded in the classroom with no
workplace component (Bound & Lin, 2010). A focusadassroom delivery brings particular
challenges for these trainers in ensuring theiagedical practices and what they deliver is
relevant and up-to-date. Much of the approaciméraitake is mediated by approved
curriculum which they perceive cannot be changexpixto contextualise (Bound, 2010).
For some, the curriculum provides a safety netollrs consider it restrictive as there can
be an emphasis on the use of Powerpoint and thgatfitng of knowledge’ (ibid.)

The WSQ is overseen by a government agency, thekidfoe Development Agency
(WDA). The WDA approves curriculum, accredits pawsfis and also audits them. The WDA
is committed to professionalising the CET sectooulgh developing qualifications such as
the ACTA and in the last six months the DiplomaGafntinuing Education (DACE), along
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with two Masters Courses. These initiatives havenb@eveloped by the Institute for Adult
Learning (IAL). The IAL established the Adult Edtods Network (AEN) in November
2009 and now has over 500 individual members antb2@orate members. In its first year of
inception, the AEN focused its effort in raising aa@ness of members in the areas of
pedagogical skills development, professional dguekent pathways available for Adult
educators and current trends in practice and pe&gaglorough the organisation of 42 events
and activities (overseas study trip & seminarsg, ftrmation of four Special Interest Groups
(SIGs) and production and circulation of the AEMIlert. These initiatives are in the context
of Government initiatives and considerable buddjetcation to developing innovation and
creativity in its workforce (ESC, 2010). This sagy poses further challenges for CET
trainers and those who support them.

Literature

Salvo and Lupou (2009) note that in Europe, thex® leen “little attention paid to ... the
further professionalising of staff working in adu#arning” (p. 2227). In Singapore, the
process of professionalising the industry is quéeent, as is a system of competency based
training. While there are a many studies explotimg pedagogical beliefs of school teachers
(e.g. Fives, 2003; Chan & Elliot, 2004; Browne, Ige& Sargent, 2008), the pedagogical
beliefs of continuing education/vocational eduaaticainers are unknown. The closing of
the gap in our understanding of trainer's pedagdginowledge can contribute to the
professionalisation of this dedicated group of essfonals by providing information for
planning for professional learning in different irstiry sectors. In Singapore, the term
‘pedagogy’ appears to be strongly associated walbting in schools and a strongly didactic,
instrumental approach. A teacher’'s or trainersggedy is defined in this paper as the
beliefs and assumptions deeply embedded in thdegiea and approaches used by
practitioners. Pedagogical beliefs therefore maly #&ywhere along a teacher/learner
continuum.

Commitment to the continuing professionalisationti@iners identifies a need to clarify
professional needs and purposes and the trajeofotlyis diverse group of professionals.
However, the term professional development is @mlaltic as it can be suggestive of a
deficit model, where things are dome the professional who is perceived as lacking in
aspects of their expertise (Webster-Wright, 206®fessionalearning on the other hand,
implies that which the practitioner has control o&ed which is contributed to by interaction
with others; important if opportunities for deep®niprofessional expertise are to be
meaningful and impact on changes in practice. Véeb&tright (2009) notes that “it is only
through challenging implicit assumptions and questig taken-for-granted practices that
professional learning can lead to changes in meitijp. 703). It is not easy to question
taken-for granted assumptions; to identify and natmem and restructure conceptual
frameworks(Boud, Keogh & Walker, 1985) then change what youehalways done. The
study (Bound, 2010) on which this paper draws d@fsdvas designed to provide opportunities
for practitioners to gather data about their ex@eres and reflect on their findings and its
implications for practice, thus providing opportis for reflection, and dialogue based on
evidence. The process of data collection and expasumultiple perspectives exposes the
gualitative researcher to new experiences anddrpthcess to a ‘messy area’ (Cook, 2009).
In this ‘messy’ area, long held views can be disgdpseen for the first time perhaps through
what is reflected back to the researcher in tha ttaty have collected and analysed. This is
one approach to professional learning, but probesdilearning is more far-reaching than
practitioner research and dialogue. Professiorainieg can be understood as a range of
activities, structured and unstructured which abote to a practitioner’s constantly evolving
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notions of pedagogy and practice. Such activitieg/ nmclude for example, training in a
variety of settings, providing opportunities foaltigue comparing strategies and approaches
between settings and learners.

The literature on professional development generatinsiders context and learning as
separate (Webster-Wright, 2009), yet perhaps timglesimost important influence on

reflection and learning is context (Boud & Walk&898, p. 196). What is meant by context
varies; it is multi-dimensional, somewhat amorphand difficult to conceptualise. Webster-

Wright (2009) for example, note that professiorals socialized into ways of thinking and

acting, shaping ways of being and learning, povedations and voice. This suggests that
context refers to professional discourses and thrking relations professionals work in and
with. In this paper context is understood as b&mdpedded in our activity, the trajectories
we follow, the tools we have access to and use,tla@delations we live and work in and

with (Bound, 2007). What individuals believe andwhthey act and their influence on

contextual conditions is understood as shapeddigintal, cultural and social conditions that
are reflected in mediational tools such as languagabols and the media (Wertsch, 1991;
Wertsch, del Rio & Alvarez, 1995).

The nature of the contract (Newman, 1993) traiherse with their providers, the culture and
structure of the provider, the pedagogy embeddexhiriculum documents are all examples
of contextual dimensions. Access to professionatni@g opportunities is mediated by the
culture of the provider (CET provider) which in iuis mediated by policy such as quality
assurance requirements, the domain knowledge 0MM8€ framework being delivered and
the provider’s relationships with their industrydatihe companies within that industry. In a
study of structures and cultures in Australian Reged Training Organisations (RTOSs)
(n=10), Clayton, Fisher, Harris, Bateman and Brq2@08) found that different cultures in
small RTOs (these are closer to Singaporean CEViders than the large public Australian
RTOs) were related to different ways of doing bass) leadership, relationships and
credibility with employers, amongst other factdrsthe Australian context relationships with
employers form part of the communities of pracfimetrainers, providing opportunities for
informal professional learning. For example, Bouwwad Salter (2007) found that VET
trainers in the building industry were inclineduse open questions when assessing on-the-
job, but tended to use more closed questions wianirtg in the classroom. As Webster-
Wright (2009) note, workplace learning for effeetiContinuing Professional Learning is of
central importance.

Methodology

This paper draws on interview and workshop datenfem interventionist study designed to
develop reflective practice and research capabiditytrainers from two different industry
sectors, participating in the project. Trainersirigkpart in the project participated in
workshops where they developed and planned out tiven research. Trainers (n=19) and
their management (n=4) were interviewed prior ®tbmmencement of workshops to gather
information about their pedagogical beliefs andcamant of these beliefs. For this paper
interview data, along with field-notes and minutesn the workshops conducted as part of
guiding practitioners through the research pro@ssthey undertake their own projects has
been drawn on. Of the two providers (herein reteteeas Provider 1 and Provider 2) who
took part in the project, Provider 1 trainers edelcto study the experience of their learners in
WSQ programmes; and Provider 2 trainers investiijate what ways does curriculum
design enable participants to apply the competsratievork?’ These projects are stand alone
projects, but sit under the umbrella of this projeéReflexive practitioner research for
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professional learning in CETThe research was designed to provide opportsnifioe
professional learning for participating trainens.dddition to this qualitative data a national
online survey of the population of WSQ trainers Z#82) was conducted with 592
responses. Data is being analysed at the timeibhgur

Findings and discussion

The trainers interviewed ranged in the number @&ryehey had been training, from two
years at time of interviewing to more than 10 ye&sr the most part, trainers are highly
gualified; however a surprising number, do not hAa@TA. Of the eight trainers who do not
hold ACTA, one has undertaken a number of moduhelsamother two are in the process of
undertaking ACTA. Three trainers hold post gradugtlifications in fields other than
education and training, but do not hold an undehgmte degree, illustrating the varied
pathways adults follow in developing their quakfion profiles. Of the qualifications
trainers hold, ACTA is the only qualification thatovides trainers with some pedagogical
knowledge and skill. Trainers have pedagogical tpes and issues such as, what cognitive
level do we expect of our learners? How do we eragml engagement and participation?
What assists learners apply what they learn ins@laSo what extent do work-books
encourage deep learning? This is an indicationoshmitted professionals with a strong
identity with the profession, requiring opportuegifor exploration.

Opportunities for professional learning undertakgrirainers include short courses related to
domain knowledge and to training, as well as sermiaad workshops. Professional learning
consists of being part of communities of practind eneetings in which issues are discussed
and there is potential for learning. For Provideth2 most popular sessions are related to
updating domain knowledge (91%) compared to onBb &4 courses related to training. The
reverse of this is true for Provider 1, where 71f%raled domain knowledge sessions and
86% attended formal sessions related to training.

Trainers actively seek to and do attend considerphdfessional development and learning
activities. Given that for both providers theresisong support of activities organised by the
provider, it is important for providers to have nmtly an active professional learning
programme, but to strategically develop such prognas. Issues related to professional
learning identified by trainers can be categoriseadl three groups:

» Keeping up to date with industry change;

* Managing pedagogical processes; and

* Understanding pedagogical theory as it relatesdotice.

Keeping up to date with industry practice to enghieg what trainers deliver is current and
relevant was something of concern to nearly altigigants, more so amongst Provider 2
trainers. Managing pedagogical processes incluadiesiae to learn more about, for example,
managing time and content to avoid superficialie®ay as evident in the following quotes
from the study, are learners who do not participate in group worktwally learning?, or
seeing other methods in use, andow can | help [the participants] learn bettér?
Structuring of the learning experience is critidal trainers managing and juggling
curriculum, trainee needs and their learning. fiees expressed a desire for access to formal
opportunities to better understand pedagogicalrthas it relates to practice.

Formal support and performance management
Performance management processes provide oppatutot receive and provide feedback,
access to courses, seminars and conferences. Etuwh mroviders participating in the study
has in place a formal process for performance nma&nagt including an organised induction
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process for new adjunct and permanent trainersaasessors. New appointees are observed
by full time appointees and feedback given. BotbvRlers use a rating system. Provider 1
has developed a full handbook and standard opgrptiomcedures for trainers and assessors.
The trainer observation report covering twenty cetapcies organised into four sections is
part of the handbook. Both providers continue tsembe trainers and provide feedback, in
one case twice a year (unless the standard ofdiret requires more feedback) and in the
other case, quarterly. Both Providers monitor theke fall under a certain standard.

Trainers are assigned a mentor who is a permangpibgee. However, a number of adjunct
trainers indicated that before going to their mentey seek clarification and/or input from
someone they know better, as once the mentor isoagped it is oOfficial”. In addition
adjunct trainers indicate it can be quite diffictdtgain access to their mentor, as they are
busy and between the different training schedulessdifficult to find a time to meet.

Full-time trainers have access to courses, seminas conferences. Adjunct trainers
attending sessions often have to choose betweesetson and earning income. Provider 1
has an ongoing community of practice open to daingrs, however response to this
community of practice is varied, with one participandicating the value of opportunities for
sharing and another indicating that the employnaerangements and subsequent divisions
between full-time and adjunct trainers stronglyitgypossibilities for sharing information.

We don't really share much information becausehefdonflicts of interest, because schools
will give classes to full-time trainers first, usdlya So then it's the turn for the associate
trainer [adjunct]. That's why associate trainersllnot share much information with us; it's
a very distinct two groups of people.

A number of trainers expressed an interest in @oogopportunities to learn more about
pedagogical issues, as summed up in the follomutgey

Adjunct trainers we are on our own, and where céaln other than ACTA? There are very
limited resources.

One trainer commented that courses on how to éfféctively provided externally,

Usually go on about that same thing which is hum&ar more interested in some theories
to explain how things can be more effective armnkttheories are important it's a good way
to ground explanations. | don’t know where | camdfiall this; | would prefer some short
courses program which is more immediate.

However, another aspect of the reported lack oéssto formal professional development is
the extent to which trainers perceive opportuniash as meetingdd' get suggestions for
module$ and ‘there are regular meetings where we can share awblpms$ where
feedback is welcomed as part of professional dewedémt. Perception is one aspect; the other
is the extent of access. Full time employees cadlilye attend such sessions, however,
adjunct trainers may be missing opportunities toegate income by attending such sessions.
One adjunct trainer commented,

Any activities | will just participate ... ‘causdh@rwise we just conduct, okay, finished the
assessment, pass that, and then a new class agawe never have the time to sit down and
think about this.

This comment suggests that the extent to whichegeibnal learning is an implicit part of the
identity of trainers is mediated by the structund &iming of their work as well as the extent
to which individual agency is exercised in relattorcontinuous professional learning.

Peer support as in informal exchanges and guiddnateoccurs in and out of the workplace
(i.e. at the provider) does not appear to be ewtensr valued by either Provider. For
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example, one trainer mentioned there is some dlesedships amongst some of the group
where they talk about how they camprove the systéimthe materials, assessment methods,
sharing of student profiles to prepare each otbercfasses coming up. Another trainer
commented that] hardly have much opportunity to interact with mgers”. The ways in
which most trainers appear to have built-in oppaties for peer support are through the
scheduled observations of their training.

Reflection

Reflection is a critical aspect of professionakihéag and the potential to question taken for
granted assumptions. Trainers reported they refiettt improve myself and “how can | do
it better next tim@” The following quotes from different trainers aedence of the way in
which reflection is deeply embedded in the way tiveyk.

After every class | reflect ... within my brain whem having my morning break or

having breakfast, talking to my wife or whatever.

| think | do it constantly | am never satisfied,Idend to adapt.

| always think about how can | do my class bettérgive this class again. At the end

or middle of the day I'll spend 5 minutes, how wasdelivery.
Overt ways of reflecting, such as reported in thetgs above, are not the experience of every
trainer. One trainer commented that she reflectsaaisof her preparation if thestakes are
high 1 do a bit more preparation and homewbrReflection is an inherent part of the
preparation process; it is another point at whiainers reflect on previous practice. Trainers
ask themselveshbw can | do it better next timg?“what has gone wrorj, look at
assessment results, use comments from feedbadis $twew learners and] Will take note of
what they did not like and | take note of what thiey and | improve myself on the likes”.
They ask questions such, &ow can | help learners learn bet®Are learners who do not
participate in group work actually learnirigHow do | adapt the methods and structure of
content to meet and manage learners’ learning styl€ypically however, trainers were
concerned with technical issues; ensuring what tediyer is relevant, managing curriculum
requirements and time, and ensuring they havedearattention.

The challenge for me is how can | conduct, imphaet knowledge such that they can

learn and then at the same time | can finish oretimwhat are the things that | can

take out and what the things that | should empleadigyhlight and at the same time

help them to learn?
The quotes above are all examples of reflectiorettallen by the individual; opportunities
for collective reflection were rare or took place art of the feedback of being observed.
Reflection involves feelings and emotions (Dewe933; Schon, 1983; Boud, Keogh &
Walker, 1985) which is why being in a reflectiveasp (physical, temporal, emotional and
cognitively) and being part of a supportive groigp,mportant. Given the structure and
intensity of the work of both full-time and adjuricainers and in the case of adjunct trainers,
limited opportunities for formal and informal pre®&onal learning with others, it is not
surprising that the trainers interviewed did nqia® engaging in reflection that requires a
critical examination of underlying beliefs and asgtions that result in shifts in pedagogical
practice. However, given the opportunity to engageractitioner research and using their
data as the source for questioning, trainers dghge in grappling with questions and issues
that can result in rethinking practice.

For example, Provider 2 practitioners who at thaetiof writing of this report had
interviewed trainers and learners and analysed tericulum document and had begun to
analyse it were grappling with issues such as:

» Transfer of learning, what facilitates it?

* How to distinguish passive learning from appliearfeng?
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* Examining the links between training and assessAsmues around assessment of
learning and/or assessméart andas learning.

* The theory/practice nexus and ways of assessing.

» How to write curriculum so the learner is at thatce.

* Relationships between using activities e.g. casdies, levels of cognition (Workshops).

Professional development and learning

There is clear evidence that practitioners involuedhis project are strongly motivated to
participate in professional learning and developnagportunities. As would be expected,
each provider has different professional develognzr learning opportunities for their
practitioners. Both providers use observations fmedlback to practitioners, however, one
provider has developed this process far more extelgs This process aside, pedagogical
support for practitioners appears to be somewhatam as it is based largely on access to
full-time staff in their role of mentor. Accesspsoblematic from the perspective of time and
the quality of support; full-time staff have mulgproles, including training thereby limiting
the time they have available for mentoring. In &ddi in some instances, full-time staff may
not have as much experience and/or pedagogical lkdge as the adjunct. Our data showed
that in quite a number of cases, the adjunct stafe more innovative and displayed deeper
pedagogical knowledge than some of the full-timaffst However, there are informal
communities of support amongst practitioners, anthe case of one provider a formalised
community of practice.

The large number of adjunct practitioners in thet@e poses particular challenges for

accessing professional learning. Practitionersiqgating in this project appear to prefer to

access training offered by the provider. It woudduseful to understand why this is the case.
Is it because of the contextualisation? Is it townditn established relationships and informal

communities of practice, or other reasons? Undedstg why this preference and how

extensive this preference is across the CET pi@otit community have implications for the

design of continuous professional learning fordeetor.

Interest in managing pedagogical processes andrstadding pedagogical theory as it
relates to practice indicate practitioners are isgeto find ways of engaging learners, but for
many of these practitioners, there is a focus dhasepractitioner. The language used by
practitioners, such asmparting knowledge “engaging learners “self-discovery have
different meanings for each person and the meaointpe latter terms do not match the
theories from which the terms engaging learning self-discovery originate. Curriculum
and the implementation of policy initiatives mediapractitioner's enactment of the
curriculum (Bound, 2010). Professional learninggdaactitioners then cannot be conceived in
a vacuum. If practitioners are given increased s to and opportunities to engage in
critical dialogue that, for example, develops areaidanguage (Berry & Scheele, 2007) with
which to critique and develop deeper understandamgsencouragement to experiment with
different approaches, to what extent does suchuswome match with the context in which
they are training? Provider management, curricull@signers, policy—makers, auditors and
so on are all stakeholders in a process of chanderpinning the very idea of continuing
professional development. The question then needsetasked, professional learning and
development for what and for who?

Practitioners have a deep concern for their learreerd for many in this study, the
opportunity to learn more about the learner (Watl&nMortimore, 1999) and the process of
learning are valued. If continuous professionatriesy were to have, for example, a focus on
learning and the learner, this would require aiaaitreflective stance. While practitioners
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engage in reflection, it is natritical reflection. Indeed, as stated by Borko (2004, p. 7
“discussions that support critical examinationezdhing are relatively rare” and “developing
teacher communities is time consuming and diffituf2004) suggests it is important to
bring the classroom or teaching environment topiltdessional development setting. So for
example, videos of sessions, samples of work, dadspare all artefacts for examining
practice and developing ideas for improvement. Hewrsuch approaches require more than
the artefacts to develop @itical reflective stance; it requires a shared languamel
theoretical frameworks with which to provide altatime lenses to critique.

Challenges for professional learning

There are a number of different contextual layersthe challenges for continuing

professional learning for this sector. These cdmtxlayers include national policy, the

dispersement of trainers across some 400 privatadars, the historical context of learners

that trainers teach expecting to be told and toemaber as they had experienced in their

school days, and the similar learning autobiographtyainers, unless they studied offshore.

Challenges can be summed up as:

* The youthfulness of the sector resulting in varpstiagogical knowledge across the
sector;

* Policy and its interpretation by providers andriess;

» Varied knowledge and skills within providers to dep professional learning programs;

» Limited access to opportunities to develop andespadagogical knowledge.

Given that competency-based training has only lbedéiered in Singapore since 2004, much
has already been achieved in the development df,eatensive enrolments in the ACTA.
The Diploma of Continuing Education and TrainingACE) commenced in October 2010.
The hope is that this course, which is far moreomgs than ACTA will contribute
extensively to the development of pedagogical kedgé in the sector. To cater for trainers
who hold a Masters Degree, a Master of Training @edelopment (Griffith University) and
A Master of Arts in Lifelong Learning (Universityf @ondon) are offered. In addition the
AEN, through its well attended formal seminarsjtgifo innovative sites and special interest
groups contributes to providing opportunities fontinuing professional learning. However,
it is interesting to note that only a small numbe&the trainers participating in tHeeflexive
practitioner research for professional learning@QET study attended AEN events.

Policy such as the requirement that curriculumeigetbped, approved and audited, including
by personnel who may not have extensive pedagogitalvliedge contributes to teacher-
centred delivery. The emphasis on classroom dglivepacts negatively on opportunities for
professional learning limiting exposure to diveeseironments and management of multiple
stakeholders. Although there is no difference iw lifferent modes of delivery are funded,
funding is outcome-based, and thus some trainiogigers may be more inclined to focus
solely on classroom-based training as there isreepgon that on-the-job training takes a
longer time to deliver outcomes. For exampletween 2006 and 2009, a total of 22,781
programs were designed. Of these only 16 progranmees designed to include on-the-job
experience, 126 with a practical/practicum comparemd one with supervised field training.
None identified online learning as a form or comgnof delivery (Bound & Lin, 2010).
The role of research in identifying these issueglsed by WDA and findings from studies
undertaken in 2010 (Bound, 2010; Bound & Lin, 201@&ve already been sourced as
evidence of a need for change.



Professional learning opportunities arranged by Bhmeviders in this study are mainly
structured experiences and opportunities to redewdback through being observed. At this
stage there is little evidence of the nature of tl@edback. The data also illustrates that
adjunct trainers have limited access to their nmsnias time is an issue for the adjuncts and
the permanent trainers, as indicated by commeritaopermanent trainer:

| am teaching so many different classes, so Iagdopt a strategy as a facilitator so | don’t hdee
study that much, because it's a never-ending stdry.to study everything, try to prepare evergtii

| also feedback to the management and say ‘Cacusfon just a few modules so | can go into depth’
but the management told me | have to do all thesduias, so | can’t cope, so | adopt the strategy to
become a facilitator instead of a lecturer.

Apart from providing an indication of a high workld caused by the wide spread of different
topics the trainer needs to be familiar with, fhimentation leads us to ask, how does this
trainer understand what it is to facilitate? Tisisue of the use of terminology and its different
meanings to different people is further identifiedhe comments of another trainer

What excites me is to be able to impart the knowdedghe people.l would see myself as a
facilitator; not so much in terms of giving knowdgedand information but it's more sharing

of experiences

Many interviewees spoke about sharing of experienoeaning that they shared th&iories

and experiences. One trainer commented that if piemmits at the end of a session he asks
learners, What do you think about the st8fyand asks them to write down or articulate how
they would apply what they have taken from theyst@ne of his major challenges ishé
whole application, it is very difficult

Trainers are asking questions about their pradbiaeat this stage appear to have limited
structured opportunities to explore alternativespectives. The future trajectory of trainers in
the CET sector is one where there will be an expiect that they continue to develop their
pedagogical knowledge, skill and work through cleanig their everyday practice. Demands
placed upon trainers in response to the natiorsth paidevelop innovation and creativity
require not only changes in practice, but systeangbs.

Conclusion

The AEN is an important contributor to the professilisation of the sector, as are the range
of courses available. The challenges facing théosenove beyond these programs. An
approach that targets individual trainers will oalghieve so much. Professional learning
models for the sector must address the needs sfaddéholders, including those involved in
developing policy and undertaking audits. The @males facing the sector suggest there is a
need for:

» A re-examination of systems and policy that inathmty encourage teacher centred
approaches;

* Work to be undertaken with providers to developuealand systems that encourage risk
taking, the sharing of learning and asking hardsgjoes and development of support
systems;

» That these qualities in organisations be rewartieough policy initiatives and system
practices;

* Providers and other relevant agencies to estahlighshare resources that will enable
trainers to pose questions about their practice racéive support, develop a shared
language and deepen understandings of theoretizakivorks;

* Trainers to engage in professional learning adsdisibn a regular basis. These activities
must be meaningful, authentic, enable trainersttebunderstand their own professional
learning and give them voice;



 The use of artefacts of and from learning settifeyg. videos of sessions, samples of
work, lesson plans) to trigger critical dialoguel aaflection;
* Ongoing research for research informed practicepatidy.
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